



	


	
	




	
	
	
	
	
	
	
	
	
	
	




	
		
		
		
		
		
		
		
		
		
	
	
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
		
	






About Parenthood in America


Originally published as HTML October 15, 1998, with updates published June 1, 1999.

Corrections have been made to the source text only in the case of obvious typographical errors.

No normalization has been performed on the source text.

Abbreviations have not been expanded.





Copyright


Content copyright © 1998 [author(s)]. TEI markup and other features Copyright © 2023 Board of Regents of the University of Wisconsin System.





Accessibility Information


Screen Reader Friendly: Yes


Accessibility Summary: This publication includes markup to enable accessibility and compatibility with assistive technology. Images in the publication are well-described in conformance with WCAG 2.0 AA.


Accessibility Hazards: none


Access Mode:


		textual




Accessibility Features:


		tableOfContents

		unlocked







[image: stars logo]
Parenthood in America

Proceedings of the conference held in Madison, Wisconsin April 19-21, 1998



Published by the University of Wisconsin-Madison General Library System




Jack C. Westman, MD, Editor

Peter C. Gorman, Developer






	About this site

	Introduction

Jack C. Westman, MD

Parenthood in America Committee Chair

	Topics

	All Papers, by Author

	Work Groups

	Related Publications







About this Site



The papers and reports in Parenthood in America represent the proceedings of a national conference held in Madison, Wisconsin in April, 1998 (see below). The electronic version of this work is published by the General Library System of the University of Wisconsin-Madison. The University of Wisconsin Press is also preparing a print edition. Though we are making this work freely available on the Internet, please note that individual authors hold the copyright to each paper. If you wish to reuse the information here in any context, please contact the authors or the General Library System for permission.


 Every effort has been made to ensure that this work is easily readable in a wide range of computing environments, including text-only browsers. If you have any difficulty accessing or displaying this work, please contact the General Library System, Library Technology Group.


The print version of Parenthood in America will include chapters written by the Conference faculty and edited by Dr. Jack Westman. The book will deal with parenthood in America -- past, present and future. It will be approximately 300-350 pages, 6" x 9", fully indexed, and is scheduled to be available from the University of Wisconsin Press in the Fall of 1999.


Ken Frazier provided invaluable vision and support for this project. The demanding job of HTML markup was done (very patiently) by Liane Luckman, and Sue Jiang and Keith Rye developed the indexing structure and server environment.
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About the Conference


Parenthood in America, a national conference attracting 512 participants from 32 states and Guam, was held April 19-21, 1998 at the Monona Terrace Convention Center in Madison, Wisconsin. The purpose of the conference was "to accord parenthood the status it deserves in our society." The focus was on parenthood as a developmental process through which parents and children grow together, enhanced by the support of the families, their communities and society.


A national advisory committee sketched out the issues, topics and potential speakers for the conference and a local planning committee did yeoman's work in planning and implementing a conference with the following: two plenary addresses, twelve sessions with major speakers and reactor panels, fourteen symposia with multiple perspectives on practical issues, a poster session with nearly 40 exhibitors from across the country and four work groups organized to create and strengthen national organizations aimed at empowering parents and families. The creativity of the four work groups continues in efforts to create a national parent organization and in efforts to strengthen a National Parenting Education Network, a Family Support Network and a Family Centered Health Care Network.


This conference was sponsored by seven schools/colleges at the University of Wisconsin-Madison: Medical School, School of Nursing, School of Human Ecology, College of Letters and Sciences, School of Education, School of Social Work and Division of Continuing Studies. Financial support was provided by several foundations and agencies at the state and federal level-we are grateful to the following groups for their generous support of this conference:



	Child Abuse Prevention (CAP) Fund

	Children's Trust Fund of Wisconsin

	Commonwealth Fund

	W. K. Kellogg Foundation

	Charles Stewart Mott Foundation

	National Institute for Child Health and Human Development

	Wisconsin Department of Health and Family Services




This Web site offers the proceedings from the conference. A follow-up book on "Parenthood in America" is currently being planned by the University of Wisconsin Press. We hope these proceedings will whet your appetite for the book!


I want to extend a warm thank you to Jack Westman, who provided the initial vision for the conference as well as leadership throughout the planning process. A warm thank you to Ann Whitaker for all of her time and effort in facilitating the logistics of the conference-before, during and following the event-as conference coordinator, And thanks to Dee Mack whose usual attention to detail as program assistant is greatly appreciated. Finally, the national advisory committee and the local conference planning committee are thanked for their insights, advice and work in making this conference a success.
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Parenthood in America Conference

Introduction


The essence of the inspiration for this Conference was captured in a conversation I had with my 11-year-old grandson, Matthew, and my 8-year-old granddaughter, Carly. I asked them what was the most important thing in their lives. Both answered without hesitation, "my Mom and my Dad." Far too many children are unable to answer this question in the same way.


Although most children are raised by the parents who conceived or adopted them and who live in committed relationships with their children, an increasing number are not. The aim of this Conference is to bring out the unfortunate consequences of the inability of children to say with confidence that their parents are the most important factors in their lives for those children, for their parents, and for society -- and what we can do about those consequences.


As we enter the 21st Century, we are developing the capacity to think in terms of outcome-based initiatives. We want to know the consequences of our actions. We have a relatively clear vision of the efficiency and creature-comfort outcomes we seek from the material things we attain through remunerated work. But we are only beginning to envision human outcomes in the kind of citizens we would like to have in our society. We need to decide whether or not we seek thoughtful, moral persons, capable of rearing their children and contributing to their communities. This is a crucial choice because of the current trend toward a self-centered, impulsive, amoral, and exploitative citizenry.


At the core of the hostility, loneliness, and unhappiness that plague our society, in spite of its relatively favorable economic status, lies an inability to form and sustain intimate relationships. We can no longer afford to focus only on the socioeconomic and cultural factors that contribute to our social problems. Inadequate, disrupted, and strained parent-child relationships are more important. We must face the fact that "goodenough" parenting prevents, and not "goodenough" parenting contributes to, our social problems.


If we do aspire to a competent, moral citizenry, we need a paradigm shift from primarily emphasizing material wealth to emphasizing the quality of our lives. Inherent in that shift is valuing the things that contribute to personal fulfillment in life. At the core of personal fulfillment is the capacity to form and sustain intimate relationships. That capacity is formed in the parent-child relationship in early life. This means that we need to recognize that the parent-child relationship -- parenthood -- is the most fundamental and important institution in our society.


We deliberately chose parenthood rather than parenting as the theme of this Conference. Parenting implies a set of functions that can be delegated to others. Parenting can be cast in the model of past royalty or the present wealthy in which one "has" children who are reared by others. Parenting functions also can be, and too often are, pieced together around children in foster homes and institutions without providing those children with parents.


In contrast parenthood is a way of life, a career. It implies "hands on" developmental work in which parents grow with their children and in which parents and children are bonded to each other. It connotes one role in life and recognizes the importance of others, such as companionship and remunerated career.


We need to clarify our understanding of parenthood because we live in a time of dramatic and rapid changes. These changes have led to confusion about family and employment roles, about mothering and fathering, about love and sex, and about authority in the home. Many adults prefer acting like children to caring for children. In the past parents tyrannized children. Now many children tyrannize their parents. Many adults and youth are fascinated by violence and seek freedom from responsibility. Because they have been traumatized by their family relationships, many persons experience anxiety in intimate relationships and tend to avoid or disrupt them.


Compounding all of this is the tendency of the generous side of our society abetted by commercial interests to turn to child caring institutions, schools, professionals, and volunteers to fill in when parents fail. There is a strong tendency to avoid holding parents as responsible for their actions with their own children as they are for their actions with persons outside of the family. The persistent belief that children are the property of their parents remains strong in spite of the efforts of child advocates in the legal system.


Although the pressures of change have negative effects, they also provide opportunities for constructive developments. Many fathers now participate more significantly in their children's lives than in the past. Many women and men choose to give their careers as parents as much or more priority as their remunerated work. Many foundering parents are receiving education and support. There is a trend toward shifting the helping focus from children and their families as freestanding units to children and parents as vital members of neighborhoods and communities.


I encourage you to envision with me what our society would be like in the 21st Century if every child had an effective parent and if parents felt supported by their families, neighborhoods, and communities....to envision what our society would be like if parenthood was a valued and supported career. This paradigm shift from society valuing only remunerated work to valuing parenthood as well would produce dramatic reductions in our social problems and dramatic improvements in personal well-being. It would make it possible for every child to answer the question "what is the most important thing in your life:" "My Mom and my Dad."





Growing Together

The Key To Creative Parenting




If a child lives with criticism,
She learns to condemn.				
If a child lives with hostility,
He learns to fight.
If a child lives with ridicule,
She learns to be shy.
If a child lives with shame,
He learns to feel guilty.
If a child lives with tolerance,
She learns to be patient.
If a child lives with encouragement,
He learns confidence.
If a child lives with praise,
She learns to appreciate.
If a child lives with fairness,
He learns justice.
If a child lives with security,
She learns to have faith.
If a child lives with approval,
He learns to like himself.
If a child lives with acceptance and friendship,
She learns to find love in the world.


Anonymous





When seen only as presiding over a child's growth, parenting can be frustrating and
burdensome. However, when seen as an opportunity for personal growth for adults, parenting is one
of the most creative and affirming experiences that life offers. It can be a mutual growth process for
both parents and children.


Reinhold Niebuhr said that parents' lives are fulfilled through the realization of integrity in
their children.1 This means that the full meaning of parenthood comes in later life. Yet while we are
raising our children, parenting gives us chances to improve ourselves and broaden our own personal
horizons as we model for our children the qualities we would like to see in them. For some of us,
our own children give us a chance to become the parents we wish that we had.


Because each one is born with unique potentials, children develop their own personality
styles, temperamental rhythms, moral values, and interests. Still parents exert strong influences on
these qualities, as do peers, teachers, and society during the school years.


There was a time when parents raised their children without relying on expert advice. In
those days aunts and grandmothers were available to help. But during most of this century families
have been increasingly isolated from their extended families. Because childrearing seems to be a
baffling and risky experiment, many parents have turned to experts. Unfortunately, that expert
advice has been interpreted in the context of prevailing social trends and converted into childrearing
fads that later have been cast aside along with the reputations of scapegoated experts whose names
have been associated with those childrearing eras.


Early in this century, John B. Watson warned parents against spoiling their children with
unnecessary displays of affection and recommended imposing regular habits on them in order to
instill self-discipline. The ideas of Sigmund Freud swayed the next era toward reasoning with
children to help them become insightful individuals, capable of enjoying leisure as well as work.
After World War II, permissiveness with children was inferred from the writings of Dr. Benjamin
Spock, who enjoined parents to trust their intuitions as they tried to meet their children's needs.


Now in the wake of the "Spock era," we can choose from a variety of experts. On the
"conservative" side are those who encourage firmness and "tough love" with children. On the
"liberal" side are those who minimize confrontation and stress negotiating with children. Finally for
the "avant-garde" there is a plethora of advice on how to accelerate development in order to qualify
children for prestigious nursery schools.


Now parenthood has almost become professionalized so that many parents seek "the best
way" to raise their children. Childrearing no longer is something that can be done by tradition, whim,
or common sense. There presumably is a "right way" to put a child to bed, to leave a child with a
sitter, to get a child started in school, and to have a friend over. Because being a parent is a career,
like any career the harder we work at it the more we gain. The result is the general feeling that we
cannot do enough for our children. Certainly we should raise our children better than we were raised.


Whereas parents who reared their children in the seventies felt overwhelmed and needed their
children to grow up fast to reduce some of the pressures on themselves, parents in the eighties
believed that they could give their children a competitive edge that would make them brighter and
more able. In our busy lives in the nineties we feel isolated from other parents. There is no time and
there are few places for us to exchange ideas and share our experiences.


The psychologist David Elkind concluded that parents in the seventies "hurried" their
children to make them more mature, and parents in the eighties "miseducated" their children to
make them more intelligent.2 Today's parents continue the hurrying and miseducation trends and are
susceptible to commercial oversell and to the fadishness of educational practices.


According to Elkind, young children accept and participate in miseducation, because it
pleases those to whom they are attached, not because they find it interesting and enjoyable.
Miseducation thus creates internal conflicts between the natural inclinations of children and doing
what others expect them to do. Miseducation can be more pernicious than hurrying, because it can
lead to more deep-seated problems. Young people who have been hurried can take a year or two off
before getting on with their adult lives, but miseducation, especially when combined with hurrying,
can leave children with stunted creativity and with conflicts in their own personalities.


Many of us are confused and frustrated, because of our not entirely compatible goals: to have
a happy child, to have a brilliant child, and to have a smoothly managed home that does not detract
from our careers. This situation was described vividly by Joan Beck, a columnist for the Chicago Tribune :


Once it was assumed that teenagers felt a little awkward with
contemporaries of the opposite sex, that it took a few adolescent
years to get used to feeling comfortable about asking for dates,
going out together and working up to kissing and beyond. There
were generally perceived standards of sexual behavior,
acknowledged by the media and at least nominally supported by
adults. Adolescents who didn't want to go beyond them could say
no with social and peer sanction.


But teenagers today are expected -- at least by many counselors,
clinics, advertisers, media messages, and each other, if not by
parents -- to be sexually active and to work out a moral code of
their own for coping with sexuality. They also are considered --
certainly by clinics, counselors, and school-based health centers --
to be mature enough to deal with the disciplines and difficulties of
contraception.


We expect kids to have the strength to deal with parents' divorce
without emotional damage, to handle life with a single parent
without a problem, and to grow up strong without a father-in-residence or even with never having had a father's name.


It used to be assumed that adults owed it to children to protect
them from harm before birth and after, to remove foreseeable
obstacles from their lives and give them time to mature before they
had to face adult dangers. Now, babies die of AIDS in urban
hospitals, one infant in every ten is born suffering from cocaine
exposure, one child in five lives in poverty and countless numbers
of adolescents are turned off by poor schools, pressured into gangs
or caught in the webs of crack. "Just say no" is thin armament
indeed for the hazards of urban jungles.


The truth is that we are redefining children and childhood to fit
adult needs and conveniences and to take a minimum of adult time
and attention.






Family Life as a Growth Process
					 	

The grandfatherly advice of the child psychologist Bruno Bettelheim warned against placing
too much pressure on children to achieve, lest a child come to believe that one's performance is more
important than being a person.3 He advocated bringing the worlds of children and adults together
and described parenting as a process in which parents and children share their lives and grow
together.


When seen as a mutual growth process for parent and child, optimal parenting consists not
of techniques but of the willingness to assist, and the ability to enjoy, the maturation of a child.
Family life then becomes an exchange of ideas, emotions, and power as children and parents learn
how to respect and influence each other.


In family living both parents and children can learn about the meaning and purposes of their
lives. Both parents and children can discover their true selves by affirming each other in a variety
of interactions. For example, a baby and parent interact at different times as a nursing couple, a
talking couple, a learning couple, and a playing couple. Interacting with the young can refreshingly
help to keep adults young in spirit.


Unfortunately, for many of us and our children family life has been painful. Marital discord
and divorce have been the fate of one out of two marriages. Child neglect and child abuse are but
the surface manifestations of the suffering experienced in many families. For many of us, both
perceived and real financial pressures rob our family lives of time for relaxation and for pleasure.
For all of these reasons, family life is stressful for many of us.


In most of these situations, disillusionment in family life has been the result of the unrealistic
expectation that our intimates should meet our own needs in a trouble-free environment. There has
been a lack of recognition that intimate relationships really are love-hate affairs and that
accommodating others is a necessary frustration that we experience in order to have our own needs
filled.


Family life inevitably necessitates that we sacrifice personal interests, particularly those
related to careers, entertainment, and recreation. It means the loss of privacy, time, and personal
freedom of action. It entails emotional, physical, and financial burdens, not the least of which are
worries about the health, behavior, and achievement of our children. It means coping with annoying
behavior, noise, and distractions. For women it even is a health hazard because of the complications
and sequellae of pregnancy and delivery.


Family life has radically changed for many of us. Today's children are the first day-care
generation; the first generation defined by computers and television; the first post-sexual revolution
generation; the first generation to grow up in desegregated schools; the first generation imbued with
postmodern relativism that eschews moral obligations to others; and the first generation in which
both parents usually are employed. The combined force of these trends has affected childhood by
the expansion of programmed experiences for children and the contraction of informal interactions
with adults. As a result, because of their expanded knowledge and wider experiences as children,
teenagers think they need adults less. Because children seem to be more world wise than in the past,
we are more likely to assume that they can take care of themselves. Consequently many children and
adults pass each other in the night, and their home environments become increasingly lonely for
both.


For these reasons some adults do not want to have children. Many young adults feel that they
are too selfish or are not talented enough to raise children. Others simply do not want to be bothered
by the demands of parenting. Some women do not want to endure the physical effects of
childbearing and breast feeding. In addition some fear that the sacrifices involved in childrearing will
alter their personalities. In each of these instances abortion and placement for adoption are options,
but neither may occur, and unplanned parenting then becomes a resented responsibility.


With all of these disadvantages associated with parenting, one wonders why it holds any
attraction at all. In fact, parenthood is highly attractive to most of us. For most people both childbirth
and child rearing are eminently creative acts that fulfill our biological destinies to reproduce and to
be altruistic. In the deepest sense, a biological child extends us into the next generation by fulfilling
the species-survival instinct to live on in the next generation through our genes. In addition both
biological and adopted children provide growth opportunities for ourselves through reliving our own
childhoods and through being nurturing adults.


Unfortunately, many of us do not realize our importance as role models for our children. We
believe that it is what we do to our children -- what we punish, praise, and reward -- and not our own
behavior that matters. In a more personal sense, a child is a psychological extension of each one of
us. As such, children can bring out our true selves as we strive to grow with them and be models for
them. Unfortunately, we tend to think of childhood as the time in life when we discover our talents,
and we overlook parenthood as a similar time of discovery for us.


Consequently, many of us are far removed from the mutual growth experience of childrearing
and live in households that are little more than way stations for family members who lead separate
lives. As financial necessity or the seductions of materialism entice us to pursue personal excellence
and material rewards, many of us and our children lose access to each other as sources of pleasure
and affirmation. As adults we face the pressures of work, our younger children are cared for by
others, and our older children are immersed in extracurricular activities. As a result, the interactions
between parents and children often are harried and mutually frustrating.


Furthermore, some of us have difficulty relating to our children because we did not
experience our own childhoods as rewarding interchanges with our own parents. We see parenthood
as a burden rather than as a means of personal growth for ourselves. As a result we are preoccupied
with our own lives, and our children are permitted and expected to assume adult behaviors too fast.
Many of our children assume parental responsibilities at the expense of bypassing their own
childhoods.


In the light of these complexities, we need to establish priorities for our family lives. The
years of childhood pass rapidly, and before we know it, our families will disperse. What priorities
to establish are unclear, however, because the current experimental childrearing ethos in the United
States lacks direction. In comparison with other cultures, such as the Mexican and Japanese, we are
confused, guilty, and conflicted. It seems that each one us must learn how to be a parent anew, as
if there were no widely agreed upon childrearing values.


In fact the American society and culture do hold expectations for parents.





Expectations of Parents and Children


There are a number of expectations of parents and children in the United States.4 These
expectations are articulated both in legislative statutes that define child abuse and neglect and in the
judicial oversight of parent-child relationships by courts in divorce and child abuse and neglect
cases. Parents are expected:



	1. To provide a place of residence that legitimizes a child's identity
in a community.

	2. To provide sufficient income for a child's clothing, shelter,
education, health care, social, and recreational activities.

	3. To provide the love, security, and emotional support necessary for
the emotional development of a child.

	4. To foster the intellectual, social, and moral development of a child.

	5. To socialize a child by setting limits and encouraging socially
acceptable behavior.

	6. To protect a child from physical, emotional, and social harm.

	7. To maintain family interaction on a stable, satisfying basis through
communication, problem solving, and responding to individual needs.




At the same time, our society expects children to reciprocate these parental responsibilities.
Children need to learn how to respond to the expectations of others in order to interact comfortably
and effectively with others. Without this ability, they remain self-centered and insensitive to the
expectations of others. Children are expected:



	1. To learn the appropriate attitudes and values of our society and to
act in accordance with them.

	2. To accept parental discipline and to behave in ways acceptable to
the community.

	3. To meet the appropriate emotional needs of parents by responding
affectionately to them, confiding in them, and respecting them.

	4. To cooperate with their parents in protecting themselves from
danger and in meeting their own physical, emotional, and
educational needs.

	5. To help maintain family unity and reduce family tensions by
cooperating and sharing with other members of the family and by
showing loyalty to the family group.

	6. To perform appropriate tasks and to care for the material objects
provided for them.




Much of the contemporary stress in families could be relieved by the clear articulation of
these expectations of parents and children. If society expects parents to do these things, then society
must value parenting. Placing an appropriate value on parenthood would enhance the likelihood of
developing business and public policies that support parenting.


A new kind of work force composed of more parents than ever before requires new kinds of
workplaces and work schedules. Job requirements, both from the point of view of hours and
opportunities, should accommodate child- rearing. There is growing recognition that family leaves,
flexible hours, part-time positions, shared jobs, working at home, complementary working hours,
and other strategies can allow mothers and fathers to spend more time with their children and can
also improve productivity in the workplace.





Strong Families


A number of efforts have been made to describe families in which parents and children meet
their societal and cultural responsibilities to each other. When family life is a mutual growth
experience for both parents and children, the results are strong families that contribute not only to
the development of their members but to the development of their communities and society as well.


A study of strong families revealed mutual respect between family members who have
coherent positive views of life expressed through overt displays of affection and open
communication between family members.5 In these families individuals are valued explicitly for
what they are rather than for their achievements. Realistic expectations are held of family members,
so that children learn what is acceptable and what is unacceptable with opportunities for both parents
and children to correct their errors. The parents give clear directions and enforce reasonable limits
by emphasizing the positives rather than the negatives.


In strong families parents encourage each other's growth both as individuals and as marital
partners. They are not totally enmeshed in their children's lives. As a result their children have self-esteem, a sense of autonomy, and well-developed self-concepts. The parents have clear senses of
morality that are demonstrated through their words and actions. They respect others and value
service to those less fortunate. They have a sense of meaning and purpose in life often related to a
spiritual orientation with a trusting, optimistic outlook on life. They treat their children courteously
and with respect. Most importantly, they acknowledge their errors and imperfections and the
importance of forgiveness. 


Strong family members perceive their family to be a worthy group and are proud to be a part
of it. They treasure their family legends and traditions. They view themselves as links between the
past and the future by honoring their elders and welcoming their babies. They are able to change
their power structure, role relationships, and rules in response to changing situations. They are able
to share power and decision making among their members. They communicate their feelings,
concerns, and interests and listen and respond to what others have to say. Their styles of
communication are clear and open, and individuals are encouraged to take responsibility for their
feelings, thoughts, and actions. They spend time together but also value individual privacy and
pursue independent interests.


Strong families also belong to community networks and are interested in the world in which
they live. They have altruistic attitudes toward each other and toward others outside of their families.


A likely member of a strong family wrote the following letter to Ann Landers signed "Love
My Folks:"


So many times while reading your columns these past several
years, I have thought about the things I missed from my own parents.
Here are a few of the things they did NOT do for me.


They didn't let me do whatever I wanted, whenever I wanted --
until I was old enough to handle my life.


They didn't shower me with things, things, and more things. For
some reason, they didn't believe it served any useful purpose.


They didn't pass up an opportunity to teach me the value of money
and the benefits (both physical and moral) of hard work.


They didn't try to tell me what friends to choose or which career to
follow. They decided I was the best judge of that.


They never failed to listen to me when I had a problem, nor did
they refuse to give me sound advice when I asked. And when I
DIDN'T want advice or help, they didn't offer it.


They didn't try to spare me the pain of making mistakes when I
was trying to grow up. At the same time, they left no doubt about
their love for me.


So often when I read the sad letters in your column from confused,
unhappy, overindulged kids, I end up wishing more parents wouldn't
do for their kids what my parent didn't do for me. God bless 'em.






Parental Authority



As the foregoing description of strong families suggests, their underlying characteristic is a
clear distinction between the roles of parents and children.


The responsibilities of parents to their children in exercising authority are essentially twofold.
The first is to recognize that from the time they are born, our children are individuals with valid
needs and feelings. The second is to model effective living for our children, who are influenced by
what we actually do more than by what we say.


In order to become mature adults with hopeful visions for the future and with desires to
contribute to the world in which they live, children need love, limits, and belief systems.


Through the love they receive from their parents children develop a basic trust in others and
in themselves. The attachment bonds that develop between parents and children form the foundations
for loving relationships with other people in later life. Through the limit setting they receive children
develop respect for other persons. They also learn how to postpone gratification and to tolerate
frustration. Through beliefs in hopeful visions for the future, children learn how to surmount
obstacles in their daily lives. They also gain inspirations for making the world a better place in which
to live.


In practical terms, parental authority is exercised through the creative use of power, the
practice of morality, the setting of family priorities, affirmation of their children, and a family's
participation in its community and society.





The Creative Use of Power


Many of us do not like to use the words power and authority because they imply control over
others and control of others over us. In fact the word power has come to convey an image of
exploiting people. Consequently, there is a general tendency to avoid frank and open discussion of
the fact that power is a central aspect of all human relationships, and authority is the essential
channel for its use.


In order to realistically analyze parent-child relationships we need to distinguish between the
exercise of power through legitimate and necessary authority from the illegitimate exercise of power.


The word power comes from the Latin poder, meaning "to be able." Everyone needs to be
able, to be capable, to have a sense of personal power. At the heart of personal power is the sense
that we are in charge of our lives. By accepting responsibility for our own selves and for our
behavior, we gain personal power.


Democratic parents share power with their children, creating relationships based on mutual
empowerment. They empower their children by helping their children find their talents and decide
what they want to do with their lives. This legitimate exercise of power is the opposite of mutual
victimization that occurs when parents and children struggle to control each other.


When exercised largely in one direction, power becomes control over others. For example,
financial wealth is the best known instrument of power in that it permits control over the material
aspect of one's life and of other people. Physical force also is a common lever of power. In this
regard, Biblical scholars point out that "spare the rod and spoil the child" referred to one of the two
tools used by shepherds -- a staff and a rod.6 Contrary to common belief, the rod was not used for
hitting; it was used to guide sheep.


Less obvious forms of power are inherent in the daily leader-follower roles of employer-employee and student-teacher relationships. However, power really is never completely
unidirectional, because compliance or non-compliance by the follower determines the actual power
of a leader.


The coercive power of an institution is inversely related to the alternatives that are available
to people. A business firm can make whatever rules it pleases, but if there are alternative employers,
there is a way of escape for anyone who finds the rules oppressive. The potential coercive power of
parents is great because a child has no alternatives for responding, other than by misbehaving,
becoming emotionally disturbed, or by running away.


Because of the historical and present-day fear of coercive power, the society and government
of the United States emphasize individual freedom. American culture has moved away from the
powerful father image that permeated the old-world order of family, church, and state. The image
of the American Revolution as throwing off the authority of a British king has been reflected in
extreme sensitivity to the possible abuse of power to the extent that even legitimate parental
authority has been undermined in American families.


As a result of this anti-authority ethos, many parents are not aware that freedom is the ability
to make choices between alternatives and only has meaning in contrast with the restraint that is
necessary so that our freedom does not deprive others of their freedom. If we did not have to take
into account the effect of our behavior on the freedom of other people, we would be free to do as we
wish. In fact we cannot avoid facing the effects of our freedom on other people.


In recent decades the idea of Constitutionally guaranteed freedom has been equated with the
absence of restraints and even the absence of responsibility for making choices. Without recognition
of its limitations, freedom has become meaningless and dangerous, particularly for teenagers. For
example, by the time many parents have adolescent children, they are undergoing mid-life crises
themselves. Their own unresolved conflicts are activated by their offspring from whom they
withdraw. The resulting painful silence and detachment of parents gives their teenagers "freedom"
in the form of actually unwanted and confusing permission to act in ways that can ruin their lives.


The dilemma many parents face over the issue of the physical exercise of power with
children is illustrated by the following excerpt from a syndicated column of William Raspberry:


I've always told people that it was my luck to have had the most
wonderful parents a person could hope to have. Not just nice
neighbors, pillars of their church, and upstanding citizens,but
loving, competent, effective parents.


Well, it's time to confess. My parents, for all their surface
warmth and respectability, were into physical cruelty -- child
abuse, to put it plainly. You see, they spanked their children. At
least I always thought of it as spanking. But according to a report
issued by a group of experts, I've been guilty of mislabeling. They
said that we must conspire against language which describes
punishment as something other than what it is. Assault is what it
is. Let's not call it discipline, spanking, a good licking. What the
old-fashioned among us agree is child abuse -- the depressingly
frequent incidents of child battering -- is for these experts, just
another point on a continuum that begins with spanking. Ordinary
fanny dusting, to which some parents resort when more intelligent approaches fail,
teaches children that violence is an acceptable way of settling
disputes. Spanking and brutality, you see, are on the same
continuum.


I think these experts are nuts. Theirs is just another
manifestation of the fallacy of the false continuum. Sometimes the
fallacy is obvious; love-making and rape, for all their surface
similarities, are hardly seen as points along the same continuum.


I know parents who brutally -- and it seems, casually -- beat
their children; and I know parents who never practice physical
discipline but who nonetheless brutalize their children.


The difference between happy, well-adjusted children and their
opposites has, in my view, precious little to do with the presence
or absence of spanking. It has everything to do with the presence
or absence of love.


I wouldn't urge that parents who are capable of exerting
discipline in other ways should spank their children because my
parents spanked me. I argue only that the denial of love is the
ultimate brutality.



Actually parental authority is most appropriately exercised through the gradual
relinquishment by parents of their power to their children. The focus of power in parental authority
is not control but is creatively sharing power among family members.7


Optimally, the exercise of power is in appropriately-timed shifts from leader to follower roles
between parent and child. For example, during early infancy the child actually wields great power
and leads the parent by setting the feeding-sleep cycle. Subsequently parental power and leadership
is introduced around limit setting and building the child's self-control. During that stage nonverbal
communication in the form of physical redirecting is necessary in order to establish a child's respect
for the parent's appropriate use of the word "No." Using one's feet and hands instead of one's voice
is the most effective way of conveying this message to toddlers.


Research has shown that young children comply with adult's expectations from forty to sixty
percent of the time.8 It also has shown that the children of parents who are authoritarian (controlling
but detached and not warm) are likely to be discontented, withdrawn, and distrustful. The children
of parents who are permissive (noncontrolling, nondemanding but warm) are not likely to be self-reliant, explorative, and self-controlled. In contrast, the children of parents who are authoritative (in
charge, reasonable and warm) are likely to be self-reliant, self-controlled, explorative, and content.


Throughout childhood, there are times when a parent influences a child and times when a
child influences a parent. Some parents err in the direction of trying to control a child excessively.
Others err in permitting a child to control them, so that there are many tyrannical children today. The
challenge for parents, then, is learning how to flexibly and appropriately shift back and forth between
leader and follower roles with their children. In order to do this, a parent needs to respect and trust
a child, and more fundamentally, respect and trust oneself. When they feel respected and trusted by
their parents, children can care for themselves. When they do not feel respected and trusted by their
parents, children often resort to whining, manipulative behavior.


Under optimal circumstances, teamwork in a family takes place through shifting back and
forth between leader and follower roles. In the shifting process, the power issues involve dependency
and independence in economic, emotional, and decision-making terms. These issues can be handled
by either the creative or exploitative exercise of power. For example, leadership can take place
through modeling for others vs trying to remodel others; validating vs distorting others; nurturing
vs exploiting others; motivating vs coercing others; guiding vs directing others; facilitating vs
blocking others; and advocating for vs ignoring others.


Bruno Bettelheim used an old German adage "stretch according to the cover" as an example
of sharing power in families.9 This adage goes back to the time when an entire family slept under
one blanket in one bed. In those days children learned from an early age to adjust to living in close
proximity to others. If one child pulled the cover too much over to his side, his sibling would wake
him up to retrieve his share. If one child kicked, the other would protest. If they wanted to sleep
peacefully, children learned the give-and-take that was necessary for successful community living.
Bettelheim pointed out that people whose living conditions never forced them to learn to "stretch
according to the cover" find it difficult to establish lasting relationships. As adults they have not
learned to cope with the frustrating accommodations which intimate living entails.


The two sides of love in childrearing are showing affection and caring enough to help a child
learn self-discipline. Although the negativistic behavior of young children is frustrating for all those
involved in their care, it is a sign of their growing independence. At the same time, they need
reasonable limit setting of their behavior and parental models of self-discipline so that they can learn
how to control their impulses and to delay gratification themselves.


Learning how to control one's impulses is learning how to behave civilly and to tolerate the
inevitable frustrations of life. Learning how to delay gratification is learning how to schedule the
pleasant and the unpleasant in life in such a way as to enhance pleasure by getting the unpleasant
over with first. It is the only efficient and effective way to live.


In an effort to allay some of the contemporary confusion about the roles of parents and
children in families, Ann Landers published the following Twelve Rules for Raising Children:



	1. Remember that each child is a gift from God, the richest of all
blessings. Each child is an individual and should be permitted to be
himself or herself.

	2. Do not crush a child's spirit when he or she fails. Never compare
one child with another.

	3. Remember that anger and hostility are natural emotions. Help
your child find acceptable outlets for these feelings, or they may be
turned inward and create physical or emotional problems.

	4. Discipline your child with firmness and reason. Do not let your
anger throw you off balance. Be fair. Even the youngest child has a
keen sense injustice.

	5. Avoid situations in which your child can manipulate one adult
against another.

	6. Do not give your child everything he or she desires. Do not
deprive your child of the satisfaction that comes from achievement
and from earning something.

	7. Do not set yourself up as a model of perfection. Children profit
from knowing that their parents make mistakes too.

	8. Do not make unrealistic threats in anger or promises in a generous
mood. To a child a parent's word means everything.

	9. Do not smother your child with gifts and lavish surprises. The
purest love expresses itself in day-in, day-out consistency that builds
self-confidence, trust, and a strong base for character development.

	10. Teach your child that there is dignity in hard work, whether it is performed with a shovel or with delicate surgical instruments.

	11. Do not try to protect your child against every blow and disappointment. Experiencing a few lumps will help your child
learn how to handle them.

	12. Teach your child to love God and to love other people. Do not
SEND your child to a place of worship - TAKE your child there.
Children learn from example. Faith in God can be your child's
strength and light when all else fails.





When thinking about discipline in the home, it is important to bear in mind the original
meaning of discipline -- learning and practicing that which is learned, not punishment. The goal of
childrearing is helping children acquire self-discipline. The foundations for self-discipline are laid
during the second and third years of life when parental limit setting helps children learn how to
control their impulses and to take into account the impact of their behavior on others. The consistent
application of external controls during the first two years of life is the most effective way of insuring
that a child will develop the internal controls involved in self-discipline and that the child will not
continue testing limits during later years. The key is developing respect for parents and then for other
people as well.


Many parents do not realize how important it is to set limits for toddlers. The easy way is
letting them do as they wish and giving in to their demands. At least that quiets them down in the
moment. The more difficult but rewarding course is to help them learn the limits of their power.
Most toddlers test limits and push for all they can get. It is a natural result of their egocentricity and
their pleasure in being the center of attention. They are quick to assert themselves over siblings and
peers. They want what they want when they want it. This means that parents are well advised to set
clear limits and help toddlers realize that they mean what they say. In order to get this across to
toddlers parents need to use their feet and hands rather than their voices.


The goal with toddlers is to achieve their responsiveness to the words and facial expressions
of their parents through initial physical interventions. Physical redirection and restraint are necessary
in order to show a toddler that a parent's words are to be taken seriously. Verbal commands across
a room can be easily ignored and often are not followed up by a parent, leading a toddler to conclude
that what a parent says is not to be taken seriously.


In the same vein, the management of whining and temper tantrums needs to get across to
toddlers that those behaviors will not get them what they want. If whining or tantruming children
are appeased, the message is that those behaviors can be used to manipulate adults. This means that
a whining or out-of-control toddler should be placed in a setting that will permit regaining of control
without unduly disrupting family life. Removing the child to a room or a play pen gives a parent a
breather and conveys to the child that a "time out" is needed so that the child can settle down. Rather
than sentencing the child for a period of time, letting the child rejoin the parent when ready to do so
conveys to message that regaining self-control is the purpose of the time out, not punishment.





The Practice of Morality


The exercise of parental authority needs to take place within the guidelines of judgments
about right and wrong. It may be possible for sophisticated adults to live without thinking in terms
of right and wrong, but this is not the case with children. 


The ideas of power and authority make some people uncomfortable. Many of us prefer to
think that we are nonjudgmental and try to avoid using the words "right" and "wrong" and "bad" and
"good". We also would like to believe that there are no "bad" people -- just "bad" behavior.


Whether we like it or not, however, "good" and "bad" are real polarities in life. They are the
only terms that have meaning to young children. The most useful meaning of "bad" is malevolence
toward others. For this reason, "bad" is not an accurate word to use when children do not comply
with parental desires or expectations. A child may be exercising will or independence through
noncompliance. "Bad" should be reserved for mean, unjust behavior toward others. "Bad" and
"good" can be dealt with most usefully by facing issues of "right" and "wrong" in the family.



Right and Wrong in the Home


In the current era there is a tug-of-war in the moral arena. On the one side are "absolutists"
who insist that children need moral indoctrination. On the other side are "free thinkers" who insist
that it is up to children to find their own values. The former believe that there are absolute moral
truths. The latter believe that moral principles are only personal preferences.


Both sides have valid points if we distinguish between the times when absolute and relative
levels of moral judgment are appropriate.10 For example, murder is a violation of an absolute moral
value, whereas honesty is relative and may not always be the "best policy". Children do need to learn
how to distinguish between times in which absolute judgments or relative judgments are more
applicable.


When we get right down to it, the issue of right and wrong in family living is the source of
much dissension. This is because right and wrong depends on the perspective of the one making the
judgment. The ancient Greeks pondered this question as illustrated by Plato's observation that killing
lambs was right for human beings but wrong for wolves.


The fact is that subject to individual differences and to the influence of their upbringing,
children do have the inherent capacities to distinguish right from wrong and to be generous,
compassionate, and altruistic. They have biologically-based predispositions to attend to and to
respond to others' emotional states that are evident by the age of one to two years.11 These
predispositions wither or are reinforced by subsequent life experiences in the form of parental
modeling. Children also acquire prosocial or antisocial values from their peers, teachers, religion,
movies, literature, and television.


The question of distinguishing right from wrong in family life is made easier by drawing
upon the concepts of good and bad. This places interactions between parents and children on moral
grounds rather than on arbitrary definitions of right and wrong based on the convenience or desires
of parents. It also introduces justice into the handling of children rather than the simple exercise of
parental power. For example, children can be expected to be courteous at the dinner table because
respecting other people's rights is a moral good rather than because failing to do so annoys the
parents.


In this way the foundations for moral development are laid in the home by learning how to
cope with our impulses to be deceptive and to be destructive toward others -- learning how to cope
with our own bad impulses. If marital and parent-child relationships are to flourish, their good-bad,
love-hate natures need to be openly recognized. How children learn to cope with their bad impulses
is shaped by the degree to which our actions as parents correspond to our statements about morality.


Those of us who model morality at home do not have to be concerned about every book,
class, film, activity, idea, or peer influence to which our children are exposed. Children learn to
choose their values and to accept their own imperfections from us. Those of us who do not model
morality or who avoid our responsibility to deal with moral issues abdicate our children's moral
development to the influence of others, often their peers.


The struggle that is inherent in life between good and bad can be broken down into
manageable pieces. Good revolves around the truth (reality-trust) and love (giving to others). The
core issues for the good are emotional honesty (accepting responsibility for one's feelings and
actions) and the creative use of power (influencing others constructively). Bad essentially is
deception (altering reality-mistrust) and hurting others (blaming-hating). Most family conflicts
involve parents and children deceiving or hurting each other and, therefore, are opportunities for
learning how to honestly accept responsibility for one's feelings and actions and for learning how
to constructively manage impulses to hurt others.


All intimate relationships contain tension between good and bad impulses. In fact, the
durability of a marriage bond is measured by its capacity to absorb hate and deception. The stability
of a marriage is determined less by love and more by the acceptance and forgiveness of bad behavior
by one's spouse. Because the marital relationship can be altered legally, the intolerance of bad
behavior by a spouse can lead to a divorce that perpetuates the idea that the other spouse is the bad
one, not me. Parental deception and hurting of a child also is based on the belief that the other
person, in this case the child, is the bad one. Because a child cannot escape from the parent-child
relationship, that child suffers varying degrees of emotional and personality damage.


 Marital problems ensue and conflicts occur with our children when we cannot confidently
express our own feelings of love to each other and to our children. Some of us are reluctant to show
tenderness toward our children because of the fear of spoiling them. Others of us cannot bear to
frustrate our children because of the fear of losing our children's love.


Rapport between parents and children is facilitated when we openly express our own
authentic feelings of love and hate and when we accept our children's authentic affection and hate
while setting limits on the actual expression of anger by our children. Curbing the readiness of
children to use anger to get their way is vital in helping them to learn more appropriate ways of
gratifying their wishes.


Those of us who are uncertain about our own feelings and judgments depend excessively
upon childrearing rules. Because we do not trust our own intuitive judgments, we cannot adjust to
the ups and downs of our children's needs and feelings. We actually can learn much about our own
internal struggles with good and bad (love and hate) by remembering that we are the experienced
adults when conflicts arise between ourselves and our children. Then we can listen to our children
and together find reasonable solutions to the problems at hand.


A strong family is one in which there is mutual respect and in which no individual's personal
needs or desires dominate. But families cannot always be just communities. Rules about telling the
truth or about not interrupting when others are speaking tend to be unequally enforced for parents
and children. As parents, we expect a degree of privacy that we do not accord our children. Often
one family member is expected to do most of the compromising or another tends to be unjustly
accused of starting squabbles among siblings. The best efforts to establish justice in a family cannot
succeed completely because the family is a flawed institution composed of imperfect creatures.
Consequently, family life, as is all of life, is a struggle between right and wrong. It is in the family
that childen learn how to respect and advance the "common good".





The Stages of Moral Development


In a world that appears so devoid of the kind of conscience that enables mutually reliable
community life, in a world with too many people dominated by biting, accusing consciences that
continually cramp and destroy them and others, healthy conscience development is a major concern
in human development everywhere.


The development of a healthy, reliable conscience does not come from clarifying values,
internalizing parents' do's and don'ts, memorizing platitudes, doing verbal exercises in moral
reasoning, or having one's behavior rewarded or corrected. Healthy conscience development comes
from understanding oneself and other people. Therefore, developing self-esteem, becoming
personally competent, forming an accurate picture of the world, understanding and appreciating the
needs of others, and learning skills in communication and problem solving facilitate healthy
conscience development.


All of these qualities make it possible for a child to feel anchored in humanity because the
child is contributing to the welfare of groups whether in the family, the school, or the community.
A healthy conscience is reflected in caring for others because they too have feelings, intentions, and
desires.


The development of a healthy conscience advances through stages of increasing capacities
to understand moral principles, such as described for boys by Lawrence Kohlberg 12 and for girls by
Carol Gilligan.13


Although children do spontaneously care about others and are receptive to ethical principles,
they cannot be expected to master each stage of moral development without adult guidance,
especially during the early years of life.


Before the age of two, children have no real concepts of rules. At first, we help our babies
develop a sense of basic trust in the world by fulfilling their needs. Next we help our toddlers learn
how to cope with limit setting, so that the child's impulses and reality are not in continual conflict.
During that stage, the child needs to learn respect for the reasonable use of the word "No." This
provides a foundation for legitimate authority and for coping with the unpleasant realities of life.


In fact the child's corresponding use of the word "No" performs a useful developmental
function by defining the child's will as distinct from the wills of others. Children who do not learn
to respect and to appropriately use the word "No" during the second and third years of life are more
easily frustrated and less responsive to legitimate authority in later life than those who do.


We can help our children gain satisfaction from adhering to limits and from tolerating
frustration. We can help our children learn that crying and tantrums are not means of getting their
own ways. The time, patience, and energy needed to help children accommodate their impulses to
reality during the second and third years of life are demanding, but high yielding, investments of
parenting. Simply indulging the wishes of children at that age is easier, but in the long range
regretted.


From about two to seven, children desire to follow rules by imitating older persons. At first,
they have a punishment-obedience orientation in which the consequences of an action determine its
goodness or badness. Gradually, they realize that right and wrong are determined by what is good
or bad for oneself and others, rather than whether or not one is caught and punished. When a child
finds pleasure in pleasing us, that child learns that the best times are when both child and parent are
happy. Unhappy times are when a child has done something that engenders unhappiness in a parent.


Between seven and eleven, children can see rules as the products of mutual consent, rather
than as handed down by authorities. At that time children are able to understand and to deal with
moral gray zones. After the age of twelve, rules can be seen as reflecting abstract laws apart from
authority figures. Later moral judgments can be seen as widely shared opinions, and laws can be
seen as efforts to solve human problems. Next is the stage in which humanistic ethical principles of
justice and dignity can be seen as transcending social utility. The seldom attained last stage is an
altruistic commitment to being a caregiver to the human family and a caretaker of the Earth.





The Need for Moral Principles


Family life plays a critical role in the nurturing of morality. Faith in money, status,
popularity, or religion are daily affirmed or challenged by how we live with one another. Being
questioned and challenged by children compels parents to clarify their own moral values.


Because parents can wield oppressive power over children, right and wrong can easily be
defined by what pleases or by what irritates the parents. For this reason families need objective moral
principles to guide behavior both at home and elsewhere.


Most religions provide these guidelines. The underlying theme is expressed in the Golden
Rule: do unto others as you would have them do to you. This simple guideline is essential for the
survival of groups of all kinds ranging from families to societies. Whether it be in parent-child
relationships or in international relations, the basis for cooperation is empathy not exploitation. In
both families and in international affairs, cooperation involves sharing and taking turns.


At the same time, religious principles can be misused by parents in the moral development
of their children. For example, it has been considered admirable in the authoritarian tradition for
children to tell the truth, to be grateful for their parent's intentions, to overlook the cruelty of their
parent's actions, to accept their parent's ideas, and to not be difficult when it comes to doing what
is expected of them.14 In order to teach children these values some adults believe they must resort
to deceiving, punishing, and humiliating children. The leaders of the Third Reich in Germany
advocated that kind of strict upbringing.


However, children are sensitive to moral hypocrisy. Corruption, dishonesty, and cynicism
in other people are noticed by children even at the ages of five and six.15 Still, many adults
discourage the idealism of children, because they do not want naive moral sensibilities getting in
their way.


The challenge for us is to cultivate our children's moral inclinations by modeling practical
ways of handling the human struggle between right and wrong. This means openly accepting our
own bad impulses and coping with them in ways that permit the good to prevail. Religious concepts
and parables are helpful in making judgments about and coping with right and wrong, particularly
those that emphasize forgiveness.


All of these principles are summarized in the vivid description of the ways in which they
thought their parents had failed them during their childhood years given by delinquent boys
interviewed by Reverend C. Galea at the Guelph Correctional Center in Ontario, Canada. Their
advice was reported as a "get tough" code for parents who experience difficulties in their
relationships with their children in an Ann Landers column:



	1. Keep cool. Don't fly off the handle. Kids need to see how much
better things turn out when people keep their tempers under control.

	2. Don't get strung out from too much booze or too many pills.
When we see our parents reaching for those crutches, we get the
idea that it's perfectly OK to reach for a bottle or a capsule when
things get heavy.

	3. Be strict. Show us who's boss. We need to know we've got some
strong supports under us. When you cave in we get scared. 

	4. Don't blow your class. Don't try to dress, dance, or talk like your
kids. You embarrass us, and you look ridiculous.

	5. Show us the way. Tell us God is not dead, or sleeping, or on
vacation. We need to believe in something bigger and stronger than
ourselves.

	6. If you catch us lying, stealing, or being cruel, get tough. Let us
know WHY what we did was wrong. Impress on us the importance
of not repeating such behavior.

	7. When we need punishment, dish it out. But let us know you still
love us, even though we have let you down.

	8. Make it clear you mean what you say. Don't compromise. And
don't be intimidated by our threats to drop out of school or leave
home. Stand up to us and we'll respect you. Kids don't want
everything they ask for.

	9. Be honest. Tell us the truth no matter what. We can take it.
Lukewarm answers make us uneasy.

	10. Praise us when we deserve it. Give us a few compliments once
in a while, and we will be able to accept criticism a lot easier. The
bottom line is that we want you to tell it like it is.








Converting Passions to Compassion


The essence of moral development in family life is for children and parents to learn how to
convert their passions into compassion. It is a process of imbuing intense, primitive, sensual
emotions and impulses with the civilized sensuous experiences that truly distinguish human beings
from other forms of life. It is discovering and revealing the altruism of family members through
empathic interactions.


Specific ways in which passions can be expressed in sensuous compassion are in the
conversion of anger into active problem solving, of fear into respect, and of conditional lust into
unconditional love. This can be done through learning how to put oneself in the position of others
-- by learning how to empathize with others.


The first step in shifting from the exploitative attitude of the young child to a more mature
empathic attitude toward others is acknowledging the potentially bad outcomes of our sensual
appetites and emotions. This acceptance is confession in religious terms. Then a commitment to
cultivate personal qualities that offer the sensuous satisfactions of altruistic human relationships can
be made. This is repentance in religious terms. The common good of the family then supersedes the
exploitation of parents by children and the exploitation of children by parents. The prevailing
atmosphere of the home can then be converted from one of tension and frustration to one of pleasure
and satisfaction.


The family is the ideal proving ground for coping with human frailties, such as by being slow
to lose patience and quick to be gracious; by being understanding, even when provoked; by trying
not to impress others with one's own importance; by thinking the best, not the worst, of others; and
by not gloating over the faults and failures of others. Most mistakes in family life are harmless
omissions and errors in judgment resulting from selfishness and jealousy rather than bad actions or
omissions.


Still, because family emotional bonds are so intense, family members' faults can be the most
difficult to forgive. At the same time, because it is impossible to hide human imperfections in a
family, it is the place in which forgiveness is the most needed and appreciated.







Family Priorities


Parental authority also involves setting family priorities for mothering, fathering,
homemaking, and careers; for managing stress; and for arranging family routines.


In the first four decades after World War II, as incomes increased, Americans had larger
amounts of money available for nonessential consumer goods. As they accumulated more wealth,
they became more credit worthy, both to lenders and in their own eyes. The result has been the social
acceptance of financial debt.


Certain kinds of debt may be appropriate. Most people need to borrow money to be able to
buy a home and to buy a car. But credit often is used to buy essential goods and luxuries, leaving
little to show for it except the bills. Many people try to buy more -- and more often -- than they
need. To the consumer's peril, businesses encourage credit buying.


At the present time payments on mortgage and consumer debts absorb excessive amounts
of the average annual income after taxes. The catch is that debts have to be paid, and until they are
paid, high interest accrues. The result is that these debts reduce the future standards of living of
families.


Benjamin Friedman, the Harvard economist, commented: 16

We have enjoyed what appears to be a higher and more stable
standard of living by selling our and our children's economic
birthright. We have violated the basic moral principle that had
bound each generation of Americans to the next...that men and
women should work and eat, earn and spend...so that their children
and their children's children would inherit a better world.




Because parenthood involves costs that are not borne by adults without children, parents must
plan for the financial consequences that increase as their children grow up. In the past wealthy
parents employed others to raise their children for reasons of personal convenience and status.
Currently many parents employ others to care for their children because of competing careers and
a preference for working away from home, although the cost of purchasing quality child care may
substantially reduce the financial benefits of employment.


Still many parents do their own parenting with consequent financial sacrifices. Wise parents
have clear agreement about their homemaking responsibilities. For some the mother may be the
primary homemaker. For others, it is the father. For increasing numbers both parents share
homemaking roles.


In any case, an appropriate balance needs to be found between childrearing, financial, and
career objectives.17 Seldom can they all be met completely at one time in life. The prudent
management of family income and time based on family values and goals is an increasingly urgent
issue. It involves at least: 1) family financial planning; 2) care in purchasing to assure value received;
3) ongoing maintenance of a residence and personal needs; 4) planned use of time for personal,
family, and community opportunities and obligations; and 5) adequate nutrition and health care.


Stress in families can be minimized by programming family time for relaxation, recreation,
and play. This includes time away from children for parents. Otherwise, busy schedules and
preoccupation with television leave few informal moments for parents and children to enjoy each
other.


The challenge for parents is to find a balance between their working schedules, tolerable
separation from their young children, and child care. From a three-year-old's point of view, several
hours of nursery school every other day is sufficient social experience. This is far from spending
eight to twelve hours a day for five or six days a week in day care necessitated by the parent's
employment, not the interests of the child.


For harried parents who really are unable to devote as much time as they would like to their
young children, Dr. Berry Brazelton has offered the following practical advice:18



	1. Investigate all of the options available at your workplace --
on site or nearby day care, shared job options, flexible-time
arrangements, and sick leave for when your child is ill. 

	2. Learn to compartmentalize. When you work, be there. When
you are at home, be there.

	3. Prepare yourself for accompanying your child to the caregiver
and for separating each day.

	4. Allow yourself to grieve and feel guilty about leaving your
baby. It will help you find the best substitute care.

	5. Find others to share your stress -- peer or family resource
groups.

	6. Include your spouse in the work of the family.

	7. Face the realities of working and childrearing: no "supermom"
or "superbaby" fantasies.

	8. Learn to save up energy in the workplace to be ready for
homecoming. 

	9. Plan for children to fall apart when you arrive home after
work.

	10. Gather the entire family when you walk in. Sit in a big chair
until everyone is close again. When the children squirm to get
down, you can turn to chores and housework.

	11. Take children along as you do chores and teach them to help
with the housework.

	12. Do not let yourself be overwhelmed by stress. Instead, enjoy
the pleasures of solving problems together and working as a team.





As is evident from the nature of his advice, Dr. Brazelton is attempting to help parents cope
with less than desirable situations. Whenever possible, opportunities to live a family-oriented life
should be taken by carefully setting life priorities and, if necessary, by changing one's life style. This
often can be done by adjusting financial goals by setting a lower priority on material things and a
higher priority on family time. There are few parents who in later years do not wish that they had
spent more time with their children.


Phyllis Moen described five kinds of dilemmas faced by couples employed away from
home.19 The first is overload which can involve social-psychological strain as well as time
pressures.


In the second category are value dilemmas, brought about by discrepancies between your
own life-style and the life styles valued by society. For example, a mother who remains at home with
her children may feel that she is not attending sufficiently to her own career.


Identity dilemmas represent discontinuities between stereotypes about the roles of men and
women and the actual responsibilities of two-income couples. For example, a husband may feel that
his wife is responsible for the housework, even though she is employed away from home.


Social-network dilemmas reflect the inability of employed couples to meet the expectations
of, and obligations to, their families and friends. There is little time on weekends and in the evenings
for socializing when both spouses have full-time jobs.


Finally, there are life-cycle dilemmas involving decisions that must be made about starting
families and about the timing of major career decisions. Family and job events frequently conflict
so that attention needs to be devoted to integrating childbearing and childrearing with careers.


An example of the kinds of administrative problems confronted by parents employed away
from home is the management of time when older children are at home alone.20 It is helpful to
recognize that these children have something special available to them in the afternoons: time. There
are many opportunities for young people who feel comfortable being home alone to use this time to
special advantage. Unstructured hours have a large measure of freedom. There is time for reading,
for music, for art, for hobbies, for games, for sports, for pets and for exploring other interests.


Although many young people say they like time by themselves after school, they also often
feel at loose ends. They have not discovered the advantages of free time for creative activities. They
can be helped to better cope with free time by designing a schedule of activities geared to their
individual interests, abilities, and available community resources. Here are some examples:



Reading


There is a Wednesday book club for kids at the library. It's pretty
neat. The librarian tells us about all the new books that come in. My
friend and I take out different books.


Tony, age 11





Music



As soon as I come home, I turn on my stereo as loud as I want. I
like to be alone. No one tells me to turn it down.


Keith, age 13





When I come home from school, I have to practice the piano. It
sometimes gets boring, but I kind of like it. I'm getting pretty good
at it.


Sharon, age 12







Art

I have lots of art supplies - markers, colored pencils, pastels,
paints. Sometimes when I'm by myself, I draw or paint. It all
depends on my mood.


 Rose, age 14





Hobbies

My friends and I collect baseball cards. A few afternoons a week,
Jonas and Tyler come to my house and we trade. The other day, I
traded a Willie Mays for a Ted Williams. I have a Lou Gehrig, and
a Warren Spahn. I really want a Babe Ruth.


Buzzy, age 11





Games

Chess is exciting. My grandfather taught me how to play. I play
with Melissa, the girl down the street. We talk about a lot of things.
Sometimes she wins and sometimes I do. That's okay. We're both
pretty good now.


Carolyn, age 12





Sports

After school my friend Cory and I go to the play ground and play
some basketball. He's really good. He can get jump shots like you
wouldn't believe. I'm a better blocker. We really work up a sweat.


Roberto, age 11





Pets

When I open the door and see my dog, I'm not afraid any more.


Carlos, age 13





Family administration includes planning activities that can be programmed, such as
traditions, celebrations, and routines. Traditions are celebrations of the past and have a long history,
such as Thanksgiving and Christmas. Celebrations are special events that accentuate the present,
such as anniversaries and birthdays. Routines are regular daily and weekly activities.


A study of strong families across the United States revealed that traditions enhance a family's
well-being.21 Celebrations are important, but their occasional nature renders them symbolic rather
than contributing much to building family attachments. Family routines prove to be the most
important factors in family satisfactions, because they are periods of time invested in the family as
a unit.


Even busy families can share experiences and solidify family relationships through regular
activities, such as:



	1. When it is difficult to be together because of busy and
conflicting schedules, write notes to each other. Care and support
for another family member can be expressed in notes in lunch bags,
school notebooks, or on the refrigerator.

	2. Set aside a special hour near bedtime to gather in a favorite spot
and review the day. Share experiences, read a continuing story
together, or give a family backrub.

	3. Make mealtimes an important family time with no television at
least twice a week. Meals are a good time for family devotions,
conversations, and laughter

	4. Hold regular family meetings in which all members are
encouraged to discuss concerns, to make plans, and to solve
problems.

	5. Take vacations and short trips that the family can experience
together and share memories about.

	6. Do family projects together on weekends, such as decorating a
room or planting a garden.

	7. Schedule husband-wife times away from the children
periodically.

	8. Find time to be alone with each child.




These kinds of activities provide chances for parents and children to appreciate each other's values
and to keep abreast of each others' lives. Unless an effort is made to schedule them, they do not
happen.


A successful family today is a source of mutual support and enjoyment, not one in which a
slave-mother cherishes her privileged husband and children and sacrifices her own life while subtly
taking over theirs.22 Responsible adults do not come from homes in which parents misguidedly
devote themselves to doing everything for their children and gratifying their wishes.


A useful principle for guiding family routines is that each member of the family is
responsible for contributing to the common good of the family. At the same time circumstances and
age govern how household chores are divided between family members.


There is no better family life for children than for their parents to be available as much as
possible when the children are at home.23 As more opportunities appear for home-based employment,
this will be possible for more families.


The more impersonal our society becomes, the more people need intimate relationships
through which they can discover their true selves and develop their self-esteem. The family is the
prime group for this. The family as a social unit desperately needs support from communities and
from our society. At the same time the family can be the generating source of commitment to
developing communities and to conserving the environment.





Parental Affirmation


Through identification with us, children acquire the beliefs, values, and relationships that
prepare them to be contributing members of the human family. Through being protected and
nurtured by loving parents, children learn how to be protective, nurturing parents themselves.


Internalized mental images of our parents and other influential persons are central
components of our personalities. In fact the continuity of our personalities is primarily due to the
persistence of these mental images, which are imprinted in us by our family relationships during
childhood.


The images of attachment figures early in life and the related mental images of our selves
usually develop so as to be complementary and mutually confirming. Each of us grows up carrying
an assortment of good and bad internalized images that carry past family interactions with our
fathers, mothers, and siblings into our present lives. These images constitute the "internal family"
that stays with each one of us throughout our lives. These internal images "look over our shoulders"
in present interactions and influence them. They can cause us to react inappropriately when
unresolved conflicts from our childhoods are activated. In turn as parents we become images in our
children's internalized families.


At any one moment, parents tend to perceive children in the same way that they did some
time in the past in spite of the fact that the children show signs of behavior appropriate to the current
level of development. Parents often feel this inconsistency and want to respond to the current
abilities of their children but are hesitant to take the risk when their children are still testing limits
as if they did at an earlier stage in life. As a result, we can be drawn into reenacting earlier times and
thereby underestimate our children's capacities to assume more responsibility in the present. This
prevents helping our children learn how to handle responsibility by actually having responsibility
in a particular area for the first time and by making inevitable mistakes.


For this reason, young people legitimately raise the question, "How can I show you what I
can do if your don't give me a chance?" This means that the inevitable expansion of children's
responsibilities can take place most effectively by adding new responsibilities on a trial basis so that
they can see how they handle it. This is more growth producing for children than the model in which
children seek to be granted responsibilities by pleasing or manipulating us rather than by
demonstrating their actual abilities. The issue really is not one of parents granting privileges as
rewards. The issue is when children are ready to handle new responsibilities.


For these reasons, children need to have their maturity affirmed by parents who expect and
respect the highest level of maturity of which their children are capable. From the beginning,
children need affirmation of their individuality and of their competence. We in turn are affirmed
when our children become competent and responsible persons in later life.



Learning to Communicate Ideas and Emotions


Affirmation in family relationships relies upon open communication, so that parents and
children understand each other's ideas, emotions, and needs. That communication depends upon
listening, upon expressing ideas and feelings, and upon reaching mutual understanding.
Unfortunately this kind of two-way communication is in short supply in most families today.


Our children especially need to learn from us how to find words to communicate their
feelings to others. Their inclinations are to act out their feelings rather than use words to express
them. We can model communication by verbally expressing our feelings instead of simply acting
upon them. For example, your explanation that you have a headache helps your child understand and
accept that your irritable mood more than do your angry words.


It is difficult for children to put their emotional states into words. They are more inclined to
have an emotional outburst than to say, "I'm mad at you," and to explain why. When we help them
learn to use words instead of actions to communicate their feelings effectively, our children gain
confidence in themselves. When we do not, our children ineffectively relieve their tensions in
emotional outbursts and frustrate both us and themselves. Misunderstandings because of faulty
verbal communication lie behind most family conflicts.


Another important part of parental modeling of communication is taking responsibility for
our own emotions and actions. We commonly believe that other people cause our feelings. They do
not. Our emotions and actions may be reactions to, but are not caused by, what other people say and
do. They are caused by our own attitudes and moods, and they are subject to our own analysis and
control. For example, the hostile words of another person can hurt our feelings and evoke anger in
us, but the intensity of that anger and how we express it is caused by our own attitude or mood. If
you are in good mood, the words and actions of other people may not affect you. If you are in a bad
mood, even small things may upset you. Your moods cause your feelings. Other people simply
trigger them.


Because they do not distinguish between the emotions and actions of others and their own
emotions and actions, young children readily assume that other persons cause their behavior. "He
made me do it," is a frequent allegation by a sibling. Children need help in separating the acts of
other person from their own emotional reactions to those acts and from their own subsequent
behavior.


In addition to the blurring of self-other boundaries in young children, both children and
adults attempt to expel unacceptable feelings or thoughts that contradict their own self-images by
attributing them to other people.24 We perceive our own undesirable qualities in other people and
react emotionally to them. For example, we often strongly dislike other people who seek attention,
because we want to be the center of attention ourselves. We also overreact to the mistakes of others
because we do not like to admit that we make mistakes ourselves.


How we handle our emotional reactions to other people is our personal responsibility. We
can counterattack in an emotional way, or we can use words to express our feelings. The most useful
response when others hurt our feelings is to honestly say that our feelings are hurt. We are better
served by verbally communicating our feelings to others, rather than by blindly acting upon them.


Nowhere is the need for this more evident than in sibling relationships.25 The indistinct self-boundaries and the projection of feelings and attitudes between siblings has the power to cause
intense pain between brothers and sisters from earliest childhood on. Yet there is a magnetic pull that
brings siblings, however wounded, back together again to try to heal themselves and each other.


Sibling rivalry is based upon the wish to be the first or the best or to have more or the most.
Security lies in having all of Mommy, all of Daddy, all of the toys, all of the food, or all of the space.
In addition squabbling can be a way of maintaining a safe distance from sexual feelings, a way of
displacing anger at oneself to a sibling, or a way of gaining revenge. Some useful principles for
parents in handling sibling fights are as follows:



	1. Start by acknowledging that the children are angry at each
other. That alone often helps to calm them.

	2. Listen to each child's side with respect.

	3. Show appreciation for the difficulty of the problem.

	4. Help them to express their feelings in words. 

	5. Express confidence in their abilities to work out a mutually
agreeable solution.

	6. If the situation is definitely dangerous, each should be sent to
a different room for cooling off.

	7. Leave the room.




The ways that we handle their own arguments provide models for our children. When parents
disagree, we model well for our children when we:



	1. Take time to sit down and talk.

	2. Pinpoint the issue and stick to it.

	3. Adopt a problem-solving attitude rather than a combative
attitude of attacking and winning.

	4. Only one person talks at a time.

	5. Focus on the present, not on past events.

	6. Avoid making assumptions about what the other thinks or
feels. 

	7. Be open to giving and receiving feedback.

	8. Avoid sarcasm and name-calling.

	9. Be willing to compromise, because there always are two sides
to every dispute.




In spite of the emphasis usually placed on the rivalries between siblings, most sibling
relationships are congenial over the years. Siblings usually are not as close to each other as friends
during adolescence or as spouses and children in later life, but they do feel a sense of loyalty and
duty toward each other and see themselves as "good" rather than as "best" friends.


Special problems are encountered between stepparents and stepchildren. Because divorces
are difficult for children, they often transfer their negative feelings toward their own parents to
stepparents who then become scapegoats. Conversely, stepparents frequently are uncomfortable
about assuming responsibilities for other persons' children.


When we and our children are able to verbally communicate our feelings and needs to each
other, not only are blind emotional outbursts minimized, but we are able to affirm our respective
talents and our contributions to each other's welfare.





Building Self-Esteem by Affirming Individual Gifts


Our affirmation of each child's individuality facilitates developing that child's self-esteem.
In turn the evidence of self-esteem in a child enhances our own self-esteem.


Edmund Burke saw human reason as limited and frail, biased toward the short run, and easily
overpowered by animalistic urges. He held that we rise above the animal level and become moral
beings not by reason but by our need for the approval of others. He overlooked the importance of
affirmation preceding approval.


Affirmation differs from approval because seeking approval can lead children to conform to
our expectations and to squelch their own individuality, whereas our affirmation of them enhances
their individuality. The aim of parental affirmation is to encourage a sense of worthwhile
individuality and, thereby, to build a child's self-esteem. On this foundation of affirmation, there is
an additional need for our approval and disapproval, so that children can learn to recognize and
regulate the impact of their behavior on others.


Self-esteem evolves through the quality of the relationships between children and those who
are important in their lives. As is the case with us, children cannot see themselves directly. However,
they can recognize how others react and respond to them. They do know when they are taken
seriously and listened to and when they are respected and enjoyed. When they are respected and
treated with esteem, they develop self-respect and self-esteem. When they are mistreated or abused,
they are likely to conclude that they deserve no better.26


We foster the self-esteem of members of our families l) by unconditionally valuing and
advancing their basic worth as human beings and their unique gifts; 2) by helping them develop their
social skills; and 3) by respecting each child's expression of femininity or masculinity. These
approaches in a climate of warmth, trust, and acceptance offer needed correctives to the extremes
of past emphases on the conformity of children to the wishes of their parents or on the license of
children to do as they please.


Our affirmation of a child begins with our mirroring of a child's innate sense of vigor during
infancy through eye contact and mimicking sounds. This reinforcement of an infant's spontaneous
expressions fosters development of the child's true self. When we do not respond to our infant's
gestures, but instead substitute our own, we encourage imitation rather than individuality. In the
same vein, we later affirm when we touch, kiss, hold, wrestle, and play with our children. Younger
children who are not touched in these ways may regard themselves as unattractive and ultimately
unlovable.


The differences between the sexes have been maximized in the distant past and minimized
in the recent past. Some people still hold strong feelings about whether the differences between boys
and girls are due to nature or nurture. The fact is that they are due to both. The fact also is that the
differences are statistical and do not explain the personality and behavior of a particular individual.
There are boys who are more like girls in their temperaments and behavior, and there are girls who
are more like boys in those ways as well. One wonders why we even need to make these distinctions,
but most of us do and are interested in the current state of knowledge about gender differences.


There are fundamental differences between males and females that affect health and life span
considerations.27 Those differences are due to the interplay of hormones and prewired male and
female brains. Differences between the sexes appear as early as six weeks after conception. At first
the embryo has the equipment needed to become either sex. The only clue to its destiny is buried
deep in the genetic code in the 23rd chromosome pair.


In the sixth week of pregnancy, if the embryo has inherited a Y chromosome from its father,
a gene signals the start of male development. In both sexes, hormones begin to prepare the brain for
the changes of puberty that will come years later. At birth the bone patterns of girls are slightly more
mature than those of boys. Baby girls, not boys, can distinguish between another infant's cry and
noise at the same volume. Some studies suggest that newborn girls are more responsive to touch and
that infant boys spend more time awake. There also is evidence that male infants respond somewhat
earlier to visual stimuli and that girls respond earlier to sounds and smells. Boys gain and pass girls
in skeletal maturity by the end of the first year.


At the age of two boys begin to show signs of greater aggressiveness. At three an early
female edge in verbal ability appears and is more evident by ten or eleven. Boys tend to play with
things, and girls tend to chat. Boys begin to show superiority in visual-spatial skills at the age of
eight or so, and at ten or eleven they start outperforming girls in mathematics and surpass them in
body strength. Girls tend to be more attracted to people, and boys tend to be more attracted to
objects; boys tend to have shorter attention spans than girls. During adolescence girls tend to attach
more value to aesthetics, sociability, and religion; boys tend to attach more value to athletics,
economics, and politics.


What all of this means is that females tend to be more sensitive than males to sound, smell,
taste, and touch. They pick up nuances of voice and music more readily, and acquire the skills of
language, fluency, and memory earlier than males. They also are more sensitive to social and
personal context, are more adept at tuning into peripheral information contained in expression and
gesture, and process sensory and verbal information faster. They are less rule-bound than males who
need rules, for without them they would be unable to tell where they stand in a hierarchy. Males are
better at skills that require spatial ability and are more aggressive, competitive, and self-assertive. 


All of these differences between boys and girls can be exaggerated by an overemphasis on
societal stereotypes of masculinity or femininity. Once again, these differences are derived from the
statistical analysis of groups of boys and girls and, therefore, cannot be expected to be apply to a
particular girl or boy.





Building Self-Esteem by Affirming Personal Competence


In addition to affirming a child's individuality, our affirmation of a child's personal
competence also builds that child's self-esteem.


Happiness really is not a series of isolated pleasures. It is a feeling that the self and the world
are in harmony. It is reflected in self-esteem that derives from the early childhood experiences of
mastering one's body at will and of being effective in the world. Self-esteem is an inner measurement
of personal competence.


Self-esteem is enhanced by the effective use of language as a medium of thought and
communication, of effective problem solving, of learning from the consequences of one's actions,
of rewarding relationships with others, and of benefiting from long-range planning.28 Thus, there
need be no conflict between our basic drives and our self-esteem. Self-esteem and personal
competence are not so much the result of suppressing our innate drives as integrating them into the
pursuit of our legitimate interests.


In order to foster self-esteem, we need to insure that our children know that our love for them
is not contingent on their behavior. Therefore, it is better to see children as doing desirable and
undesirable things rather than as being bad or good; to help children avoid making the same mistake
again rather than criticizing them when they make a mistake; to accept children as they are rather
than to compare them with other children; to avoid talking in front of children as if they were not
there; and to be aware of children's sensitivity about their physical appearance and to avoid pet
names.


In order to help them develop personal competence, we can model competence by setting
reasonable limits for our children and thereby showing that we can be depended upon to be in charge
of our families. When we routinely and matter-of-factly enforce reasonable limits, our children learn
to tolerate frustration and to postpone gratification -- the two most important foundations for
acquiring personal competence.


Because of their initial egocentricity young children regard themselves as superior to all
others. When our limit setting is effective, that egocentric self gradually shifts into a more realistic
self that is willing to share and take turns with other people. A focal point for this transition is
between the ages of four and six when a child's grandiosity and ambition are expressed in the form
of imagining overthrowing the parent of the same sex and possessing the parent of the opposite sex.
These fantasies become a buried source of conflict if parents overreact by squelching them rather
than by helping the child to channel them into realistic competition and affection. The ability to
compete and to risk being disappointed by losing and the ability to risk love not being reciprocated
are the best assurances that their will be times when our self-esteem will be reinforced by others.
Conversely, the fear of losing and the fear that affection will not be returned deprive us of
opportunities to actually gain the respect and affection of others.


Children need firm limits, but how limits are handled determines what they will learn. For
example, when children's behavior is unacceptable, they first can be asked if they understand why
their behavior was not acceptable. Then they can be asked what would help them avoid that behavior
in the future. This places the responsibility for self-control with the child. When a parent expresses
confidence in a child's ability to do better, that child's self-esteem is enhanced.


Children internalize images of their parents' approval and disapproval. Those internal images
form a child's conscience. On the positive side, reasonable, internalized disapproval is experienced
as guilt that allows children to control themselves without needing external interventions. However,
the internal image of unreasonable disapproval can become a paralyzing guilty fixation on one's
weaknesses. The internalization of reasonable or unreasonable guilt depends on whether mistakes
are accepted or deplored. Because errors inevitably happen in life, particularly for growing,
experimenting young people, the modeling by parents of accepting their own mistakes and seeking
forgiveness is important. If we do not acknowledge our own errors, we cannot expect our children
to do so.


A sense of competence is fostered when we encourage our children to take risks by giving
them responsibilities instead of overprotecting them. We then affirm our children for trying new
things and expecting failures. This encourages our children to master risks rather than to avoid
them.29 There is a point of convergence where fear is met, confronted, and used as a source of both
caution and energy. Daring our children to accept responsibility for the consequences of their actions
has far more to teach about risk taking than any outward-bound wilderness trip.


Learning to cope with failure is the essence of learning to take risks. For teenagers,
schoolwork and after-school risk-taking activities, like sports, may be better self-esteem builders
than paid work in itself. 30 Earning money for its own sake can build a sense of responsibility for
adolescents, but it also can foster self-centered materialism.


Fathers and mothers who support independence in their older children tend to foster high
self-esteem and intellectual flexibility in their children as young adults. In contrast a father's coldness
and overprotection by either parent is associated with later depression and personality problems.31


Although the consequences of low self-esteem are clearly seen in depressed children, they
also are seen in bored children who lack creativity and in fearful, lonely children. In the absence of
an environment conducive to building self-esteem, continual unhappiness and the lack of hope for
the future also can breed impulsive living for the moment and indifference to the rights of others.
The lack of self-esteem results in aggression and hostility with a lashing out at others who are
perceived as uncaring and unfair. The lack of respect for oneself is converted into the bitter attitude:
"No one likes me. I'm treated unfairly. So it doesn't matter what I do for myself or to others."


In order to value themselves as competent persons, children need to develop a clear sense of
their own assets and liabilities. They need to learn how to tolerate frustration and to postpone
gratification. Then they will be valued by others.







Family Participation in its Community and Society


Families are strengthened by involvement in their communities and in social and
environmental issues. In fact families are the basic units of their communities and of society. They
are parts of the ecosystem in which we all live.


The responsibility of human beings to care for the Earth and for the human family can be a
central theme in family life.32 Family discussions and activities can be focused on participating in
community, national, and global issues related to peace and the conservation of the Earth. In this way
the family can be a source of support for creative, reconciling community life. This helps to relieve
the anxieties young people have about the future.


In particular the knowledge of the growing threat to life on Earth is having a negative effect
on the attitudes and goals of young people.33 Many of them seek gratification now, because the
future seems out of control. Many others are discouraged when they see how far behind we are in
efforts to save the planet from pollution.


Families also can play key roles in advocating the abandonment of violence as a way of
solving problems. In so doing they can become involved in movements that oppose injustice and that
seek peace. Children can be helped to see that poverty and oppression make people feel helpless and
desperate and thereby breed violence. They can be helped to relate the violence they encounter in
their own lives to the violence in the world. They can be inspired to be peacemakers in their own
realms and thereby develop a peacemaking stance in the broader world.


For both parents and children, the most important thing is achieving peace within ourselves.
If we feel good about ourselves, we do not need to put others down in order to build ourselves up.
Awareness of our own imperfections enables us to accept the imperfections of others. In this way
power over others through wealth, physical strength, and weapons can be replaced by empowering
individuals to affirm each other.







Motherhood and Fatherhood


We live in curious times. We need watch what we say when we talk about human
relationships, especially in families. It is so easy to unintentionally offend someone.


This is because so many of the words we use to describe people are fraught with emotional
baggage, much of which derives from stereotypes that we all hold. Nowhere is this more apparent
than when we talk about motherhood and fatherhood. The preferred term now is the gender neutral
word parenting that merges both, but even that is too specific for some who speak of "caregiving"
that conveys an even more neutral image.


Without question the stereotypes of the father as the breadwinner for a family and the mother
as a homemaker are no longer dominant. In fact the economic functions of the family really never
have had much to do with what it really means to be a father or a mother to children. Fatherhood and
motherhood actually refer to relationships between parents and children, not who pays the bills.
From the emotional and material points of view motherhood and fatherhood are virtually
interchangeable. Both relationships are nurturant and supportive.


If all of this is true, why do we distinguish between mothers and fathers? Why have a
Mother's Day and a Father's Day? Wouldn't a Parents' Day do just as well?


The answer obviously is a resounding No! Apart from the biological reality that males and
females transmit different genes, there is the undeniable fact that each parent brings a different
temperament, a different personality, and a different outlook to each of their children.


From a child's point of view the need to have a mother and a father is so strong that children
make up their own images of a mother or a father if they do not have one in their lives. Scientists
explain this on the basis of an inborn readiness to form different kinds of attachment bonds to
mothers, to fathers, and even to siblings. Mental health professionals also know that mothers and
fathers have different impacts on their children.


Most importantly there is no single image of an ideal mother or of an ideal father. The
differences between mothers and between fathers are legion. More than that my mother and my father
are uniquely different for me. Each one has had a special influence on me. They are not the same
people to me. They are not "just" parents -- and certainly not "just" caregivers to me.


It is through the eyes of children that we can see the importance of mothers and fathers most
clearly.





Conclusion


Childrearing is a mutual growth process for both parents and children. For parents it is
balancing their needs and wishes with the needs and wishes of their children.


When both parents and children grow together, the resulting intimacy in family life fulfills
the yearnings of all family members for loving and aggressive exchanges, for sharing pleasures, and
for learning values. This kind of empathic family is the source of the knowledge and the skills
needed for citizenship, work, friendships, and later parenthood. It is exceedingly valuable for society.


Being a conscientious parent today also means working to preserve and protect our society
and the planet -- now before it is too late. When the future itself is in danger, it is no longer enough
to love, feed, clothe, and educate a child.


The vital issues in family life revolve around intimacy, identification, influence, irrationality,
and industry. The expression of these "I"s makes it possible to fulfill the "we" of family life.


Intimacy in the family develops emotional bonds that integrate ambivalent love-hate
emotions and that balance personal needs for interaction and privacy.


Identification is the process in which parents, children, and siblings reciprocally absorb each
other's qualities and vicariously share experiences.


Family members influence each other through the exercise of power in their relationships
and their moral values. That influence is the most constructive when leader-follower roles alternate
appropriately between family members and when moral values are modeled by the parents.


Irrationality is tolerated in families when the expression of irrational fantasies, emotions,
and behavior is identified and then is channeled into realistic outlets. Irrationality is constructive
when family members can relax, "let their hair down," and refuel for meeting the both rational and
irrational demands on them of the world away from home.


Industry in families is developing the coping abilities of family members through planning,
resolving conflicts, the allocation of responsibilites in the family, acquiring tangible and intangible
resources, and adapting to change.


Children become persons in their families by learning how to be responsible for themselves
and for their actions, by learning how to tolerate frustration, by learning how to postpone
gratification, by learning how to control their impulses, by learning how to solve problems, and by
learning how to work. Children develop self-esteem by identifying with competent parents and by
being affirmed as competent, unique individuals in an atmosphere of mutual trust and respect.


Children need to learn that being responsible for themselves and for others is the source of
meaning and purpose that brings happiness in life. Helping them do so is the satisfaction that parents
gain from growing with their children.
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The Parent Maze: Searching for Childcare in the United States


Diane Adams

Coordinator

Wisconsin Child Care Resource and Referral Network


My perspectives on childcare have been shaped by over 30 years in the childcare and early education field. Most of those years I have spent working on behalf of parents, in their search for childcare they trust and can afford.


About 13 million young children spend all or most of their days in childcare.1 This large number of children, many of whom are under two years of age, is accompanied by the fact that their over 20 million parents spend a little or a great deal of time searching for childcare. They confront a maze of childcare arrangements, and some dead end into less than healthy ones simply because of the dizzying array of choices. This chapter addresses three of the most critical mazes parents must negotiate as they enter into childcare arrangements.


At the outset, however, I would like to mention five assumptions that guide my remarks. Other colleagues have other assumptions, but these are mine, honed from years of experience involved in Head Start, child care resource and referral, and early childhood international work:



Assumptions


First, I believe we should throw away all the reports citing "averages" and "norms" about families who are presumed to be uncaring and unwilling to help their children. I've found that most families genuinely care about their children. Even incarcerated parents and those on death row truly want the best for their children. There are, of course, those exceptions: parents who murder or abuse their children or who allow incest to go on in their families. But, with these exceptions, almost all families want the best for their kids.


Second, I would submit that poor families have been the laboratories for almost all research on families. The topics of family violence, Head Start success, school readiness, and family stress and coping have been studied first in low-income families. But then the reality strikes that these apply to all families, to some degree. Higher income families may have more resources, but the stresses of being parents in contemporary U.S. society apply equally to all families. Drug abuse, alcoholism, violence and teen-age pregnancy know almost no income or class boundaries. Poverty exacerbates many conditions for families and is not to be discounted --- but all families are the targets for unhealthy, stressful living in U.S. society.


Third, since about 1987, there has been a strident --- some would say rather "mean" --- widespread campaign to label child care as "institutional care," that is not as good as "parent care." After the President's January 1998 child care plan was announced, several Congressional hearings were held that included testimony concerning child care as "institutional care" that would be fraught with danger for the children. These choreographed comments are part of the larger mixed message to society that "Moms at home" is the way children should be reared, a message that discounts entirely the 1994 welfare reform law that requires low-income mothers to be employed! By and large, these conservative childcare critics are wrong. With the exception of a few childcare programs and providers who inadvertently harm children, almost all childcare follows a service motif. The caregivers are there to serve the children and families, not disrupt family life.


Fourth, it is my assumption that both the families that use childcare and the caregivers who offer this service need all the support they can get. Most families need support in their two most prominent roles: raising their children and doing their jobs.2 Even the wealthiest families, who may have the resources to purchase fabulous, high quality childcare, need support because they often lack time with their children. And the caregivers --- the family child care providers, teachers, directors in childcare programs across the country --- need support for doing what is a most difficult job. They need to be partners with families and share responsibility for the nurture and care of the children --- and they have minimal resources to do so. For example, the National Association of Child Care Resource and Referral Agencies (NACCRRA), of which each of the 17 CCR&R agencies in Wisconsin is a member, has partnered with the national Family Resource Coalition to emphasize this need for support for both caregivers and families.


Fifth, the "guilt" families are supposed to have about putting their children in childcare is a myth. With women's employment levels rising to its current height, and welfare reform initiatives demanding that poor mothers be employed, there is little room for "guilt." Childcare is simply a necessity of life for almost all families. If there is any "guilt," it perhaps applies to the society that has let child care grow without sufficient oversight or insistence on quality.


There are differing regulations in every state, and differing approaches to funding for the lowest-income families. This neglectful society has let families wander, as if through a series of mazes, with no road map to guide them saying "Here's where good childcare is found." There are no stop lights to say: "Stop --- don't use this bad type of childcare." There is no highway patrol to say: "I'm there and you can count on me to police the industry, and my regulations make sense for families." So, the guilt that accrues should go to the society that relegates childcare decision making to an ill-informed public.




History Defines Us


Three mazes that families must negotiate in their search for childcare are grounded in the three major eras of child care policy in the United States.



Child Development Discovery: 1910-1940


The Child Care Bureau of the U.S. government was established in the 1920s, and the focus of nine federally-funded research institutions (Ames, Iowa, Merrill-Palmer, University of California at Berkeley, among them.) was on child development research. The balance beam, and building blocks, discovery through play, and child growth measurements all were demonstrations of our new scientific interest in children. Nursery schools and parent-teacher associations made their way onto the scene. Middle-class mothers, in particular, were seen as "good mothers" if they sent their children to nursery school and themselves learned child development theories.





Child Care for Emergencies: 1941-1989


The research went on through this period, as well, with researchers starting to document the fact that not all the children coming to public school were ready for school learning situations. Projects at Vanderbilt University, studying low-income children from Appalachia, studies of inner city children, and studies of Native American and immigrant populations led early childhood educators to project what might be needed to make learning more successful for young children and families. This, in turn, helped prepare the early childhood field for two large-scale emergencies:


The first was during World War II, when a plan was created that would mobilize the nation on behalf of the defense industries. Congress passed the Lanham Act in 1944, and some communities were able to build excellent quality childcare for the emergency of war.


The second emergency came during the 1960s, when inner cities exploded with violence and disruption. Families out of the mainstream of success were demanding access to more resources and better schools. Out of this chaos in Lyndon Johnson's administration, came the "War on Poverty" destined to "fix" the lives of the poor with programs. Head Start, Community Action, and Legal Services were among the many programs designed to reflect researchers' new understanding of the devastating effects of poverty. Head Start became a major mobilization effort, and showed we could respond in emergencies for children, if we wanted to.


Windows on Day Care, written in the late 1960s, condemned all childcare as inadequate in quality and quantity. That influential book, based on interviews conducted by the National Jewish Women's Council, tried to relegate childcare to that needed by children in poverty. But throughout the 1970s and 1980s, childcare has emerged as a multi-class and bi-partisan concern, for the nation's good, for business competitive edge, and for the good of children.





Child Care as Everyone's Issue: 1990-1998


The nation started this decade by passing and implementing the Child Care and Development Block Grant, which had taken nearly seven years to pass. There was even extra funding for school-age care, childcare resource and referral, and money for the care of children at risk of neglect or abuse. Congressional leaders decided to lead, for a time, and bills of many magnitudes proliferated. The resulting passage of CCDBG was partly because child care had become a "public problem".3 Mid-way through this decade, Congress and the President passed welfare reform, that pushed responsibilities for welfare and childcare back to the states, added much more money to the childcare system, but did not significantly change policy.


As illustrations of how scattered we have become on child care policy, look at these current "splinter" child care issues:



	the "mommy track" arguments for at-home mothers' equity with working women

	the "nannygate" incidents that scare parents about child care's low quality

	the debates on how much or how little regulation is needed

	the wars over parent share versus government support for subsidized childcare

	the debates concerning Head Start as a complement to regular childcare, or as the building block for full-day care, especially for infants

	the "research" on the relative lack of parent influence as compared with peer influences on young children's development




These and other heated debates leave most childcare and early childhood researchers, professors or advocates picking on one or more major themes about which to become experts. Systemic problems are not being addressed. Few Congressional or state policymakers have a complete picture of how fragmented and vulnerable the entire childcare system has become. A few local agencies (and child care resource and referral (CCR&R) agencies are among them) can offer an overview of the entire childcare system in a community, partly because they are engaged with all types of families and all types of child care providers to "make child care work." But national childcare policy still remains fraught with inconsistency and lack of clear commitment to quality. This leaves parents in a quandary, facing several mazes through which families must negotiate their way: Cost, Regulations and Quality.







The Mazes



Cost


I had a very heartening experience one morning. My husband and I were out for breakfast, and just behind us sat four young businessmen, dressed in suits and ties, with briefcases nearby. But the conversation was not about fourth quarter profits or mergers. One man said: "Do you know they charge me even when my kid isn't there on Friday?" Another remarked: "I don't think they have a very good handle on the finances over at my child's center." And a third said: "It takes the two of us working just to pay for adequate child care." And I knew we had "arrived" --- for these fathers were talking about childcare cost and financing!


The amount families "should" spend for childcare has been widely debated.4,5 By and large across the country, under welfare "reform" low-income childcare subsidy recipients must contribute something for the cost of their child care. In Oregon, unsubsidized families earning under $25,000 spent 25%.of income for child care. In Wisconsin, families receiving subsidy may have to contribute up to 16% of income for a childcare "co-payment".6 High income families receiving no subsidy tend to spend from 3-10% for child care expenses. This is the converse to housing expenses. Many wealthy families pay a high portion of income (25% of more) for housing, but a very low amount for childcare.


Little is known about the economic supports needed for childcare. The first question many childcare are providers receive when they answer their telephones is: "What do you charge?" Since most of the families using childcare earn less than $35,000/year, it is not an inconsequential issue for families.


Understanding how the cost for childcare is computed is difficult for most parents to comprehend (for example, x number of staff times x/per hour of pay, plus facility costs, utilities, equipment, food and other core budget items in child care programs). They are used to their own family budgets that seem a fraction of an average child care center's budget. The maze of cost is one that is clear only to those who understand childcare budgeting.





Regulations


Childcare regulations almost defy understanding. For example, in Wisconsin an individual caring for four or more children must get a license and have 40 hours of child development training to start working in child care. One could raise many questions about the origin and meaning of these regulations:



	Why 4 or more children? What about the first, second and third child in care?

	Why 40 hours of training? Why not 80 or 160 hours, or the 1,000 hours required of licensed cosmetologists?




This state's child care licensing law was written in 1949, and though revised many times, still is based on the premise of that era that only when four children are in care is it a serious business. Since there are no national childcare regulations, each state must defend or promote its regulatory structure. The "hidden" regulations in childcare (such as the amount of food that must be served, or the number of toys that must be present) should be more visible to the consumers. Though states try to inform parents, and though CCR&R agencies spend a great deal of time in their parent consultations and referrals trying to make regulations more comprehensible to the parents, only those who carry out child care programs and those who regulate them truly understand the meaning of the regulations. This is a disservice to parents, who need to understand more than anyone, and who face the maze of regulations almost as if blindfolded.





Quality


Finally, one maze that is particularly complex is that of quality. There are quality factors that we know "work," such as small group sizes for young children, low numbers of children to staff, and training that is focused on child care and child development. These quality factors are based on child development research, and being more widely promoted since the advent of "Child Care Aware," a national child care marketing program begun by Dayton Hudson Corporation and others in 1994. They use marketing techniques to articulate quality questions and reminded parents to:



	look

	ask

	count

	stay involved




However, because childcare is sought by so many families each year, and the turnover among child care providers is so high, the "Child Care Aware" message has not yet permeated society, even though it's been on Cheerios boxes of late.


When you send your child to college, you assume there will be Ph.D.s who can teach your child. Someone has accredited the college or university, department committees have hired individuals with advanced degrees to teach. And, even though many college professors have not had teaching methods courses, there is an assumption that --- after the few years, anyway --- these professors are adequate as teachers.


But in individual childcare programs, there is little agreement about the level of quality needed for teaching young children. I have heard operators of childcare programs say: "I'm a licensed center --- I offer quality childcare." They do not like it when they are told that the license is a permission to operate --- not an indicator of quality. So, the maze of quality continues to plague families, who pay a lot (or are subsidized a lot) for care whose regulations they seldom understand fully and whose quality may be questionable.







What to Look For in Childcare


The cost of child care varies from one part of the country to the next. Daycare centers range from $70-150 a week. Home care runs from $40-100 a week. Nannies average $300-500 a week or $8-12 an hour. Some of the most important questions for parents to ask in seeking child care are the following:9



	What type of training and education do the caregivers have?

	How many staff members have left in the last three years? (High turnover is disruptive for children.)

	How many children does each adult care for? (At least one for every three infants or toddlers.)

	How long has the caregiver or center been operating?

	Ask the provider to describe other children in the group. (If she uses negative or pejorative terms, she may be negative toward your child too.)

	Spend some time observing the children and the caregivers. (When you visit, if most of the children run over to you, it is a sign that they are bored.)

	Assess the quality of the relationships between caregivers and children. (How they greet the child is a beginning step).







Epilogue


There are many experts --- people who run parenting programs, family living agents, family resource center leadership, and child development experts. The important thing for professionals in this field to recognize is that they only do a "piece" of helping families become all they want to be. There are no universal approaches for helping families, and assisting them in their important jobs of working and raising children. About the only universal thing in this society is the tax system --- but then we realize that not everyone works "on the economy" and reports tax. So, even the universality of paying taxes does not hold true. And neither does the universality of what it is parents and families need and want for their children.


Childcare is so universal an experience for families that we ought to determine, now, that no one should have to "go it alone." New books for families, in family-friendly language, are being produced by CCR&Rs. Books are being written that don't "preach" about what families ought to do and what child care ought to look like, but that help parents get a clearer picture of child care is. An example is: James Begins Child Care (and its Spanish version) produced by The Child Care Group.7 And the new book, The Good-By Window by parent/author Harriett Brown,8 helps parents understand what goes on in a child care center program. These are the materials that will help families learn more, and perhaps choose more wisely.


Someone once said that God didn't create the world in seven days. God really sat around for six days, thinking, dreaming, and planning --- and then "pulled an all-nighter." We're facing an "all-nighter" for childcare, and the challenges are many. We need to be clear headed thinkers. We need to stand for quality. We need to share the concerns of early childhood professionals that this system needs multi-purpose legislation, either the President's initiative or some other comprehensive bill. Families need not continue to face the mazes described in this paper or new ones, but must find sufficient support in their communities so that "parenthood in America" doesn't become the job you least want.
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The Child, the Parent and the School


Ben Benson, MS
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A good education begins at birth. Mom and Dad are the first, most significant teachers a student will ever have.


For the first five to six years it is the parents who lay the foundation for the student to be.


Even after the child begins his or her formal education it should be noted that only 12% of his or her time is actually spent in the classroom. The remaining 88% is away from the school environment and under parental supervision.


Having said that it should be reasonably clear that the parents have a significant role to play for the child's chances for success in school.


The following discussion will address six suggestions for parents on how they might improve the performance of both the student and the teacher in the classroom.



	1. Maslow's Hierarchy of Needs simply stated says that a student who has no home to go to will probably not be able to learn math today. A student who is not loved and respected by those that have given him or her life will not be too interested in the daily science lesson.


Number one parent responsibility--provide physical and psychological support to the child so that he or she might be open to learning something new.



	2. Number two parent responsibility--encourage the child to take chances and make mistakes.


It is ever so easy to stay in the place that we know and have mastered. The unknown is a dark and scary place but we all can benefit from encouragement from those we trust, to enter into new uncharted areas.


Perfection is not the goal--improvement is. While we are improving we will make mistakes. Applaud the effort, celebrate the improvement and encourage and support the next adventure in learning.



	3. Number three parent responsibility--help the student/child to plan and organize for success in learning. "Success will come to those who wait" is a flawed premise to base an individual's future on. Setting goals and developing a plan to reach those goals provides the greatest opportunity for success and happiness with life.


Children do not naturally know how to set goals and even when they do they are not fully aware that they are doing so. The parents can formalize the process and help the child develop the skill.



	4. Number four parent responsibility--value learning, school, effort, honesty, others etc.--be a positive role model! "Do as I say, not as I do" is difficult, even impossible for some children to comprehend. In the early years children deal in the "concrete" not the "abstract." Children are literal in their interpretation of the world around them. Confusing messages lead to confusing conclusions and actions.



	5. Number five parent responsibility--teach the child to accept responsibility for what he or she do and do not do. Blaming other factors for a child's lack of growth and success in life is an empty vessel.


Teaching your child to accept responsibility gives him or her the power to find solutions. Blaming other factors means that we now have to wait for those factors to correct themselves. We are powerless and begin marking time. We stagnate and do not continue to grow.


By taking responsibility we can then seek out solutions and continue on with our lives.



	6. Finally--number six parent responsibility--share the view that learning/education is a lifetime event. We continue to learn until we draw our very last breath. Knowledge and information are gathered in everything that we do. Applying all that we learn and incorporating it into our lives is a never ending process. Embracing knowledge, whatever its source is how we grow as individuals.





In Summary:



	1. Provide physical and psychological support.

	2. Encourage the child to take chances and make mistakes.

	3. Teach the child to plan, organize and set goals for success.

	4. Be a positive role model.

	5. Teach the child to accept responsibility.

	6. Explain that learning is a lifetime process and knowledge can be found everywhere.




Copyright © 1999 Ben Benson.
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Abstract


Although moral development of children has long been ascribed predominantly to the
effects of parenting, there has been little systematic examination of the specific nature of
this relation. In this paper, we identify four foundational components of children's moral
development (social orientation, self-control, compliance, self-esteem) and four central
aspects of moral functioning (empathy, conscience, moral reasoning, altruism). The
parenting roots of each of these eight psychological characteristics are examined, and
five core parenting processes (induction, nurturance, demandingness, modeling,
democratic family process) that are related empirically to the development of these eight
child characteristics are identified and discussed. Finally, we consider the implications
of our analysis for teaching parents to positively influence their children's moral
development.





Fostering Goodness: Teaching Parents to Facilitate Children's Moral Development


Throughout human history, communities have been concerned with the type of
person that children become. Furthermore, scholars have addressed the topic for over
two thousand years and, over the past century, a wealth of data has been amassed
concerning the development of morality in children and adolescents. Throughout this
time, the role of adults, especially parents, in children's moral development has been a
central focus. This paper will address how parents influence their children's moral
development by first examining what is meant by morality in childhood; i.e., what
characteristics or behaviors define a morally good or bad child. Next, the discussion will
turn to an exploration of how parents impact the development of those moral
characteristics. Finally, practical implications for parenting and parent training will be
drawn from the prior discussions.





The Moral Nature of the Child


Whereas most people would likely agree that they "know a good person when
they see one," there is decidedly less agreement as to what centrally defines morality.
Psychoanalytic models (e.g., Sagan, 1988) tend to focus on internalized societal norms
for behavior (i.e., conscience or superego) and the corresponding emotions of self-reproach (e.g., guilt). Behaviorists (e.g., Pelaez-Nogueras & Gewirtz, 1995) focus on
overt behavior as the core of psychological morality; e.g., sharing, helping, cheating, etc.
Socio-cultural theorists emphasize the role of cultural transmission of values, personality
traits (moral character), and cognitive patterns (e.g., Staub, 1979). Biologists tend to
focus attention on evolutionary functions, genetic selection of moral characteristics,
hormones, and neuroanatomy (e.g., Alexander, 1987). Cognitive psychologists
emphasize moral reasoning and decision-making (e.g., Kohlberg, 1976).


This heterogeneity results in a confusing picture of the moral person (Berkowitz,
1997), which is exacerbated by the problem of studying morality with people at different
developmental levels. For example, the study of emergent morality in the second year
of life (infancy) by necessity emphasizes empathy and self-other differentiation, whereas
the study of pre-school morality focuses, appropriately, on perspective-taking, self-control, and social behaviors such as sharing. Those who study moral development in
adolescence, by contrast, might focus instead on ethical philosophy and moral identity.


For these reasons, it is necessary to define the scope of moral development that
will be addressed in this analysis. The goal is to identify how parents can be taught to
nurture the development of "building blocks" of morality, a core set of characteristics that
either (1) underpin and give rise to moral functioning or (2) reflect fundamental human
morality. The focus thus necessarily will be on early and middle childhood, when these
characteristics develop. Further, given the interest in the effects of parenting on moral
development, only those aspects of morality that are most susceptible to parental
influences will be addressed.


Moral characteristics, however, do not appear spontaneously nor are they
disconnected from the larger core of what constitutes healthy psychology. Rather, the
moral nature of a person is fully integrated with other aspects of that person's
psychological make-up. Colby and Damon (1992), in their study of moral exemplars,
found many non-moral characteristics that were common among their subjects; e.g.,
optimism, certainty. The final component of Berkowitz's (1997) "moral anatomy," meta-moral characteristics, refer to qualities such as these. Whereas moral characteristics
inherently reflect morality or ethics, meta-moral characteristics are necessary for moral
functioning but are not themselves intrinsically moral in nature. That is, they potentially
serve either morality or immorality. For example, to be morally effective one needs self-control. However, self-control can also support criminal behavior, sadistic behavior, etc.
Rest (1985) incorporates a variety of such characteristics into his model of the
components of moral action; e.g., sensitivity and ego strength. In a sense, the first
major model of moral character recognized this distinction as well. Aristotle describes
practical wisdom or prudence as the intellectual capacity to discern what will and how to
serve the moral virtues. Therefore, this discussion will focus on both moral
characteristics and the more foundational meta-moral characteristics upon which they
depend.


Based upon these criteria, and the emphases in the relevant literature, eight
aspects of moral functioning will be examined. The first four are meta-moral
characteristics (social orientation, self-control, compliance, self-esteem) and the next
four are components of psychological morality (empathy, conscience, moral reasoning,
altruism). Understanding them is important for explaining how parents influence their
children's moral development. All of these components are well-researched areas with
clear relations to parental behavior. Furthermore, all are evident during childhood and
collectively span the entire range of childhood, beginning with the first appearance of an
attachment bond and a moral sense in infancy (Lamb & Feeny, 1995) and ending with
puberty (adolescence).





Four Psychological Foundations for Moral Agency



A social orientation



Description.


Moral behavior flows from an interest in and concern for other
people. Psychologists have long viewed the desire to take part in social interaction, to
develop relationships, as critical to psychological health. Indeed, the absence of this
desire is viewed as pathological. In the Diagnostic and Statistical Manual of Mental
Disorders (DSM-IV; American Psychiatric Association, 1994), a person exhibiting
pervasive detachment from and disinterest in social relationships is said to have schizoid
personality disorder, and one of the major signals of emerging psychopathology in
childhood and adolescence is the onset of an anti-social life-style in which the rights of
others are ignored or violated (Weiner, 1980). Given its primacy for psychological health
as well as moral development, it is important to understand how a healthy social
orientation develops in childhood.


Consensually, researchers and clinicians tend to point to the formation of a
secure attachment bond in the first few years of life as the origin of a healthy social
orientation. Attachment is the special affective relationship that forms between infants
and their primary caretakers (Ainsworth et al., 1978; Bowlby, 1969). Research with
humans and other primates has repeatedly demonstrated that the formation of a healthy
attachment bond in the first years of life leads to many positive psychological outcomes
(Bowlby, 1988) and that these outcomes are long-lasting (Kobak & Sceery, 1988). Of
particular interest for this discussion are the findings of a relation between the nature of
the attachment bond and social and moral outcomes in the child.Healthy ("secure")
attachment relationships have been found to predict successful relationships throughout
life. For example, Park and Waters (1989) report that preschool children with secure
attachments had more harmonious interactions with peers than did children with
insecure attachments. Indeed, it has been argued that the attachment relationship is the
template for most later relationships (Oliner & Oliner, 1988; Sroufe & Fleeson, 1986).
Magid and McKelvey (1987) argue that the single most consistent cause of childhood
antisocial behavior is the lack of a secure attachment bond in infancy, because of the
resultant failure to develop a conscience and Ainsworth et al. (1978) report that securely
attached children are more likely to comply with family rules.





Relation to parenting.


It is a bit circular to argue that parenting influences the
development of a social sense, having already established that the core of a social
sense derives from the formation of the attachment bond with one's primary caretakers.
Nevertheless, one can examine which features of parenting affect the development of a
secure attachment bond. Unlike other species in which attachment is instinctive, very
narrow, and triggered by specific physical cues, in humans attachment can form in a
variety of ways and result in a broad range of outcomes.


Secure attachments are understood generally to derive from the quality of the
interaction between infant and caretaker (Schaffer, 1996). Although such interactions
are best conceptualized as social systems, the contributions of mother (or other
attachment figure) can be meaningfully teased out of the system. One of the most
widely recognized parental characteristics that predict secure attachment bonds is
responsivity. Mothers of securely attached infants are more attuned to their infant's
signals (Ainsworth, et al., 1978) and tend to respond to them consistently and rapidly
(Ainsworth, Bell, & Stayton, 1972). Research has demonstrated that this characteristic
continues to be present in parents of securely attached toddlers (Matas, Arend, &
Sroufe, 1978). Not surprisingly, mothers of securely attached infants also are more
consistently nurturant, including more loving physical contact (Clarke-Stewart, 1973),
express less hostility and anger (Main, Tomasini, & Tolan, 1979), and are diligent in
physical care of the infant (Egeland & Sroufe, 1981).


As already noted, the influence of the infant is also important in the nature of the
relation that produces the attachment bond. Even here, there is useful information in
parent training, however. Crockenberg (1981) reported that infant temperament
interacts with parental resources. Mothers with irritable infants were at risk for not
forming secure attachments unless they had social support for their parenting, which
allowed the mother to escape the stress of the irritable infant for short periods of time.







Self-control



Description.


Even though there are a broad variety of perspectives on moral
psychology, they generally agree that effective and mature moral agents must have
some capacity to control their own behavior; i.e., "developmental implications of early
differences in inhibitory control include differences in multiple aspects of morally relevant
conduct, such as the tendency to violate prohibitions while without surveillance...,
adolescent drug use..., self-control in the face of temptation..., or empathy" (Kochanska,
Murray, & Coy, 1997, p. 264). Etzioni (1993) in his Communitarian approach considers
self-discipline, along with empathy, to be one of the two building blocks of character.
Rest (1985) includes the ability to carry out one's moral vision to be one of four central
ingredients in his cognitive-developmental model of moral maturity, parallel to Blasi and
Milton's (1991) "moral will."


Self-control first develops in the deliberate motor schemes of infants, perhaps
most notably in the achievement of toilet training. However, self-control as a personality
or character trait has been studied most intensively in the pre-school years. As young
children develop the ability to use cognitive mediators, such as mental imagery and
private speech, they develop the capacity to resist temptation, suppress impulses, and
delay gratification. The most marked gains in such cognitively-mediated self-control
abilities seem to develop between approximately five and seven years of age
(Berkowitz, 1982).





Relation to parenting.


The development of self-control is a gradual and complex
process in which maturation and development of the child's capacities plays a great role.
Parents also, however, affect the development of self-control capacities, through a
process that is consistent with "scaffolding" (Bruner, 1975) or guided self-regulation
(Sroufe, 1995). Both of these concepts refer to a process in which parents provide
support for unmastered skills via guidance and feedback. Along these lines, Schaffer
(1996) points out that parents can help at each phase of self-control development by (1)
creating the external controls necessary before self-regulation is mastered and (2)
engineering the situations so that they are more readily controllable, given the nascent
nature of infant and toddler self-control strategies. For example, during the first months
of life "the problem of regulation involves safeguarding the infant from stimulation that is
too strong and which will therefore have too great an arousing effect. Caregivers have a
vital role in protecting and soothing" (p. 248). Maccoby (1980) concurs and lists five
ways parents can assist in the complex transition from impulsivity to self-regulation: (1)
protect children from the effects of their impulsivity by situational management; (2)
provide the ego-controls that children have not yet developed (e.g., soothing children
during emotional outbursts); (3) teaching coping skills, like how to shift one's own
attention in delay of gratification situations; (4) helping children to anticipate the
consequences of their actions; (5) modeling self-control.


Block (1971) reported that adolescents low in self-control come from homes in
which there was a high level of conflict, especially about child-rearing values, parents
neglected to teach their children, and parents demanded very little of their children both
in terms of household chores and school work.







Compliance with external standards



Description.


Part of the nature of a moral being is adherence to selected external
controls; an effective moral agent must eventually learn to internalize external standards
for behavior. For example, children must learn that sharing valued objects in work and
play is societally encouraged (Eisenberg & Mussen, 1989). The roots of such
compliance have been identified as beginning to develop in infancy (Lamb & Feeny,
1995). Beginning at around 18-19 months of age, toddlers begin to want to comply with
their mothers' demands. They begin to spontaneously make reparations for their
transgressions; e.g., self-tattling or soliciting praise when complying.





Relation to parenting.


Parental behavior is highly influential in the development of
early compliance. Mother's flexibility (Westerman, 1990), reliance on negotiation rather
than direct control (Kuczynski, et al., 1987), and positive affect when parenting
(Kochanska, et al., 1989) have all been found to relate to higher levels of compliance in
toddlers. Furthermore, such behaviors have been linked to the development of
conscience six years later (Kochanska, 1991).







Self-esteem
									


Description.


Platitudes and "truisms" about self-esteem abound: "You have to like
yourself before others can like you," "Be your own best friend," etc. Research supports
the gist of these contentions. Self-esteem in childhood has been related to mental
health later in life, while a lack of self-esteem has been related to social dysfunctions
and mental pathologies such as depression and anxiety (Harter, 1997). The relation is
not always straightforward as overly high self-esteem has also been found to be
dysfunctional in peer relations (Hartup, 1983), but the bulk of the evidence suggests that
a positive sense of self is psychologically healthy.





Relation to parenting.


Coopersmith (1967) reported that three central dimensions
of parenting promote children's self-esteem: acceptance of their children, setting clearly
defined limits for the child's behavior, and allowing individual expression and respecting
the child's unique personality and point of view. These dimensions correspond closely
with what Baumrind (1971) has identified as the "Authoritative" parenting, a style of
parenting that will be discussed later in this paper.









Parental Influences on Moral Development



Empathy



Description.


Empathy has been identified by Kagan (1984) as one of the "core
moral emotions." Damon (1988) considers it "one of morality's primary emotional
supports" (p. 14) and argues that "because morality is fundamentally concerned with
one's obligations to others, it cannot be developed solely through introspection and
recognition of one's inner feelings... Children must learn to become attuned not only to
their own emotional reactions but also to those of others" (p. 128). Empathy has been
defined in different ways, but the most widely recognized position on empathy comes
from the work of Martin Hoffman (1991). Hoffman considers empathy to be an affective
response to another's distress that is "more appropriate to someone else's situation than
to one's own" (p. 275). He describes it as a bystander phenomenon, such that empathy
is aroused in one who is observing (or imagining) another's plight from the outside. In a
fairly complex developmental model, Hoffman describes five types of empathy ranging
from automatic involuntary reactions of infants to other infants' cries to mature, reflective
reactions to the meaning of others' unfortunate circumstances. Empathic responding
has been positively related to altruism (Eisenberg & Miller, 1987) and negatively related
to antisocial behavior (Gibbs, 1987).





Relation to parenting.


Hoffman (1991) thinks empathy is born in the infant's
innate tendency to match the noxious affect of others, what he calls "global empathy."
This is fed and nurtured by the cognitive development of the child, most notably the
child's developing ability to take others' perspectives (Damon, 1988). But Hoffman
(1983) also very strongly emphasizes the role of parental induction, and conversely the
avoidance of power assertion and love withdrawal techniques. Parents who explain their
parenting behavior to the child (especially with a focus on consequences of one's
actions for others) have more empathic children.







Conscience
										


Description.


Conscience has long been understood as a combination of (1)
internalized standards and (2) behavioral and affective results of adherence to or
violation of those standards. Much of the literature on conscience derives from a
psychoanalytic perspective (the Super Ego), but researchers from other perspectives
have also found it useful to study aspects of conscience.


The most impressive work on the development of conscience comes from the
work of Kochanska and her colleagues (e.g., Kochanska, et al., 1994; Kochanska,
Murray, & Coy, 1997). These researchers have described conscience as having two
major aspects. The first is affective discomfort which encompasses the emotional results
of transgression; e.g., guilt, apology, empathy for the victim, etc. The second is active
moral regulation or vigilance, which encompasses the classical internalization of
standards along with confession, reparation, and monitoring of others' wrongdoing.


Kochanska (1991) has demonstrated a link between early temperament,
specifically high inhibitory control and low impulsivity, and later conscience development.
This substantiates the assertion that self-control is a foundational element in the
development of morality.





Relation to parenting.


Hoffman and Saltzstein (1967) reported that parental use
of induction led to increased internalization of moral standards and guilt in children.
Allinsmith and Greening (1955) similarly reported that avoidance of power assertion by
parents increases guilt more than does reliance on power assertion. Kochanska and
colleagues have also investigated the parenting correlates and predictors of the
development of conscience in young children. Kochanska and Aksan (1995) reported
that mutual positive affectivity between mother and child and maternal avoidance of
power assertion are related to the internalization of standards in pre-school children. In
a different report, Kochanska (1997) extended the notion of mutuality of affect to
encompass a broader reciprocity between mother and child, and reported that
conscience development is related to a sustained pattern of mother-child reciprocity
including mutual affectivity, low power assertion, and maternal empathy.







Altruism



Description.


Perhaps one of the most widely recognized and studied aspects of
moral psychology is altruism, or the giving to another at cost to oneself. Altruism has
been studied in anecdotes of toddlers offering solace to one another, in laboratory
manipulations with children, adolescents, and adults, and in real-life acts of common
altruism (e.g., charitable donations) and heroism (e.g., Christian saviors of Jews during
World War II in Europe). Altruism may be construed as a behavior (or set of behaviors)
or as a personality trait (character). The latter tends to represent an enduring tendency
to engage in the former (Berkowitz, 1997). An extensive body of research has
illuminated the characteristics and determinants of altruism. Eisenberg and Mussen
(1989) conclude that altruistic children tend to be "active, sociable, competent, assertive,
advanced in role taking and moral judgment, and sympathetic" (p. 151).


We can also find a link to the foundational elements discussed above. In their
classic study of rescuers of Jews in Nazi Europe, entitled The Altruistic Personality,
Samuel and Pearl Oliner (1988) argued that the rescuers were motivated by strong
values of care and inclusiveness which were in large part transmitted to them by their
parents through the formation of an early attachment bond, a bond which "shapes
personality and becomes the prototype for all subsequent relationships" (p. 171).
Furthermore, Eisenberg and Mussen (1989) contend that altruism is linked to moral
reasoning, an aspect of morality that shall be discussed shortly.





Relation to parenting.


Parenting is an important determinant of altruism.
Eisenberg and Mussen (1989) conclude that parents of altruistic children are nurturant
and supportive, model altruism, highlight the effects of actions on others, use induction,
establish clear expectations for mature behavior, and create opportunities for their
children to manifest responsibility for others. Research also shows that parents of
altruistic children tend to moralize, i.e., lecture about right and wrong, using strong affect
(Zahn-Waxler, Radke-Yarrow, & King, 1979) and use an authoritative parenting style
(Baumrind, 1971). As noted above, Oliner and Oliner (1988) found that WWII rescuers
were motivated by "values learned from their parents which prompted and sustained
their involvement" (p. 143).







Moral Reasoning



Description.


While there are a number of models of the development of moral
reasoning, most research on the relation of parenting to moral reasoning development
has relied predominantly on Kohlberg's (1976) theory. This section will describe the
Kohlberg model and summarize findings related to parenting and Kohlbergian moral
reasoning development, but will include findings about the relation of parenting to some
of the other models of moral reasoning development.


Kohlberg (1976) has identified an invariant sequence of six stages of reasoning
about morality; i.e., a developmental progression of increasingly more effective ways of
thinking about and resolving moral problems and issues. Research suggests that the
first stage is an early childhood stage, the second a middle childhood stage, and the
third an adolescent stage, although there are quite varied rates of development through
these stages (Colby & Kohlberg, 1987).





Relation to parenting.


Ironically, the effects of parenting on the development of
Kohlbergian moral reasoning were largely ignored for decades. This was due in part to
the Piagetian (1965) thesis that parents tended to be authoritarian and therefore
suppress moral reasoning development, whereas peers were seen to be more
egalitarian and therefore fostered moral reasoning development. Fortunately,
researchers eventually questioned or ignored this position (Holstein, 1976; Lickona,
1983; Parikh, 1980; Speicher, 1994; Speicher-Dubin, 1982) whereas other researchers
had studied this with outcome variables other than Kohlberg stage (e.g., Hoffman &
Saltzstein, 1967). Hence a substantial body of literature exists (see Speicher, 1994, for
a review). Most research has focused on three principal parent variables, parental stage
of moral reasoning, parental discipline style, and family communication patterns, but
only the latter two appear to account for most of the development of moral reasoning in
children.


Baumrind (1971) and others (e.g., Hoffman & Saltzstein, 1967) have identified
discrete patterns of parental behavior that are referred to as Parenting Styles. Baumrind
has described three predominant parenting styles. Authoritarian parents are highly
controlling and demanding but affectively cold and hostile and generally
uncommunicative. Permissive parents tend to be loving and communicative but wield
little control and set few demands for mature behavior. More recently (Baumrind, 1980),
Permissive parenting has been differentiated into the more classically warm laissez faire
style and the more distant neglectful style; however, the research being reviewed here
pre-dates this differentiation. Authoritative parents are loving, controlling, communicative,
and set high maturity demands for their children. It is those parents whom researchers
have found to produce the most positive child characteristics, including higher moral
functioning.


Only a few studies have directly examined the relation of parenting style to moral
reasoning development; however, numerous studies have examined component
variables that comprise distinct parenting styles. For example, Clarity of
Communication, a predominant characteristic of Authoritative parenting, includes
parental behavior that has been identified most prevalently as Induction, which, under a
variety of names, has been significantly positively related to moral reasoning
development of both the Piagetian and Kohlbergian varieties (Hoffman & Saltzstein,
1967; Holstein, 1976; Parikh, 1980; Shoffeit, 1971; Speicher-Dubin, 1982). Three
studies have directly examined the relation of parenting style to moral reasoning
development. Pratt and Diessner (1994) reported that adolescent moral reasoning is
predicted positively by Authoritative parenting style and negatively by Permissive
parenting style. Boyes and Allen (1993) reported similar results while employing
different methods of assessing both moral reasoning and parenting style. They found
the highest levels of moral reasoning in college students with Authoritative parents and
lowest with Authoritarian parents. Berkowitz, et al. (1995) however found no relation
between parenting style and adolescent moral reasoning; however, their sample was a
clinical sample. Finally, research has demonstrated that parents at higher stages of
moral reasoning tend to use more Induction and other Authoritative parenting elements
(Parikh, 1980). Hence, it appears that a pattern of Authoritative parenting, especially
with its focus on open supportive communication, is nurturing of children's moral
reasoning development.


There is a second way in which family communication has been studied in the
development of children's moral reasoning capacities. Numerous investigators have
examined the nature of family discussions of moral issues (both real and hypothetical)
and their relation to children's moral reasoning development. There are two types of
such studies: those that use family discussions as interventions intended to stimulate
children's moral reasoning development and those that simply analyze family
discussions and look for relations to children's levels of moral reasoning.


Two intervention studies have been identified. Grimes (reviewed in Higgins,
1980) found significantly greater moral reasoning development when mothers were
included in moral discussion with their children than in a traditional classroom moral
discussion intervention. Stanley (1980) noted that the only successful parent training
group was composed of parents with their adolescent children. Furthermore, only those
parents showed a parallel decrease in authoritarian decision-making in family
discussions.


Three studies have examined the relation of transactive discussion (Berkowitz &
Gibbs, 1983) in family discussions to children's moral reasoning stage. Transactive
discussion, a form of discussion originally identified in adolescent peer moral dilemma
discussions, consists of speech acts in which the speaker re-presents (e.g.,
paraphrases) or actively operates on (e.g., analyzes, extends, logically critiques) the
reasoning of a co-discussant. Powers (1982) reported that parental transaction was
weakly related to adolescent moral reasoning. The greatest moral development was
found in families that were supportive of their children in the discussions and shared
perspectives. Kruger reported that transaction in both peer and mother-daughter moral
discussions is positively related to moral reasoning development (Kruger, 1992; Kruger
& Tomasello, 1986). Walker and Taylor (1991) found that children's moral reasoning
development was best predicted by three features of parent-child moral discussions:
"Socratic" questioning, affective support, presentations of moral reasoning above the
child's stage. The authors also note that it was the discussion of real family dilemmas
and discussions with "re-presentational" transaction that were the richest
developmentally.









Educating Parents as Natural Moral Educators



As demonstrated in the review above, research investigating parental influences
on children's moral development consistently identifies a set of processes that relate
reliably to moral thought, feeling, and action in children. Within this set can be identified
a short list of five parenting processes that relate to two or more of the eight components
of moral psychology featured in the preceding discussion. Parents' use of induction,
expression of nurturance and support, use of demandingess and limit setting, modeling of
socio-moral behavior, and implemention of a democratic open family discussion and
conflict resolution style are each positively related to two or more of the fundamental
"building blocks" of morality described above (see Table One). Thus, by focusing on a
relatively small number of parenting dimensions, parents can play a significant role in
shaping the moral development of their children. Below we discuss each of these
dimensions and provide practical recommendations for helping parents become more
effective moral educators (for a more extensive and less technical treatment of this
issue, see Lickona, 1983).



Table 1. Child Moral Development Outcomes for Selected Parenting Variables

	



	Parenting Variable
	Child Outcome Variable



	



	Induction
	Empathy

Conscience

Altruism

Moral Reasoning



	Authoritative Parenting:



	Responsivity/Nurturance

	Social Orientation

Compliance

Self-esteem

Conscience

Altruism

Moral Reasoning



	Demandingness

	Self-control

Altruism

Self-esteem



	Modeling
	Self-control

Altruism



	Democratic Family Process
	Compliance

Conscience

Altruism

Self-esteem

Moral Reasoning	








Induction


Perhaps the single most powerful parental influence on children's moral
development is induction. Explaining parental behavior and its implications for the child
and others is linked to greater empathy, more highly developed conscience, higher
levels of moral reasoning, and altruism. Why should this rather simple process be so
potent for shaping moral development? Perhaps because it explicitly links the self and
other, simultaneously stimulating children's understanding of the reasons for choosing
one behavior over another and the impact of that behavior on another person. Thus, it
directly addresses and connects the cognitive (moral reasoning) and affective (empathy)
aspects of moral functioning, and helps children to internalize standards for moral
behavior. As Lickona (1983) points out, children "need to see us lead good lives, but
they also need to know why we do it. For our example to have maximum impact, they
need to know the values and beliefs that lie behind it... We teach, directly, by telling. We
need to practice wheat we preach, but we also need to preach what we practice" (p. 22).
It also spurs children's perspective-taking abilities by focusing on how others might feel
or think in a given situation.


At the same time, induction models a rational, respectful approach to
interpersonal relations. When parents take the time to explain their behavior to their
children and show awareness of how that behavior affects the child, they implicitly
acknowledge that the child's feelings and viewpoint are important and worthy of
attention. Indeed, such respect for children is at the heart of both Damon's (1988) and
Lickona's (1983) models of raising good children. Damon offers the principle of
respectful engagement as the underlying model for moral parenting: "respond to the
child's own experience without intruding upon this experience, while at the same time
presenting the child with consistent expectations, guidelines, and mature insights clearly
explained" (p. 124). Lickona argues that respect is the core of morality and parents
need to nurture mutual respect in their relationships with their children: "one of the most
basic ways to develop kids' respect for themselves and others is to respect them, and
require respect in return...Treating kids with respect means treating them like
persons...Treating kids like persons means trying to be fair with them" (pp. 18-19).
Finally, the discussion of behaviors that parents consider more or less acceptable helps
children understand and internalize particular standards for behavior (Schulman &
Mekler, 1985).


There are many opportunities to employ induction. One of the most obvious is in
the context of discipline. When children disobey, parents have the opportunity to teach
their children about what is right and wrong, and more importantly, why certain behaviors
are preferable to others. Taking the time to go through this process will further the
child's understanding of moral principles and consequently reduce the need for such
interventions in the future. Of course, at times short-term goals such as stopping a
particular behavior (e.g., hitting another child) take precedence over such long-term
goals and make other kinds of discipline necessary (e.g., time-out). Nonetheless, talking
through what happened with the child at a later time will help them better understand the
moral implications of their behavior.


Induction need not take place only when discipline is required. Discussing the
day's events also can involve a focus on the "whys" of behavior and their consequences
for other people. Talking explicitly about why the child, parent, or some other person did
something and how it affected other people can flow naturally out of everyday
conversations and again make salient the rational and emotional aspects of behavior.


During dialogues generated by parents' use of induction, parents also can help
stimulate children's moral development by the use of Socratic questioning within an
emotional supportive context (Walker & Taylor, 1991). For example, parents can ask
children why they think that their behavior (say, refusing to share a toy) led another child
to cry, helping children come to the answer themselves. How parents can do this
depends on the child's level of development; parents need to be cognizant of what
children can understand and adjust their language accordingly. This is what Lickona
(1983, p.8) refers to as "the moral development approach to raising good children." For
example, telling toddlers not to hit another child because it hurts the other child may be
sufficient for communicating the message that one's behavior affects others, and is an
improvement over simply telling them that such behavior is wrong. Preschoolers with
more advanced perspective-taking skills can make the connection between not liking to
get hurt themselves and their behavior toward other people. As children get older,
engaging them in more sophisticated discussions about why some behaviors are
preferable to others becomes feasible.





Nurturing and support.


Another element of parenting related to several core components of morality is
Authoritative Parenting (Baumrind, 1980). "Maladaptive moral-emotional patterns are
prevented in the authoritative type of parenting advocated by Baumrind; for as Baumrind
has shown, authoritative child rearing fosters social sensitivity, self-awareness, and
respect for rules and authority" (Damon, 1988, p. 122). This style of parenting has been
defined by the intersection of two parental tendencies: responsiveness and
demandingness. We will deal with them separately. Responsiveness is understood as
the provision of nurturance and support. Establishing a warm, mutually positive basis for
interaction promotes the development of conscience and moral reasoning in children.
Moreover, it is linked to secure attachment and self-esteem, two of Berkowitz's (1997)
meta-moral characteristics, and thus has effects that go beyond the province of moral
development.


One effect of warm and responsive parenting is communication of the idea that
the child is valuable and worthy of such treatment. "We raise children by giving them
love. The kind of love that helps them develop a positive self-concept. A sense of their
worth." (Lickona, 1983, pp. 28-29). A broader message is that people in general are
deserving of respectful treatment, and therefore it is wrong to do something that is
hurtful to another. Violation of this standard leads to guilt and shame, affects linked
closely to conscience. It also provides a basis for moral reasoning: if people are worthy
of humane treatment, what course of action is best in a given situation?


Even more than with induction, opportunities to express nurturance abound in
parent-child relationships; in fact, the level of warmth and support is a pervasive quality
of these relationships. One implication of this is that many interactions not related to the
domain of moral functioning will affect children's development in this area. However, the
expression of support during interactions around moral issues may be especially
important. For example, parents trying to challenge children to think through the moral
consequences of some behavior will be more effective if they show support for and
interest in the child's point of view and exhibit empathy for the child's feelings. In
addition to providing a supportive platform for children to confront the moral implications
of their (or others') behavior, parents who take this approach also model concern for
others, and so there may be indirect benefits as well. As noted above, parent-child
discussions of moral issues seem to be most developmentally nurturing when done in a
respectful and emotionally supportive way (Powers, 1982; Walker & Taylor, 1991).
What is most interesting about these data is that this pattern is quite different than what
one finds in examining the most developmentally productive peer moral discussions,
which tend to be highly conflictual and combative in nature (Berkowitz & Gibbs, 1983).





Demandingness


As noted, the second component of Authoritative parenting is demandingness.
Demandingness is more than simply requiring certain behaviors from children. Effective
demandingness requires three major ingredients. First, parents need to set high but
realistic goals for their children. This entails understanding what the child can and
cannot reasonably be expected to do. Children whose parents have low expectations
for them, develop low expectations for themselves. Children whose parents set
unreasonable high expectations for them, become frustrated, angry, and develop a
sense of self as a failure. Clearly also, parents need to communicate these goals to
their children. One of the more common breakdown in all human relations is the
tendency to hold others accountable for failing to meet expectations of which we have
never informed them.


Second, parents need to provide the support necessary to help children attain
these goals. Parental involvement in supporting and monitoring school work is one
example. The technique of scaffolding described earlier offers a detailed description of
how to provide such support in a way that nurtures development rather than becoming a
surrogate for it.


Third, parents need to monitor whether or not children meet their expectations.
Children will quickly recognize the impotence of demands that are not monitored and
therefore are unrelated to consequences. Such demands will have little impact on the
development of morality in children.


If demandingness is appropriately and consistently implemented as part of
Authoritative parenting, we have already demonstrated that children will develop greater
self-control, altruism, and self-esteem.





Modeling


"One of the surest ways to help our children turn their moral reasoning into
positive moral behavior is to teach by example. Teaching kids respect by respecting
them is certainly one way to teach by example... But teaching by example goes beyond
how we treat our children. It has to do with how we treat and talk about others outside
the family -- relatives, friends, strangers. It has to do with how we lead our lives"
(Lickona, 1983, p. 20). We have already discussed how parents' behavior during
interactions with their children regarding moral issues serves as a model for them;
parents who express empathy or discuss moral reasoning also are modeling these
qualities.


There also are more direct ways that modeling can influence children's moral
development. Children closely observe their parents' interactions with each other, with
family members, and with people more generally, and from those observations learn a
great deal about how to treat others. As parents can model respect and compassion
toward others, so may they model behavior that is harmful or abusive. For example,
parents who resolve disagreements by belittling, coercing, or physically dominating their
spouse may teach children that aggression is an appropriate response when their
interests conflict with another's. Indeed, families marked by angry, poorly resolved
interparental conflict tend to have children who are more aggressive (Grych & Fincham,
1990). Grych and Fincham (1990, 1993) have argued that children actively attempt to
make sense of the causes and consequences of parental behavior during conflictual
interactions, and that these appraisals can have long term effects on their functioning.
Although children may not imitate the specific behaviors they observe, their beliefs and
attitudes about how to treat other people may well be shaped by such family
experiences. The fact that these "lessons" are unintended makes them no less
powerful.


Parents also act as models for moral behavior when they relate events in their
lives to their children. Damon (1988, p. 124) offers as the first of his four specific
recommendations for parenting moral children that "parents should share openly with
children moral reactions to events in their own adult lives. Sharing emotional reactions
means demonstrating them when appropriate, describing them clearly, and answering
children's questions about them candidly." Similarly, prosocial behaviors, which could
involve everything from sharing with their children to discussing contributions to
charities, teaches children that they should treat others with respect.





Democratic Family Decision-making and Discussion


It has often been argued that "you can't legislate morality." This is not necessarily
true. It depends on the nature of your legislature. You can't legislate morality by fiat.
But you can if your legislature is truly democratic; that is, if all stake-holders are given
equal power to enter into the public arena and participate in decision-making. This leads
to morality in two ways. First, decisions and rules are more likely to be just. Second,
the participation in the process is more likely to stimulate the more development of the
participants. This has been demonstrated empirically in Kohlberg's Just Community
school approach (Power, et al., 1989). It is equally true, however, in the family.


We have seen in our analysis of the components of moral development, that
various aspects of such a democratic process produce compliance, moral reasoning
development, conscience, higher self-esteem, and altruism in children. Such families
respect children's voices as meaningful contributions to family discussions, decisions,
and conflict resolution processes. They let children know that their voices are valued
and provide affective support for their participation in family discussions.


Lickona (1983) highlights this component of raising moral children with his
"fairness approach." "This approach requires parents to respect kids by considering
their point of view. It teaches kids to reason morally - to think of others' needs as well
as their own... (It) also gives kids necessary practice in the skills of conflict
resolution...These important life skills will help kids translate their moral reasoning into
fair behavior in their human relationships" (p. 271). Lickona describes a 10-step process
entailing behaviors for (1) achieving mutual understanding of the nature of and
perspectives on the problem, (2) solving the problem, and (3) following through to
monitor the success and implementation of the solution.







Putting it All Together


Thus far we have tried to identify the components of a moral child and the
parenting behaviors that foster or impede their development. We also have tried to
explicate in more detail how parents can implement five core parenting strategies that
have been empirically related to the growth of our eight aspects of child morality. Many
parents naturally engage in these strategies, but others may require education or
structured training to provide the kind of parenting that supports moral development.


Parent training programs have a well-established place in the treatment of
noncompliance, aggression, and other externalizing problems in children. These
behaviorally-based psychoeducational programs are designed to teach parents
principles of effective behavior management, including but not limited to the proper use
of reinforcement and punishment and guidelines for clear communication. Outcome
research on the efficacy of parent training programs for reducing externalizing problems
in children consistently supports their utility (Moreland, et al., 1982; Weisz, et al., 1995),
suggesting that this model also may work well for teaching parents how to foster moral
and prosocial behavior in their children.


Parent training programs also have been designed for non-clinical populations as
a way of enhancing parents' interactions with their children, and focus more on
improving parent-child relationships than on eliminating problem behaviors. These
programs provide a preexisting platform for teaching the five parenting strategies
described; each is amenable to presenting in an individual, small group, or workshop
format. Although the specific content taught would need to be adjusted to fit the
developmental level of the child, the principles are applicable across ages. For example,
a 4 year-old may be included in a democratic approach to family decision-making by
inviting their opinions and giving them choices (within limits acceptable to parents) in
some situations (such as whether to go to the zoo or the park). A 14 year-old, in
contrast, may be involved in making decisions about an appropriate curfew or
reasonable consequences for failing to complete homework.


Unfortunately, little attention has been paid to teaching parents how to foster
specifically moral characteristics in children. As noted above, two studies have taught
parents how to participate in discussions of moral issues with their children (Grimes,
cited in Higgins, 1980; Stanley, 1980). Although both were successful in accelerating
moral reasoning development, only Stanley documented a change in parenting style
outside of the artificial school-based discussion sessions. Nevertheless, these studies
do suggest that interventions with parents can change parental behavior related to moral
development and can positively influence children's moral development. More attention
has been paid to teaching parents how to prevent child risk behaviors such as
substance use (Kumpfer & Alvarado, 1995). It is worth noting that one popular model,
the "resiliency model" (Richardson, et al., 1990), includes empathy and self-esteem as
two of seven basic resiliency characteristics in youth.


However, even though parent training programs generally are effective, not all
children and parents benefit from these interventions. Factors such as marital discord,
parental psychopathology (especially depression), and adverse socioeconomic
circumstances can make it difficult for parents to understand and utilize the skills taught
in these programs (Sanders, 1992). Some parent training programs attend to these
issues, teaching skills for resolving marital discord (Dadds, Schwartz, & Sanders, 1987;Greist, et al., 1983) and reducing depression (Greist, et al., 1983), but some parents will
need more intensive interventions, such as individual or couples therapy, before they
can provide the kind of parenting that promotes moral development. Moreover, parents'
behavior, both with their partner and with their child, may go beyond failing to stimulate
moral growth and actually undermine their children's moral development. Marital
conflict, interspousal and parent-child abuse, and inconsistent discipline are related to
aggressive and antisocial behavior in children (Hinshaw & Anderson, 1996), and
consequently need to be directly addressed before there can be any reasonable
expectation that children will exhibit more moral behavior. Thus, for some families,
attention to promoting moral development begins with changing destructive behavior in
the family.


Finally, cultural norms and values for appropriate parenting may be inconsistent
with the goals and methods of standard parent training programs (Forehand & Kotchik,
1996). The majority of research on links between parenting and moral development has
been conducted with White, middle class samples and may not apply to other ethnic or
socioeconomic groups. What is viewed as desirable and appropriate behavior in
children and parents is not invariant, and for parent education to be effective, educators
and therapists need to be aware of and sensitive to the cultural context of parenting
(Forehand & Kotchik, 1996). Failure to do so could result in viewing parents from
minority cultures as inadequate and teaching them methods that clash with their values.
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Statistics

The Statistics Are Staggering:


One out of two marriages ends in divorce. Sixty percent of second marriages fail, according to the U.S. Census Bureau 66% of marriages and living together situations end in break up, when children are actively involved, according to Stepfamily Foundation statistics. It is predicted that 50% of children in the US will go through a divorce before they are 18. Approximately half of all Americans are currently involved in some form of step relationship. By the year 2000, according to the Census Bureau, more Americans will be living in step families than in nuclear families.


In his 1994 study, "The Changing Character of Stepfamilies," Professor of Sociology Larry L. Bumpass of the University of Wisconsin challenges the common perception that the stepfamily is defined by marriage. His research states that:



	About half of the 60 million children under the age of thirteen in this country are currently living with one biological parent and that parent's current partner.

	Nearly half of all women, not just mothers, are likely to live in a stepfamily relationship, when we include living-together families in our definition of the stepfamily.




Therefore, we have already become a nation of step-relating individuals.


However, most graduate schools of psychiatry, psychology, and social work provide no specific training in dealing with these particular dynamics of stepfamilies. Often, the methods and information appropriate to the nuclear family can be destructive . . . if applied to the highly specific dynamics of the stepfamily system.


According to Elizabeth Carter, ACSW, Family Institute of Westchester, "Our culture provides no guidelines . .. It is our experience that this is one of the most difficult transitions for families to negotiate." Carter continues, "Our cultural forms, rituals and assumptions still relate chiefly to the intact, first marriage family, and the most ordinary event, such as filling out a form or celebrating a holiday, can become a source of acute embarrassment or discomfort for members of remarried families."





Rules for Stepfamilies from the Stepfamily Association



Ten Steps for Steps, by Jeannette Lofas



	Step 1. Recognize that the stepfamily will not and can not function as does a natural family. It has its own special state of dynamics and behaviors. Once learned, these behaviors can become predictable and positive. Do not try to overlay the expectations and dynamics of the intact or natural family onto the stepfamily.

	Step 2. Recognize the hard fact that the children are not yours and they never will be. We are stepparents, not replacement parents. Mother and father (no matter how AWFUL the natural parents) are sacred words and feelings. We are stepparents, a step removed, yet in this position can still play a significant role in the development of the child.

	Step 3. Super stepparenting doesn't work. Go slow. Don't come on too strong.

	Step 4. Discipline styles must be sorted out by the couple. The couple, ideally with the help of a Stepfamily Foundation trained professional, needs to immediately and specifically work out what the children's duties and responsibilities are. What is acceptable behavior and what are the consequences when children misbehave? Generally, in the beginning, we suggest that the biological parent does the disciplining as much as is feasible. The couple together specifically works out jobs, expected behaviors and family etiquette.

	Step 5. Establish clear job descriptions between the parent, stepparent and respective children. What specifically is the job of each one of us in this household? We need to be as detailed as we are in business.

	Step 6. Know that unrealistic expectations beget rejections and resentments. There is no model for the step relationship except for the wicked stepchild and invariably cruel stepmother of fairy tales. Note the absence of myth around the stepfather. It is vital for the survival of the stepfather to be able to see and delineate expectations for each member of the family, especially the primary issues of upset in step: e.g., money, discipline, the prior spouse, visitation, authority, emotional support, territory and custody.

	Step 7. There are no ex-parents . . . only ex-spouses. Begin to get information on how to best handle the prior spouse.

	Step 8. Be prepared for conflicting pulls of sexual and biological energies within the step relationship. In the intact family, the couple comes together to have a child. The child is part of both parents, generally pulling the parents' energy together for the well-being of the child. In step, blood and sexual ties can polarize a family in opposite energies and directions.

	Step 9. The conflict of loyalties must be recognized right from the beginning. The conflict is particular to step and is a round robin of confused emotions. Often, just as the child in step begins to have warm feelings toward the stepparent, the child will pull away and negatively act out. He/she feels something like this: "If I love you, that means I do not love my real parent." The feelings are normal and must be dealt with. The pulls of "Who am I loyal to first?" go all the way around in the stepfamily.

	Step 10. Guard your sense of humor and use it. The step situation is filled with the unexpected. Sometimes we don't know whether to laugh or to cry. Try humor.







Ten Steps for Fathers Who Divorce



	Step 1. Accept that guilt is a prime mover in your actions. Most men feel guilty because they lost their family and their power as father to that family. You may also feel guilty if you believe the mother of your children is not doing an adequate job of parenting. 

	Step 2. Make the most of your visitation. The rules of visitation need to be set precisely and specifically. Children need predictability. 

	Step 3. The children at your house live by the rules of your house. Your children need to become part of your household, not just guests in your home. Appropriate behavior and acceptable manners must be decided upon by the couple. Chores must be assigned; making beds, helping with meals, keeping the bathroom clean, etc. Structure equals love. Chaos and unpredictability creates low self-esteem in a child. 

	Step 4. Most men, even the strongest and most powerful, wimp out and turn into ninety-pound weaklings when their children visit. They endeavor to be "buddies" to their child. We so often hear fathers saying, "I see them so little; I don't want to waste time being their disciplinarian." Remember, discipline means guidance. 

	Step 5. Create high self-esteem in your children. This is done by creating predictable expectations for your children when they come to your house. Predictable rules and regulations will make your children feel safe and secure. 

	Step 6. Money is always a problem, no matter how much there is. It is often best when children visit to give them a specific allowance for the time they will be with you. In return for the money the child receives, he/she is expected to be a good citizen of the household, do chores, and then use the money as he or she sees fit. If a child needs extra money, we advocate "extra pay for extra jobs." 

	Step 7. Build and maintain couple strength. Work together with your partner. Discussion is okay, but arguments are not. Be respectful of her reality as well as your own regarding the assignment of chores. Work this out between you, or seek the help of a Stepfamily Foundation counselor. The couple are the two pillars that hold the family together: She is the female head of the household; he is the male head of the household. 

	Step 8. The couple decides the rules of discipline. The couple decides the Rules of the House: chores and manners. The biological parent disciplines the child whenever possible. When necessary the stepparent says, "In this house we . . ." in order to avoid the "You're not my mother; you can't tell me what to do" syndrome. 

	Step 9. Creating a structure is vital for the children. This requires extending the Rules of the House to all events. This structure makes it easy for kids to know what to do at your house. It doesn't matter that the rules are different than Mom's. Creating a structure means creating high self-esteem. Children like themselves better when they know that they have done a good job and are part of a team. 

	Step 10. Remember that you are the father and the male head of the household. Men teach children the ways of the still dominant, male hierarchical business structure. 







10 Steps for Mothers in Step Relationships Whose Men Have Never Been Biological Parents Before



	Step 1. The stepfamily cannot and will not function as does the intact family. It has its own special set of dynamics and behaviors. Once learned, these behaviors can become predictable and positive. The tendency of many is to overly the expectations and dynamics of the intact or natural family onto the stepfamily. Others simply deny there is a problem.

	Step 2. Be prepared for the conflicting pulls of sexual and biological energies within the step relationship. In the intact family, the couple comes together to have a child. The child is part of both parents, generally pulling the parents' energy together for the well-being of the child. In step, blood and sexual ties can polarize the family in opposite directions.

	Step 3. The conflict of loyalties must be recognized right from the beginning. This conflict is particular to step and is a cycle of confused emotions. Often just as the child is beginning to have warm feelings for the stepparent, the child will suddenly pull away and negatively act out. He/she feels something like this: "If I love you, that means I do not love my real parent." The feelings are normal and must be dealt with. The pulls of "Who am I loyal to first?" go all the way around in the stepfamily.

	Step 4. Discipline styles must be sorted out by the couple. Be aware that he may not dote over your children. Or, he may move right in and become the "new Daddy" the needed disciplinarian. The couple, best with the help of a Stepfamily Foundation trained professional, needs to work out immediately and specifically what the children's duties and responsibilities are. What is acceptable behavior and what are the consequences when the children misbehave? Generally, in the beginning, we suggest that the biological parent does the disciplining as much as is feasible. The couple together specifically works out jobs, expected behaviors and family etiquette.

	Step 5. Over-disciplining. Watch it! As a biological mother, you can perceive his often-needed discipline as too much too soon. This can bring on the tiger mother or mamma bear protecting her young from the outsider syndrome.

	Step 6. Teach him that super stepparenting doesn't work. Teach him to go slow . . . and not to come on too strong.

	Step 7. Know that unrealistic expectations beget rejections and resentments. There is no model for the step relationship except for the wicked stepchild and invariably cruel stepmother of fairy tales. Note the absence of myth around the stepfather. It is vital for the survival of the stepfather to be able to see and delineate expectations for each member of the family, especially the primary issues of upset in step: e.g., money, discipline, the prior spouse, visitation, authority, emotional support, territory and custody.

	Step 8. Competition often occurs between a new love and her children. He may feel as though he is directly competing with them. He may be . . .HE DOESN'T HAVE TO. Sort that out. Time, energy and money allocations -- as a couple. Recognize that you have had many more years playing mother to them than lover to him.

	Step 9. Usually you feel that you have not had enough time with your children and feel the need to catch up when you are together. Guilt may be a motivating factor. But discuss and agree about time spent with your man and time spent with your children.

	Step 10. Guard your sense of humor and use it. The step situation is filled with the unexpected. Sometimes we don't know whether to laugh or cry. Try humor - for both of you.







10 Steps for Men in Stepfamilies



	Step 1. The stepfather can't function as does the biological father. He is not the father and cannot function that way even if he lives with the children. The biological father always maintains that role even if he does not live with his children full time. Together with his wife, the children's mother, he can be a guide, a mentor, and even a psychological father to the stepchildren, over time. Go slow.

	Step 2. The norms and forms of discipline must be discussed and agreed to by the couple. Generally, the biological parent does the disciplining and the stepparent reminds, "In this house we . . ." 

	Step 3. "Overdisciplining Your Stepchildren." Watch It! The biological mother can perceive it as too much, too often. This can bring on the mama-bear-protecting-her-young-from-the-outsider syndrome. 

	Step 4. "Underdisciplining Your Own Children" Watch It! The biological father without custody misses his kids and fears the loss of affection and his personal input to his children. This is a legitimate fear. The less time he has with them, the less he wants to discipline. Children need parents, even visiting parents, to set up predictable structures and limits. Set up the rules quickly so you spend less time disciplining. 

	Step 5. Structuring the household is a shared task between husband and wife. How is the time, energy and money used? What contributions, duties, and responsiblities are made by each member of the household? These must be sorted out and decided by the couple. Generally, the biological parent does the disciplining.

	Step 6. Predictability and organization create intimacy. In a home with structure parents and children spend less time negotiating and arguing. Parent/child power struggles over repetitive issues waste time and undermine the child's self-esteem. Talking about real issues and creating intimacy should be the goal during these limited times together. 

	Step 7. If things don't work, the tendency is to withdraw. Don't. Stepfathering is complicated, and the notion of not being the "master" of your own household is tough. Indeed, the mother may be lax on discipline. Indeed, you want to change things. Stepfathering has to do with parenting. You and the mother must, together, work out the forms and norms. 

	Step 8. Unrealistic expectations beget rejections and resentments. There are few models for stepfathers. Learn the dynamics of step and divorce. Know what to expect and what not to expect. 

	Step 9. Be aware of a conflict between sexual and biological pulls in stepfamily relationships. In the original family the couple comes together to have a child, and together their energies focus on that child. The child is an extension of themselves. In step the child is connected to only one person in the couple. The blood ties and sexual ties can be polarized and can pull the couple in opposite directions. 

	Step 10. Guard your sense of humor and use it. 







Ten Steps to Building Couple Strength



	Step 1. Schedule time to go out alone, to dine alone. Don't talk about step issues. Talk about the movie you have just seen, Russia and the United States, the latest gossip, poetry, anything but step issues. Talk about the things you used to talk about when you first fell in love.

	Step 2. Strong leadership provides stability for the new relationships forming in the stepfamily. Discipline is dealt with authority and unity from the couple. Anger and dissension between the couple over discipline and other issues are better discussed privately. Learn to agree and learn to disagree. Table negative issues. Resolve them with a counselor.

	Step 3. Use the Time, Energy and Money grid described in Jeannette Lofas' book Stepparenting to structure the household. All members will know their role and duties in the family. There will be rewards for completing chores and consequences for not competing duties. All are spelled out and known to family members.

	Step 4. Clearly sort out discipline and guidance methods and styles as a couple. Couples decide on discipline and bio-parent generally directs behavior. In the absence of the bio-parent, the stepparent reminds the child of household rules. He/she might begin "in this house we . . ." An effective parent or stepparent disciplines the action and the behaviors and does not put down the child, thereby keeping the child's self-esteem intact.

	Step 5. Don't take kid's negative behavior as a personal insult. Speak to the children about feelings, fears and concerns. When you notice 'acting out behavior' the need to act out diminishes in direct proportion to the child's feelings of being acknowledged.

	Step 6. "Make wrongs" don't work in good relationships. "I" messages work. "You" messages make wrong. Being righteous and right allows one to feel good only for moments.

	Step 7. Know the dynamics of step. Know when to attribute (blame) the step situation and know when it is something that you as a couple must sort out.

	Step 8. Love is respecting and dealing with each other's neuroses. Love entails going above the negative data, without blame, and going for the desired outcome as an individual, a couple and as a stepfamily.

	Step 9. Learn how to work the A-B reality described in Stepparenting.

	Step 10. The couple presents themselves as male and female heads of the household. Remember, there is no sense of family or stepfamily without the couple strength.







Ten Steps When Your Man Has Children Your Age



	Step 1. Recognize that he has had many more years playing father to them than lover to you. You may have to make allowances, give him time. Remember, there are limits. You are the adult and are to be treated as such. He is their father, and to be treated with respect. Counseling will enable you to define them realistically.

	Step 2. Competition often occurs between a new love and his children. You may feel like you are directly competing with them. You may be . . . YOU DON'T HAVE TO.

	Step 3. If you are close in age he may treat you like one of the children. This diminishes your authority, and his too. Gently, point out how he does that. Get an agreement between both of you.

	Step 4. He feels the need to "catch up" when they are together. Usually he feels that he has not had enough time with his children. Guilt may be the motivating factor. Discuss and agree on expectations about time spent with you and time spent with his children.

	Step 5. The sexual bonds between you and your man may come into conflict between him and his children. The conflicting pulls of sexual and biological energies within the step relationship can polarize the family.

	Step 6. You may feel that his girls "come on" to him. What he calls cute, and loving may seem too sexual to you. Competition between daughter and his woman can be strong. Whose man is he anyway? You can often gain ground by giving them time together and gently clarifying with him what is sexual and what is affectionate behavior.

	Step 7.  Establish clear job descriptions and expected behaviors between the parent and the stepparent. What is specifically the job of each one of us in the household? We need to be specific.

	Step 8. The couple needs to agree on discipline styles. The natural parent generally disciplines, the stepparent says, "in this house we . . ."

	Step 9. The issue of money, the "buy me, do me" wants of the children, plus the allocation of money in general may come as a "negative surprise." Talk about it in a "non blaming" way.

	Step 10. Guard your sense of humor and use it.







Ten Steps for Grandparents-in-step, by Carolyn Berger



	Step 1. Recognize the Dynamics of Step: The stepfamily has its own special state of dynamics and behaviors. Once learned, the behaviors can become predictable and positive. DO NOT try to overlay the expectations and dynamics of the intact and natural family onto the stepfamily. To learn more about step, literature is available.

	Step 2. Give yourself time to grieve over the loss of the biological family: A stepfamily comes about upon a death or divorce in a nuclear family. Grandparents need to mourn the loss of that relationship before they can become a part of the stepfamily. Anger, resentment and fears are normal.

	Step 3. Value yourself as a grandparent: Grandparents and stepparents are wonderful resource people. You have a lot to offer, such as unconditional love, family history and your life experience. Share!

	Step 4. Reserve judgments: Negative judgments with a child can serve to increase the child's sense of confusion, conflict of loyalties and impact his self-esteem.

	Step 5. There are no ex-grandparents, only ex-spouses. If you feel that you are not being treated fairly as a grandparent, find a way to establish your rights through a family conference, a grand parenting organization or legal means, if necessary.

	Step 6. Step-grand parenting: Go slow and see where your grand parenting skills are needed. Be prepared for the conflicts of biological and step feelings in you if there is more than one set of children in a household.

	Step 7. Holidays, traditions and rituals: Maintain family rituals in your home as you wish them to remain. Adapt to new traditions in the stepfamily as they develop.

	Step 8. Wills, family heirlooms: Money generally follows biological family. Don't be hasty to reassign family heirlooms or assets. Consult your attorney for legal matters.

	Step 9. Listen: be an impartial sounding board to your grandchildren or step grandchildren. At times they might need someone just to listen.

	Step 10. Guard your sense of humor and use it: The step situation is filled with the unexpected. Sometimes we don't know whether to laugh or cry. Try humor.









Books and Resources on Stepfamilies



John Gottman.


Dr. Gottman writes both popular press books and professional research based books as well. I find his work to be the most helpful in knowing what processes are critical in coaching parenting and couple relationships. Understanding the findings of his research is powerful in recognizing both destructive and adaptive processes and intervening with families. His most current book with Dr. Jacobson about domestic violence is a "must read" for professionals who work with families.



	Gottman, J.M. Why Marriages Succeed or Fail. 1995.


	Gottman, J.M. The Heart of Parenting. 1997.


	Gottman, J.M. and N. Jacobson. When Men Batter Women. Simon & Schuster, 1998.





Research Based Books:



	Gottman, J.M. What Predicts Divorce. Hillsdale, NJ. Lawrence Erlbaum Associates. 1994.


	Gottman, J.M. Meta-emotion: How Families Communicate Emotionally. Hillsdale, NJ. Lawrence Erlbaum Associates. 1997.









Janet Johnston.


Those who work with divorce would benefit by reading anything that Janet writes. She has worked with divorcing families in the Bay area and conducted research with families and children. She has pulished a variety of papers and two books. The first book provides one of the best paradigms for understanding the problems of divorce. The most current book summarizes work and clinical experience working with families,



	Johnston, Janet R. and Linda Campbell. Impasses of Divorce, The Dynamics and Resolution of Family Conflict, Free Press, 1988.


	Johnston, Janet and Vivienne Roseby. In the Name of the Child. A Developmental Approach to Understanding and Helping Children of Conflicted and Violent Divorce. Free Press, 1997.







Popular Press Books on Step Families:



	Visher, Emily and John Brunne. How to Win as a Step-family. Mazel, New York, 1982, 1991.


	Kaufman, Taube S., et. al.  The Combined Family : A Guide to Creating Successful Step-Relationships. Hardcover.


	Glassman, Bruce. Everything You Need to Know About Stepfamilies. Need to Know Library. Library Binding.


	Kelley, Patricia, Ph.D. Developing Healthy Stepfamilies : Twenty Families Tell Their Stories Haworth Marriage & the Family. Paperback.


	Leman, Kevin. Living in a Step Family Without Getting Stepped On : Helping Your Children Survive the Birth Order Blender.


	Bloomfield, Harold H., M.D. Making Peace in Your Stepfamily : Surviving and Thriving as Parents and Stepparents.


	Pickhardt, Carl E. Parenting Keys: Keys to Successful Stepfathering. Barron's Parenting Keys.


	Eckler, James D. Step-by Step-parenting: a Guide to Successful Living with a Blended Family.


	Roosevelt, Ruth. Living in Step.


	Williams, Stephen J. The Stepparent Challenge : A Primer for Making It Work.


	Alberta, Linda and Elizabeth Einstein. Strengthening Your Stepfamily.


	Sanders, Pete, and Steve Meyers with photographer Mike Lacey. What Do You Know About Stepfamilies. The book defines and explores stepfamilies, using a story in comic-strip form that provides examples of situations discussed in the text. Important issues are raised but are rarely explored effectively.


	Weitzman, Elizabeth. Let's Talk About Living in a Blended Family. Provides advice on how to accept and deal with the challenges of living in a stepfamily, or blended family.


	Bloch-Jones, Merry and Jo Ann Schiller. Stepmothers : Keeping It Together With Your Husband and His Kids.


	Mulford, Philippa Greene. Keys to Successful Stepmothering. Barron's Parenting Keys.


	Stokes, Jim. The Survival Guide to Step-Parenting. Blue Bird Publishing. August 1997.


	Celia, S. T. How to Be a Good Stepmom. A realistic handbook for stepmother savvy. Over 40 hints, tips and pieces of advice.


	Burns, Cherie. Stepmotherhood : How to Survive Without Feeling Frustrated, Left Out, or Wicked. HarperCollins. October 1986.


	Keenan, Barbara Mullen. When You Marry a Man With Children: How to Put Your Marriage First and Stay in Love. Pocket Books. May 1992.


	Kaufman, Taube S., Glenn D. Slovenko, Helen Coale. The Combined Family : A Guide to Creating Successful Step-Relationships. Plenum Publishing Corp. September 1993.


	Nelsen, Jane, Cheryl Erwin, and H. Stephen Glenn. Positive Discipline for Blended Families : Nurturing Harmony, Respect, and Unity in Your New Stepfamily. Positive Discipline Library. Prima Publishing. August 1997.


	Smith, Donna. Stepmothering. St. Martin's Press. October 1990.


	Lofas, Jeannette and Dawn B. Sova. Stepparenting.


	Berman, Claire. Making It As a Stepparent: New Roles/New Rules. HarperCollins. February 1986.


	Newman, Margaret. Stepfamily Realities: How to Overcome Difficulties and Have a Happy Family. New Harbinger Publications. April 1994.


	Cerquone, Joseph. You're a Stepparent . . . Now What? A Guide to Parenting in Families With Nonbiological Children. New Horizon Press. September 1994.


	Williams, Stephen J. The Stepparent Challenge : A Primer for Making It Work. Master Media. June 1993.


	Palmer, Nancy S., William D. Palmer, and kay Marshall Strom. The Family Puzzle : Putting the Pieces Together : A Guide to Parenting the Blended Family. Pinon Press. May 1996. Helping parents of blended families to avoid the common pitfalls in the blending process and recognize the unique benefits of their new situation, this book teaches the ins and outs of step-parenting, how to deal with ex-spouses, assorted relatives, friends, and ways to make the transition as smooth as possible for the the children involved.







Books for Kids



	Ford, Melanie, Annie Ford, Steven Ford, and Jan Blackstone-Ford. My Parents Are Divorced, Too : A Book for Kids by Kids. Reading Level: Ages 9-12. Magination. April 1997.


	Sanford, Doris E. and Graci Evans. My Real Family: A Child's Book About Living in a Stepfamily. Hurts of Childhood Series. Reading Level: Ages 4-8. Questar Publishing. June 1993.


	Beer, William R. Strangers in the House: The World of Stepsiblings and Half-Siblings Transaction Publishing. April 1989.


	Fassler, David, Michele Lash, and Sally Ives. Changing Families: A Guide for Kids and Grown-Ups. Waterfront Books. February 1988.


	Gardner, Richard. The Boys and Girls Book About Stepfamilies. Creative Therapeutics. August 1985 (reprint edition).


	Coleman, William L. What You Should Know About Getting Along With a New Parent by William L. Coleman. Augsburg Fortress Publishing. August 1992.


	Lewis, Helen Coale. All About Families: The Second Time Around: A Book for Boys and Girls and Their Parents and Their Stepparents. Atlanta Area Child Guidance Clinic. April 1980.









Stepfamily Foundation


Stepfamily Foundation, Inc.

333 West End Ave.

New York, NY 10023

(212) 877-3244

fax (212) 362-7030

24 hour information line (212) 799-STEP
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Refocusing on Parenting


Marc H. Bornstein
Senior Inverstigator and Head, Child and Family Research
National Institute of Child Health and Human Development, Bethesda, MD



Parents


States Parties agree to the education of the child shall be directed to:

	(a) The development of the child's personality, talents and mental and physical abilities to their fullest potential;

	(c)The development of respect for the child's parents,

Article 29

U. N. Convention on the Rights of the Child



Each day more than three-quarters of a million adults around the world experience the joys and
heartaches, the challenges and rewards, of becoming new parents. Despite the fact that most
people become parents, and everyone who ever lived has had parents, parenting remains a
somewhat mystifying subject about which almost everyone has opinions, but about which few
people agree. One thing is certain: It is the principal and continuing task of parents in each
generation to prepare children of the next generation for the physical, economic, and
psychosocial situations in which those children must survive and thrive. Many factors influence
the development of children, but parenthood is the "final common pathway" to childhood
oversight and caregiving, development and stature, adjustment and success. The fit is neat
because childhood is the phase of the life cycle when parent-provided experiences are believed to
exert their most significant and salient influences: Not only is the sheer amount of interaction
between parent and child greatest then, but childhood is the time when human beings are
particularly susceptible and responsive to external experiences. Indeed, the opportunity for
enhanced parental influence, and prolonged learning, is thought to be the evolutionary reason for
the extended duration of human childhood.


Yet, parenting is under "friendly fire" today on account of strong secular and historical
trends operating in modern society. Industrialization, urbanization, poverty, increasing
population growth and density, and especially widespread dual parental employment constitute
centrifugal forces on parenting and the family. Society at large is also witnessing the emergence
of striking permutations in parenthood and the constellation of the family structure, notably in
the rise of single-parent headed households, divorced and blended families, and teenage first-time moms and dads. In short, the family generally, and parenthood specifically, are today in an
agitated state of question, flux, and re-definition. Because these society-wide changes exert
many unfortunately debilitative influences on parenthood, on interactions between parents and
children, and consequently on children and their development, organizations at all levels of
society increasingly feel the need to intercede in childrearing and to right some of society's ills
through family intervention. This trend too leads away from a focus on parents as the proximal
protectors, providers, and proponents of their own progeny.


Yet parents are children's primary advocates and their front-line defense. Parents are the
corps available in the greatest numbers to lobby and labor for children. Few sentient parents
want to abrogate their childrearing responsibilities. Quite the opposite, virtually all parents want
only the best for their children. Against modern trends, we want to engage centripetal forces for
the family. Insofar as parents can be enlisted and empowered to provide children with
environments and experiences that optimize children's development, society can obviate after-the-fact remediation: "An ounce of parenting prevention" so to speak.


This essay therefore refocuses on parenthood. I address questions about the positives of parenthood for parents, the purview of parenthood, who parents, prerequisites and origins of parenthood, present-day problems of parenthood, and parenting programmes.1 Parenting is a principal reason why we are who we are, and why we are so different from one another. We need to attend to what we know about parenting and capitalize on that knowledge. The wonder is that every day 11,000 babies are born in the U.S.A. -- a number equivalent to the population of a small town -- and every one is unique and dear and special, and because we are all concerned how these children turn out, we need to turn our attention to the nature and dimensions of parenthood, the conditions of parenthood, and the concerns of parenthood -- in short to refocus on parenting.


One contemporary social critic has compared family life to an airplane flight; both need a
clear destination, a flight plan, and a compass to keep them on course. I would add that both
require careful and knowledgeable piloting. Like airplanes, which can stray from their flight
plans but come back and (hopefully) arrive at their destination safely, families (the best of which
go off course) can come back on their flight plan and reach a desired destination through
knowledge, organization, and commitment. The turbulence is great way up there where families
are trying to fly today, and good piloting -- that is parenting -- is required. As a consequence, we are moved to ask:




What Is In Parenting For Parents?


First, it is important to stress that parenting has its own intrinsic pleasures, privileges, and profits. Parenting is not all giving. According to a recent nation-wide survey by Zero-to-Three, the
National Center for Infants, Toddlers, and Families, more than 90% of parents say that when they
had their first child, they not only felt "in love" with their baby, but were personally happier than
ever before in their lives. Parents can find interest and can derive considerable and continuing
pleasure in their relationships and activities with their children. Evolutionary theory asserts that
adults are motivated by strong self-interest to be good parents: According to this sociobiology,
all individuals are compelled to see their childbearing and their childrearing succeed on the
argument that that is the way people continue their unique genetic characteristics.


Becoming or being a parent also means having new and vital responsibilities to oneself as
well as to others. Parenthood can enhance one's psychological development, self-confidence,
and sense of well-being. Parenting children augments self-esteem and a sense of fulfillment.
Parenting translates into a constellation of new adult trusts and affords a view to the "larger
picture" of life. Of course, parenthood also gives adults ample opportunity to confront new
challenges and to test and display diverse competencies. Freud listed bringing up children as
one of the three "impossible professions" -- the other two being governing nations and
psychoanalysis.


In essence, then, parents receive a great deal "in kind" for their hard work and
commitment: They are often recipients of unconditional love, they gain skills, they gain an
enhanced sense of self, and they even gain immortality. Not surprisingly, parents everywhere
appear, at least at first, to be highly motivated to carry out the many tasks associated with the
parenting role -- in the Zero-to-Three survey, nearly 72% of new parents said they actively
prepared for parenthood, rather than doing "only a little" or "waiting to see what the experience
would be like." Parents recognize and appreciate that there are human beings in their care. As a
consequence, we are moved to ask:




What Are Parents' Responsibilities?


2. The parent(s) or others responsible for the child have the primary responsibility to secure,
within their abilities and financial capabilities, the conditions of living necessary for the child's
development.

Article 27

Convention on the Rights of the Child




From the start, parenthood is a 168-hour-a-week job. Young human children are totally
dependent on parents for survival. Childhood is the time when we first make sense of and
understand objects in the world, forge our first social bonds, and first learn how to express and
read basic human emotions. In childhood, individual personalities and social styles also first
develop. It is parents who escort children through all these dramatic "firsts". Not surprisingly,
these developmental dynamics are closely tracked by parents, parents shape them, and all, in
turn, shape parenting.


The influences of these developments reverberate through time: In the view of many
social theorists (Freud, Bowlby), the child's first relationships with parents set the tone and style
for all of the child's later social relationships. Empirically, a history of shared work and play
activities with parents predicts children's smooth transition into school, for example, and
afterward parents' involvement with their children's school-related tasks continues to relate to
children's school performance.


It is a biological fact that human children do not -- and cannot -- grow up as solitary
individuals; parenting constitutes an all-encompassing ecology of a child's development.
Mothers and fathers, as well as siblings, other family members, and even children's nonfamilial
daycare providers guide the development of children via many direct and indirect means. Direct
effects are of two kinds: genetics and experience. Biological parents endow a significant and
pervasive genetic makeup to their children with its beneficial or other consequences for
children's proclivities and abilities.


Beyond parents' genes, all prominent theories of human development put experience in
the world as either the principal source of individual growth or as a major contributing
component. It falls to parents and other caregivers to provide and shape most, if not all, of
young children's experiences, and parents directly influence child development both by the
beliefs they hold and by the behaviors they exhibit. Parenting beliefs include perceptions about,
attitudes toward, and knowledge of all aspects of parenting and childhood. Parenting beliefs are
generally recognized to play many telling parts in the story of child development. Consider three
examples. First, seeing yourself in one or another way vis-à-vis children can lead to expressing
one or another kind of affect, thinking, or behavior in childrearing. According to Zero-to-Three,
for example, 90% of new parents in the U.S. have confidence in their abilities and think of
themselves generally as good parents Second, how you see childhood functions in the same
way: Parents who believe that they can or cannot affect their children's temperament,
intelligence, or what have you often modify their parenting accordingly. According to Zero-to-Three, one in four parents in America today thinks that a baby is born with a certain level of
intelligence which cannot be increased or decreased by how parents interact with the baby.
Finally, seeing your own children in a particular way has its special consequences: Parents who
regard their children as being difficult, for example, are less likely to pay attention or respond to
their children's overtures. Their inattentiveness and nonresponsiveness can then inhibit optimal
child growth. In this way, parental beliefs can foster further temperamental difficulties because
they can lead adults to treat children more negatively.


It is important to remember in this connection that parents in different cultures or
subcultures hold different understandings about the meaning and significance of their parenting
beliefs and behaviors, as well as the development of their children. Parents also act on these
culturally defined beliefs about children, as much as they do on their own experiences with
children. Cultural variation in parenting beliefs is striking, as for example, in self-reported
competence at parenting: In some cultures competence is high relative to others.


Perhaps more salient in the phenomenology of childhood are parents' behaviors, the
tangible experiences parents provide children. Until the time that children participate in
informal and then formal social learning situations outside the family, like play groups and
school, virtually all of their worldly experiences stem directly from interactions they have within
the family. In this context (at least in Western cultures) two adult caregiving figures -- mom and
dad -- are normally responsible for structuring the universe of a child's life experiences. The
contents of parent-child interactions are varied, some being compulsory, and some discretionary.
A small number of central domains of parental caregiving and interactions have been identified,
however, as a prominent "core" in the childcare repertoire. Nurturant, material, social, and
didactic caregiving constitute perhaps universal categories, even if they vary in their
instantiations or emphases with different aged children or in different ethnic groups or locales.



	1. Nurturant caregiving meets the biological, physical, and health requirements of
children. Parents are responsible for promoting children's wellness and preventing their illness.
Parents in virtually all higher species nurture their young, providing sustenance, routine care,
protection, supervision, grooming, comfort, and the like. Nurturance is prerequisite to children's
survival and well-being.


	2. Material caregiving includes the ways in which parents provision, organize, and
arrange the child's physical world, including home and local environments. Adults are
responsible for the number and variety of inanimate objects (toys, books, tools) available to the
child, the level of ambient stimulation, the limits on physical freedom, and the overall safety and
physical dimensions of children's experiences. The amount of time children spend interacting
with their inanimate surroundings rivals or exceeds the time children spend in direct social
interaction with parents or others.


	3. Social caregiving includes the variety of visual, verbal, affective, and physical
behaviors parents use to engage children emotionally and manage their interpersonal exchanges.
Rocking, kissing, tactile comforting, smiling, vocalizing, and play illustrate parent-child
interpersonal interactions. Through positive feedback, openness and negotiation, listening, and
emotional closeness, parents can make their children feel valued, accepted, and approved of.
Social caregiving includes helping children to regulate their own affect and emotions, and
influencing the communicative styles and interpersonal repertoires which children bring to form
meaningful and sustained relationships with others.


Nurturant, maternal, and social are broad categories. Research has also identified
typologies within these categories, for example of social parenting styles. An "authoritative
style" combines high levels of warmth with moderate to high levels of discipline and control. In
middle-class children, it is associated with achievement of social competence and overall
adaptation. "Authoritarian" parenting, by contrast, contains high levels of control, but little
warmth or responsiveness to children's needs, and it is generally associated with poorer
developmental outcomes. In different social classes or ethnic groups, however, different
outcome patterns may obtain. For example, adolescents from European-American and Hispanic-American authoritative homes perform well academically, and better than those coming from
nonauthoritative households. However, school performance is similar for authoritatively and for
nonauthoritatively reared Asian Americans and African Americans.


	4. Finally, from the taxonomy, didactic caregiving consists of the variety of strategies
parents use to stimulate children to engage and understand the environment and to enter the
world of learning. Didactics means introducing, mediating, and interpreting the external world;
teaching, describing, and demonstrating; as well as provoking or providing opportunities to
observe, to imitate, and to learn.





Taken as a totality, this constellation of caregiving categories constitutes a diverse and
demanding set of tasks, and adults differ considerably in terms of how they recognize, esteem,
and engage in components of this caregiving repertoire, as well as in how successful they are in
executing different components. In all this, individual parenting styles also appear to be rather
consistent, and individual parents do not vary in them much from day to day. Over longer
periods, of course, parenting can change, and certainly does in response to children's
development.


While elements of this taxonomy are self-evident, in practice caregiver-child interactions
are dynamic, intricate, and multidimensional, and caregivers regularly engage in combinations of
them. What is important to note is, however, that human children are reared in, influenced by,
and adapt to a physical and social ecology commonly characterized by elements in this
taxonomy.


These caregiving behaviors and styles constitute direct experience effects of parenting.
Indirect effects are more subtle and less noticeable than direct effects, but perhaps no less
meaningful. Parents indirectly influence their children by virtue of their influence on each other,
for example by marital support and communication. Parents' attitudes about their spouse and
their marriages can modify the quality of their interactions with their children and, in turn, their
children's adjustment and development. The ways in which spouses provide support and show
respect for each other in parenting, and how they work together as a co-parenting team, can then
have positive or negative consequences for children. Intimate support from husbands enhances
maternal competence, family dynamics, and child outcomes. Women who report having
supportive relationships with husbands (or lovers or grandparents) are more attentive and
sensitively responsive to their children. By contrast, quarreling parents are likely to convey
confusing messages to their children, have less time for and become less involved in their
children's lives, and engage in more hostile relationships with their children. Parents often forget
that children in the back seat of the car overhear everything they say in the front seat. In short,
parents who feel negative about their marriage (as those who feel negative about themselves)
tend to act with their children in negative, inattentive, and nonresponsive ways.


Whether direct or indirect, parental influences on children operate on two noteworthy
principles. It is probably not the case that overall level of parental stimulation directly affects
children's overall level of functioning and compensates for selective deficiencies: Simply
providing an adequate financial base, a big house, or the like does not guarantee, or even speak
to, children's development of an empathic personality, verbal competence, or other valued
capacities. The specificity principle states that specific experiences parents provide children at
specific times exert specific effects over specific aspects of child growth in specific ways. This
principle is apparently counterintuitive because, according to the Zero-to-Three national survey,
87% of parents simplistically think that the more stimulation a baby receives, the better off the
baby is. In fact, parents and caregivers need to carefully match the amount and kinds of
stimulation they offer to the child's level of development, special interests, temperament, mood
at the moment, and so forth.The transaction principle asserts that the experiences parents offer
their children shape the characteristics of the child through time just as, reciprocally, the
characteristics of the child shape his or her experiences. Thus, children influence which
experiences they will be exposed to, as well as how they interpret those experiences, and
therefore ultimately how those experiences affect them. Child and parent bring distinctive
characteristics to their mutual interactions, and child and parent alike are believed to change as a
result of those interactions; both parent and child then enter future interactions as somewhat
"different" individuals.


So, parenting is a peculiar kind of life's work, marked by challenging demands, changing
and ambiguous criteria, and too-frequent evaluations. Principles such as specificity and
transaction do not make it easier. Successful parenting entails both affective components -- in
terms of commitment, empathy, and positive regard for children, for example, -- as well as
cognitive components -- the how, what, and why of caring for children. Moreover, the path to
achieving satisfaction and success in parenting is not linear or incremental, but tends to be
winding and cyclic. Different tasks are more or less salient and challenging at different times in
the course of childrearing. Parenting is a process that formally begins during or before
pregnancy, and continues through the balance of life span: Practically speaking, once a parent,
always a parent.	It is obvious to say that parenthood is central to childhood, to child
development, and to society's long-term investment in children. Parents are fundamentally
invested in the survival, socialization, and education of young children. But parenthood is also a
critical component of adulthood. So, we are motivated to know about the meaning and
importance of parenthood as much for itself, as out of the desire to improve the lives of children.
As a consequence, we are moved to ask:




Who Parents?


In the minds of many, mother is unique, the roles of mother universal, and motherhood
unequivocally principal in the development of young children. Cross-cultural surveys attest to
the primacy of biological mothers in all forms of caregiving, and theorists, researchers, and
clinicians have typically concerned themselves with motherhood, rather than parenthood, in
recognition of this fact, even if historically fathers' social and legal claims and responsibilities
on children were pre-eminent. The recent nationwide Zero-to-Three survey found that, although
the days when most women "stay home" with children are in the past, fully 65% of America's
mothers -- whether working outside the home or not -- continue to bear the largest part of day-to-day responsibilities of childrearing; only 25% say that mother and father share these duties
equally; and a meager 10% indicates that fathers do most of the basic caregiving each day.


Western industrialized nations have witnessed some increases in the amount of time
fathers spend with their children; and of course fathers are neither inept nor uninterested in
caregiving. Fathers normally engage in all its forms: nurturant, material, social, and didactic.
But in everyday life, fathers still assume altogether precious little responsibility for childcare and
rearing. That said, research suggests that mothers and fathers tend to interact with, and care for,
their children in complementary ways; that is, they divide and share the labors of caregiving and
engage children by taking responsibility for different types of interactions. For example,
mothers are more likely to kiss, hug, talk to, smile at, and hold babies, whereas fathers are
identified with tactile and physical playful interactions. Mothers and fathers also differ in
degree of responsibility they take for managing different family tasks. Various constraints and
differences in interests and abilities no doubt cause mothers and fathers to devote different
amounts of time and resources to their children in different domains, such as school, sports, or
the household.


Beyond mother and father, pluralistic caregiving arrangements are common and, as we
know, significant in the lives of today's children. Clinton includes a variety of caring adults in
the "village" of critical persons responsible and responsive to children. 60% of children under
age 3 are cared for on a regular basis by someone other than their parents; 80% under 3 have had
at least one non-parental careprovider; and 50% have had two or more. In many places around
the globe, young children spend most of their time under the care of nonparents, including
siblings, other relatives, or caregivers. Thus, many individuals "parent" young children. Indeed,
some have argued that direct childcare by a biological parent has been more the historic
exception than the rule. Sources of nonparental childcare divide roughly into four types: The
first (and unfortunately not infrequent) childcare arrangement used throughout the world -- in
spite of the hazards involved -- is non-existent childcare. Children are simply left unattended
while mother and father are otherwise occupied. Second is childcare provided by other members
of the parents' household or kin group, including siblings, grandparents, aunts, and the like. The
third source of nonparental care involves reciprocal exchanges of childcare among members of a
residential group (usually without any financial compensation). The fourth type is a
combination of formal and informal child care services, where childcare is provided for a fee at
home (either the home of the child or the provider) or in an institutional setting.


The implications of these increasingly common and diverse patterns of early "parenting"
relationships for children's development are still unclear. But, according to theZero-to-Threesurvey, nearly half of all parents think that the more caregivers a child has before age 3, the
better that child will adapt and cope with change. In fact, when very young children switch
repeatedly from one caregiver to another, the time they spend grieving the loss of the old
caregiver and learning the new caregiver's ways may adversely affect their development.
Moreover, it is a curious and tragic fact that even superb substitute parenting work is low in
value and remuneration, while the outcome for succeeding generations of humanity is
inestimable.




What Factors Influence Parenting?


The origins of maternal and paternal beliefs and behaviors are extremely complex, but certain
factors seem to be of paramount importance. First, some aspects of parenting appear initially to
arise out of biological processes associated with pregnancy and parturition. Pregnancy in
human beings causes the release of certain hormones thought to be involved in the development
and expression of protective, nurturant, and responsive feelings toward offspring. Prenatal
biological events -- age, diet, and stress, as well as other factors, such as disease, exposure to
environmental toxins, and even birth anesthetics -- all affect postnatal parenting as well as child
development. Some characteristics of parenting may be "wired" into our biological makeup:
Lorenz contended that structural characteristics of the very young -- like facial features -- excite
feelings of affection and solicitude in mature members of different species. Parents commonly
speak to babies even though they know that babies cannot understand language and will not
respond, and parents and nonparents alike even speak to babies in a special register which is
specifically geared to promote language learning and understanding. For example, whether we
are mothers or fathers, French, Italian, German, Japanese, English, or American we tend to raise
the pitch of our speech to attract a baby's attention. Indeed, adults almost cannot help but speak
this way to babies.


Second, parenting calls upon enduring personality and associated characteristics,
including intelligence, traits and attitudes, motivation to become involved with children, and
childcare knowledge and skills. Some characteristics that favor good parenting include general
well-being, empathic awareness, predictability, responsiveness, and emotional availability.
More educated parents tend to engage in the authoritative style of childrearing. Perceived self-efficacy is likely to affect parenting positively because parents who feel effective vis-à-vis their
children are motivated to engage in further interactions with their children, which in turn
provides them with additional opportunities to understand and interact positively and
appropriately with their children. The more rewarding their interactions, the more motivated
parents may be to seek "quality" interactions again. On the other hand, negative characteristics
of personality, like self-centeredness and depression, whether transient or permanent, typically
affect parenting adversely. Mothers with elevated depression are more likely to ignore, protest,
or verbally attack their children in problem-solving situations, and even subclinical depression is
negatively related to mothers' communication of nurturance and trust. Depressive symptoms are
associated with the endorsement of authoritarian strategies rather than rational discipline
strategies, and mothers who are depressed generally have a difficult time providing nurturant
care to children and become frustrated and yell more.


Third, characteristics of children influence parenting and, in turn, child development.
These characteristics may be more obvious ones, like age, gender, or physical appearance, or
they may be more subtle ones, like temperament, and other individual differences. Child
temperament affects parents' confidence, management styles, and levels of involvement, and
control strategies.


Biology, personality, and child characteristics constitute salient factors that influence
parenting from the start. Beyond these, contextual factors motivate and help to define parental
behaviors and beliefs. Family configuration, social support, economic class, and cultural world
view encourage divergent patterns of parenting perceptions and practices. The family life of a
laterborn child is not the same as that of the firstborn, for example, for many reasons including
parent's changing experiences and the new family constellation.


Mothers in different SES groups might behave similarly in certain parenting domains,
however SES -- through environment or education -- also orders home circumstances and
multiple attitudes and actions of parents toward children. Higher- compared to lower-SES
parents typically provide children with more opportunities for variety in daily stimulation, more
appropriate play materials, and more language. The Zero-to-Three survey confirms that the
youngest, the lowest income, and single parents feel relatively unprepared for their daunting new
role as caregiver.


Furthermore, cross-cultural comparisons show that virtually all aspects of parenting
children -- whether beliefs or behaviors -- are shaped by cultural habits. We acquire some
understandings of parenting simply by living in a culture: Generational, social, and media
images of parenting, children, and family life -- handed-down or ready-made -- play significant
roles in helping people form their parenting beliefs and guide their parenting behaviors, even if
public service announcements are marginalized to black-and-white newspaper images and 2 a.m.
TV.Culture influences some parenting patterns and practices (and, in turn, child development)
through such pervasive factors as when and how parents care for children and which behaviors
parents appreciate and emphasize. Inasmuch as culture is "organized information," parenting
consists of mechanisms for transmitting that information, and childhood consists of processing
that information. Both parents and children then "select, edit, and refashion" cultural
information. Parents from different cultures vary, for example, in the ages they expect children
will reach different milestones or acquire different competencies, and they differ in their opinions
about the significance of certain competencies for children's success and adjustment. Indeed, at
the very heart of the concept culture is the expectation that different peoples possess different
values, beliefs, and motives and behave in different ways:All of these forces then engender
similarities or differences in parenting.


In summary, direct experiences with children and the self-constructive aspects of
parenting are both important in formulating parenting attitudes and actions. Achieving
successful parenting thus implies psychological understanding and interpretation and the
confidence to enact culturally defined programs. The important consequence of this emerging
complex view of the origins and conduct of parenting is that parenthood can be influenced and
modified through education and cultural climate for good or ill


Finally, we are moved to ask:




What Happens If Parenting Goes Awry ?


2. For the purpose of guaranteeing and promoting the rights set forth in the present
Convention, States Parties shall render appropriate assistance to parents and legal guardians in
the performance of their child-rearing responsibilities and shall ensure the development of
institutions, facilities and services for the care of children.

Article 18

Convention on the Rights of the Child



In everyday life, parenting children does not always go well and right. Infanticide was practiced
historically, and although it is rare today, it is not unknown. But, short of that extreme, too many
children live in poverty ... children are the common victims of abuse and neglect ... babies are
born drug addicted ... many children are never immunized. For these and other reasons,
contemporary parenting has witnessed an explosive growth in information and support
programmes.


Parents are normally information-hungry. Nearly half of all parents of infants and
toddlers (46% in the Zero-to-Three survey) report that they pay serious attention to news reports
and newspaper articles about early childhood issues. However, the time available for families for
nurturing children has diminished, and economic pressures on today's families often cause
children to receive inadequate care and, as we have seen, to be placed in nonfamilial
environments at ever earlier times in their lives. As a consequence of contemporary social and
cultural changes, most notably dual parent employment, a demand for high-quality community-based childcare services has burgeoned, and nonfamilial caregivers in these settings have
assumed responsibility for meeting children's developmental needs -- essentially for preparing
children for a future in society.


Still, the family is the principal source of care and development of the child, and we need
to refocus on parents in this practical regard. Belief in the potential of the early years as the time
when families can aid the development and education of children is strong. At that time,
children's physical, emotional, and social learning requirements might be better managed by
parents with supportive efforts from professionals. Contemporary parenting programmes are
therefore normally guided by several assumptions: Parents are usually the most consistent and
caring people in the lives of their children. If parents are provided with knowledge, skills, and
supports, they can respond more positively and effectively to their children. Parents' own
emotional and physical needs must be met if they are to respond to their children.


Certain tools can help to address these parenting requirements successfully. First, parents
benefit from knowledge of how children develop. Therefore, the normative patterns and stages
of children's physical, verbal, cognitive, emotional, and social development, as well as their
nutritional and health needs should be part of the knowledge base for parenthood. Concretely,
parents' understanding the patterns and processes of their children's cognitive growth helps them
to develop more realistic expectations of the stages of child development and the requisite skills
for children's achieving more mature competencies.


Second, parents need to know how to observe young children. Child watching helps us
to understand a child's level of development in relation to what we want our children to learn or
to accomplish. Parents need information and observation skills to help them discover the match
between their child's ability or readiness and ways and means to help their child achieve
developmental goals. Observing also allows parents to spot potential trouble early, and may
help parents handle a child's daily frustrations more skillfully.


Third, parents need all manner of insights for managing their children's behaviors.
Knowledge and skills regarding alternative methods of discipline and problem avoidance are
basic. Parents' knowing how to implement a variety of positive rewards can help their children
more fully enjoy and appreciate the exploration and struggles required in mastering new skills.


Fourth are supports for development. Knowing how to take advantage of settings,
routines, and activities to create learning and problem-solving opportunities enhances parenthood
and childhood. Parents realize that they exercise important influences on their children's
development, but often do not fully appreciate how their day-to-day interactions affect children.
They need to understand the tremendous impact they have on their children's lives through the
simplest things: their attention, expressed pleasure, listening, and interest. These activities
nourish a child's growing sense of self, just as food nourishes a child's growing body.


Finally, parents need patience, flexibility, and to be goal-oriented -- personal sources of
support -- and they must command an ability to extract pleasure from their encounters with
children. We don't remind ourselves of those parental positives often enough, refocusing here
could be useful in practice and policy arenas.


Positive programmes for parents are guided by beliefs in the consummate role of families
in rearing their own children and the importance of family participation in defining its own
priorities and identifying appropriate intervention strategies. Even when extrafamilial services
are needed, if benefits to the child are to be maintained, people at home must take part. In other
words, parental involvement remains the indispensable ingredient for sustaining the
accomplishments of extrafamilial childhood education programmes. The responsibility for
determining the child's best interests rests first and foremost with parents. Therefore, the
doctrine of parental rights remains a fundamental premise of parent education efforts.


In this regard, it is reasonable to ask: How well is society faring? Almost two in five
parents (37% in the Zero-to-Three survey) say that one of the chief reasons they need to improve
as parents is that they do not spend as much quality time with their children as they would like to.
Parents typically complain that they have too many balls in the air already: working, errands,
multiple commitments. Parenting is our cheapest and best resource for ensuring viable children
and a viable future for our children. This is not to trivialize the daunting problems that parents
face: In the 1940s and 1950s chewing gum and talking out of turn were the classroom problems
listed by teachers as most prominent; today drug abuse and violence -- as far as Pearl, Peducah,
Edinbiro, and Jonesboro -- top their list.


Moreover, families are best served when they are helped to enhance their own skills,
rather than when decisions are made and solutions implemented for them. Families are complex
social systems marked by strong forms of interdependence among all members and by a
kaleidoscopic redistribution of forces associated with responsibilities and functions of those
family members through time. Interdependence means that to understand the responsibilities
and functions of any one family member, we also need to recognize the complementary
responsibilities and functions of other family members. Mothers, fathers, and children (as well
as other interested parties) influence each other both directly and indirectly. When one member
of the family changes, all members of the family are potentially affected. Beyond the nucleus,
all families are also embedded in, influence, and are themselves affected by larger social systems.
These include both formal and informal support systems, extended families, community ties with
friends and neighbors, work sites, social, educational, and medical institutions, as well as the
culture at large. Redistribution of forces means that parents and children change in their persons
and positions. Moreover, on the transaction principle, we need to recall that each influences the
other, so that elements of who we were yesterday, who we are today, and who we will be
tomorrow are in constant transformation.


To fathom the nature of parenthood and parent-child relationships within families,
therefore, requires of us a multivariate and dynamic stance. It is, unfortunately, only by taking
multiple circumstances into consideration simultaneously that we can appreciate individual,
dyadic, and family level aspects within the family and reflect the embeddedness of the family
within its many relevant extrafamilial systems. The dynamic aspect involves the different
developmental trajectories of individuals in the family. Parenting a child is akin to trying to "hit
a moving target", the everchanging child developing in fits and starts at his or her own pace.
Parents and children stimulate and provide feedback to one another. In order to maintain
appropriate influence and guidance, parents must effectively adjust their interactions, cognitions,
emotions, affections, and strategies for exerting influence to the age-graded activities, abilities,
and experiences of children. The multiple pathways and dynamics of parenting and child
development present us with the really quite "messy" facts of life, and it makes everyone's job
harder: researchers have to develop new paradigms and research methdologies to accommodate
this chaos; similarly, the use of this perspective in the development and implementation of
parenting programs as well as policy development is problematic. Yet, out of all this complexity
and chaos, we could potentially understand more about the reality of families and children and
parenting. It is no wonder, however, that children do not come with an Operating Manual; it
would have to be as encyclopedic as life itself.


The costs of inadequate parenting and failures to address problems in family life are high.
Children lacking appropriate care are exposed more frequently to illness, poor nutrition, stress,
and unstimulating environments. Children need to receive deep psychological messages about
how special and precious each one is. Just feeding and clothing a child will not produce the kind
of person who will nurture well in the next generation. The long-term costs can be measured in
terms of school drop-out, unemployment, delinquency, and the intergenerational perpetuation of
poverty and low self-esteem.




Conclusion


... in the Universal Declaration of Human Rights, the United Nations has proclaimed that
childhood is entitled to special care and assistance ...


Preamble

Convention on the Rights of the Child



Parents intend much in their interactions with their children: They promote their children's
mental development through the structures they create and the meanings they place on those
structures -- and they foster their children's emotional regulation, development of self, and social
sensitivities and participation in meaningful relationships and experiences outside of the family -- through the models they portray and the values they display. As children move out of the nest,
parenthood ultimately means having facilitated a child's self-confidence, capacity for intimacy,
achievement motivation, pleasure in play and work, friendships with peers, and continuing
academic success and fulfillment.


Within-family experiences exercise a major impact during the early years of life. The
nuclear family triad of mother, father, child constitutes the crucible in which children initially
grow and develop. A full understanding of what it means to parent a child, however, depends on
the ecology in which that parenting takes place. Family constitution, context, social class, and
cultural variation also affect patterns of childrearing and exert salient influences on the ways in
which young children are reared and what is expected of them as they grow. These early
relationships all ensure that the "parenting" which children experience is rich and multifaceted.
Parenting is immensely time consuming and effortful. In parenting, we sometimes don't know
what to do, but we can find out; sometimes, we do know what to do, but still don't get into the
trenches and do it. On the other side, the characteristics developed and acquired in childhood are
formative and fundamental, in the sense that they endure, or at least constitute features that later
developments or experiences in maturity build on or modify. Of course, human development is
too subtle, dynamic, and intricate to assert that parenthood alone determines the course and
outcome of ontogeny; stature in adulthood is shaped by the actions of individuals themselves,
and by experiences that take place after childhood. Parenthood does not fix the route or
terminus of the child's development. But it makes sense that effects have causes -- and that the
start exerts an impact on the end. Hence, the enormous implications and enduring significance
... and reason to refocus on parenthood.
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The Bowlby/Ainsworth approach to describing and interpreting early mother-infant interactions and emergent relationships was proposed as a broad-band characterization of personality and social development (Ainsworth, 1969, 1973; Bowlby, 1973, 1982, 1980;1988; Sroufe, 1986; Waters & Sroufe, 1983). This perspective is distinguished from most psychodynamic and social learning perspectives on social and personality development by its dual emphasis on the of the child's personality and emotional/social adaptation in the context of ongoing interpersonal relationships and on the organizing influences of a behavioral system shaped by the forces of natural selection to promote proximity, contact, and interaction between the human infant and its caregiver(s) (Bowlby, 1982; Waters, Posada, Kondo-Ikemura, & Richters, 1990). The operation of this behavioral system in the context of ongoing interpersonal relationships is described in terms of the "secure-base phenomenon" (e.g., Ainsworth, 1967; Waters, Vaughn, Posada, & Kondo-Ikemura, 1995). That is, as the relationship is consolidated the child uses the caregiver as a base of exploration, and is confident that assistance, nurturance, and protection will be available if and when needed.


The attachment perspective has proven extremely generative in the sense that it has provided the conceptual tools to advance understandings about personality growth and change across a wide range of ages and populations (e.g., Ainsworth, 1967; Ainsworth, Blehar, Waters, & Wall, 1978; Grossmann & Grossmann, 1993; Kobak, Ferenz-Gillies, Everhart, & Seabrook, 1994; Oppenheim & Waters, 1995; Papini & Roggman, 1993; Posada, Gao, et al., 1995; Urban, Carlson, Egeland, & Sroufe, 1991; Waters et al., 1990). However, most empirical research involving attachment has been focused on intrapersonal growth and adaptation (or maladaptation) and not particularly on the interpersonal adaptations and consequences contingent on the successful negotiation of secure attachment relationships.


When interpersonal adaptation is explored (e.g., Arend, Gove, & Sroufe, 1979; Booth, Rose-Krasnor, MacKinnon, & Rubin, 1994; Kavesh, 1992; LaFreniere & Sroufe, 1985; Suess, Grossmann, & Sroufe, 1992; Youngblade, Park, Belsky, 1993), most researchers have adopted a prospective research design with assessments of attachment security collected prior to assessments of interpersonal adjustment (see Park & Waters, 1989 for an exception to this generalization). The results of these investigations indicate that co-construction of a secure attachment during infancy is predictive of positive interpersonal adaptations with peers and with adults during early and middle childhood. These studies do not, however, consider the contribution of concurrent parent-child relationships vis-á-vis attachment to present interpersonal functioning with peers or adults. Consequently, the patterns of empirical results seem to suggest that features of relationships constructed by infants and their caregivers lead to outcomes for children and adults that are independent of the nature and content of later caregiver-child relationships.


Although this interpretation may seem to follow from the existing data and has led to critiques of the attachment position (see Fox, 1995 for a recent example), attachment theory does not rigidly require early attachments to determine later outcomes. Indeed, Bowlby (e.g., 1973, 1982) argued that the secure-base relationship and its resulting mental models are under construction well into childhood and that the mental representation of the parent-child attachment used by a six- to seven-year-old would reflect both continuities and changes in the caregiving history of the child. When the caregiving environment shows continuity from infancy, then assessments made during infancy should yield strong associations with current adaptations. But, when caregiving environments are discontinuous from infancy, current features of the attachment relationship should be more strongly associated with social adaptation than features of the attachment relationship from infancy.


One reason for the failure of researchers to examine the concurrent associations between parent-child attachment and social adaptations with peers and adults during childhood has been the lack of widely accepted measures of attachment for children beyond infancy. In the past decade, this problem has been identified and attempts to design such measures have been largely successful (e.g., Cassidy, Marvin, et al., 1992; Greenberg, Cicchetti, & Cummings, 1990; Waters, 1987; Waters & Deane, 1985; Waters et al., 1995). It is now generally accepted that individual differences in the organization of secure-base behavior (i.e., attachment security) can be assessed both from "emergency" behavior observed during separations in a laboratory setting and from "ordinary" behavior observed at home with the caregiver (see, however, Posada, Cassidy, Marvin, Silverman, & Waters for a discussion of differences in the interpretations of data from these different assessments). It is now feasible to examine concurrent associations between the organization of secure-base behavior with attachment figures and aspects of social adaptations with non-attachment figures (e.g., peers, adults) in the child's broader network of social relationships. The purpose of this report is to describe just such a study.


The data for this report come from a much larger study of the supports for social competence with peers in the lives of preschool children attending Head Start programs in the State of Alabama. Because the vast majority of the children served in these programs are African-American, a population remarkably understudied by attachment researchers, these data are of special interest. The larger study relied on direct observations of child behavior in the classrooms and on face-to-face sociometric interviews with the children to assess individual differences along a broad "social-competence" dimension. Observed behaviors were summarized using Q-techniques and scores for social competence were derived for each child (see Block & Block, 1980; Waters, Noyes, Vaughn, & Ricks, 1985). Additional observations were used to estimate the frequency and rate at which children received visual attention from peers. This measure of attention structure has been established as a valid indicator of social competence in previous research (Vaughn & Martino, 1988; Vaughn & Waters, 1981; Waters, Garber, Gomal, & Vaughn, 1983). Data from the larger sample in this study indicated that these three sources of information can be characterized in terms of a hierarchically organized factorial construct relating each of the three assessment procedures. For the purposes of this report, we consider scores for both the higher-order "social competence" construct and for the three sub-factors that make up the facets of this construct.


Our larger study relies heavily on naturalistic observations in the classroom and on summaries of these observational data using Q-sort techniques. To parallel this assessment strategy in the evaluations of individual differences along the attachment security dimension, we chose to observe children at home with their mothers and to summarize these observations using the Attachment Q-sort (AQS) (Waters, 1987; Waters, et al., 1995). This instrument has been used widely and has been validated as an index of attachment security against a range of relevant criteria (see Vereijken & van Ijzendoorn). To our knowledge, this is the first report on the organization of secure-base behavior in a sample of African-American children of preschool age using the AQS. Consequently, we examine features of the attachment Q-set at a finer level than might otherwise be the case for a majority sample. That is, in addition to the general hypotheses concerning associations between the attachment security score derived from the Q-sort descriptions of the child's behavior at home and prosocial behaviors with peers in the classroom, we also consider the individual item-level correlates of both attachment security and social competence with peers. These item-correlates provide a more detailed picture of the organization of secure-base behavior for these children and afford opportunities to speculate about which aspects of behavior supporting the child's attachment to mother are also supporting competent interactions with peers.





Method



Subjects


Sixty-nine, low-income African American mothers and their preschool children (26 girls, 43 boys) participated in this study. Mother-child pairs were recruited from 5 Head Start sites (5 four year-old classrooms and 6 three year-old classrooms) located in central Alabama. Class sizes ranged from 18 to 22 and the child participation rates across classrooms ranged from 75% to 100% (total N for 11 classrooms = 216, of whom 191 had complete classroom data). Children's ages ranged from 36-48 months of age at the beginning of the Head Start year. Maternal ages ranged from 17 to 32 years at the time they were observed with their child (M=21.3).	Over 85% of these mothers were single parents with at least one additional child residing in the home.





Procedure


This study was conducted as part of a larger project designed to examine the social ecologies of Head Start children and their families (Vaughn & Bradbard, 1992). Data obtained from the larger study included classroom-based assessments of social competence with peers derived from direct observation of behavior and from sociometric interviews. Data for the children with complete classroom assessments (N = 191) were used to derive composite "social competence" scores (Bost, 1995; Vaughn, Bost, Cielinski, Newell, & Bradbard, 1993) and it is to this social competence composite that we refer in the primary analyses reported here. Classroom data pertaining to social competence were collected by teams of trained graduate and undergraduate students, each team working independently on a separate aspect of the assessment battery. An additional team of observers independently conducted two-hour home observations designed to assess the quality of the mother-child relationship as indexed by the AQS security score (Vaughn & Waters, 1990; Waters & Deane, 1985; Waters, Posada, Kondo-Ikemura, & Richters, 1990) for the 69 children included in this report.





Measures



Attachment.


 In order to assess attachment security, the Water's Attachment Behavior Q-Sort (AQS) was used (Vaughn & Waters, 1990; Waters, 1987; Waters & Deane, 1985). This measure consists of 90 items designed to describe children's behaviors observed during periods of interaction with primary caregivers. Items were specifically developed to provide a comprehensive characterization of the use of the parent as a secure base (i.e., the balance between proximity seeking and exploration behaviors). The AQS was completed after a two-hour home visit conducted by two well-trained observers. The observations took place in the natural family context, such that all household residents (e.g., siblings) were typically present during the observation period.


The task of the observers was to arrange the items in nine piles from those that were "least descriptive" to those that were "most descriptive" of the target child using a forced-distribution format (i.e., 4, 6, 10, 15, 20, 15, 10, 6, 4). Interobserver agreement for the total sample averaged .79 with a range of .52 to .89. Item scores for each child were then averaged across the two observers' sorts. Security and dependency composite scores were then derived by computing a Q-correlation between the averaged sorts for each child and a standard criterion sort for the "most secure" child (see Waters, 1987). Security scores for the entire sample averaged .33 ranging from -.38 to .66 (SD = .25).







Classroom Measures of Social Competence



Q-sorting measures and procedure.


Two Q-sorting item sets were used in order to assess classroom-based social competence: The 100-item California Child Q-set (Block & Block, 1980) and Bronson's revision of Baumrind's (1967) CQ-set (72-items). Two observers spent a minimum of 20 hours in each classroom, taking detailed notes of behaviors relevant to the Q-set items. Observers then assigned scores to each item in the Q-sample by sorting the items into nine categories that ranged from those "least descriptive" to those "most descriptive" of the target child. The distribution of items were rectangular such that the CCQ and CQ distributions were 11,11,11,11,12,11,11,11,11 and 8,8,8,8,8,8,8,8,8 respectively. The higher category placement (i.e., pile 1-9) indicated greater salience of the item for the subject.


Scores for each of the two sorts were computed for each child by calculating a Q-correlation between the observed sorts and a standard criterion sort of "social competence" derived from expert judges (Block & Block, 1980; Waters, Noyes, Vaughn & Ricks, 1985). Thus, each child received two scores for social competence: one derived from the 100 item Q-set and one from the 72 item Q-set. Analyses revealed a high degree of association between composite scores of social competence derived from the two sorts (ṟ = .59, ꝑ < .001). The magnitude of this correlation was anticipated since both sorts are presumed to reflect the "social competence" construct.





Sociometric interviews.


Peer acceptance and liking was assessed by using a standard picture nominations procedure (Asher, Singleton, Tinsley, & Hymel, 1979; McCandless & Marshall, 1957) and a paired comparisons procedure (see Koch, 1933; Vaughn & Waters, 1981). For the nomination task, each participating child was shown photographs of all classmates and be asked to identify each child by name. After identifying all children correctly, the child was asked to name three classmates whom he/she especially "liked to play with" and three classmates whom he/she did not especially "like to play with." The photos of each preferred and non-preferred playmate were turned faced down and recorded.


For the paired comparisons procedure, each child was presented with the array of photos for familiarization. In this task, each child made a positive judgment (i.e., "who would you prefer to play with") for all possible pairs of classmates presented. Each pair of children (i.e., classmates) were presented one at a time with photos being placed an equal number of times on the right and left hand sides of the stimulus cards. The judgment from each pair of photos was recorded for all possible pairs of photos. Studies using this procedure have suggested that paired comparison scores are very stable over periods as long as 5 months (Vaughn & Waters, 1981) and, in the present sample, average paired comparison scores were significantly correlated with average positive nomination scores (ṟ = .40, ꝑ < .01).





Visual regard.


All children from participating classrooms were assessed with respect to the amount and rate of visual attention received from peers in the classroom. To evaluate visual regard, a target child was observed for a 6-sec. interval and all recipients of visual attention were recorded. Two to four observers worked independently watching the children during daily classroom routines for a total of 180-210 observations per child. Indices reflecting visual regard for a given classroom were derived from the complete matrix of looks and glances received across all children in the classroom. Two composite scores were created for each child: (1) the total number of looks received from classmates and (2) the rate of visual attention received (calculated by dividing the total visual regard score by the number of rounds of observations actually present). Reliability was assessed by determining whether the rate of visual attention received by a particular child during one set of observations was correlated with the rate of visual attention received during a second set of observations. Correlations ranged from .20 to .86 with a median of .70.







Data Analysis and Reduction


Data analyses proceeded in two waves beginning with a molar presentation of the relations between security and competence and then turning to a more molecular analysis of specific item correlates. In so doing, correlations were first computed between AQS security score and the composite social competence score derived from a principal components analysis of the classroom assessments. Next, we calculated correlations between the AQS security score and the three sets of factors making up the "social competence" score. This was carried out in order to examine the relative strength of the correlations as well as differential relations between security and the different assessments of social competence. To reduce redundancy in the presentation of outcome measures, a composite of the two Q-sorts (i.e., CCQ and CQ) was computed by first making r to z transformations and then summing the two scores. This resulted in a single Q-sort composite score reflecting social competence (QCOMP). Likewise, a composite was created for the two sociometric acceptance scores (paired comparison and three-choice nominations). Similarly, a composite score derived from the standardized values of the visual regard total received and rate received scores was calculated. These three composites serve as indicators for the "first-order" factors revealed in Bost's (1995) analysis of social competence as a hierarchically organized dimension.


In the second wave of data analysis, item correlates of security and a composite score of social competence were computed in order to determine salient behaviors relevant to secure base and competent behavior for these preschool children. The index of social competence was derived by computing a principal components factor analysis using indices from sociometric (i.e., average paired comparison and nomination scores), Q-sort (CQ and CCQ social competence scores) and visual regard (total looks received and average rate of visual attention received) measures. Values for the first (unrotated) factor were used as a single score reflecting social competence for each child (for a detailed discussion of the factor structure of social competence as a higher-order construct and derivation of factor scores, see Vaughn, Bost, Newell, Cielinski, & Bradbard, 1993).







Results



Attachment Security as a Support for Social Competence with Peers


The correlation between children's AQS security score and the Social Competence composite score derived from the principal components analysis (Bost, 1995) was positive and significant (ṟ (68) = .33, ꝑ < .01). Subsequent analyses revealed that each of the social competence indices (i.e., Q-sorts, visual regard, sociometric assessments) was positively correlated with AQS attachment security. Correlations between attachment security and Q-sort descriptions of social competence (ṟ = .37, ꝑ < .01) and visual attention received from peers (ṟ= .25, ꝑ < .05) reached the conventional level of significance. The association between security and a composite created by averaging the standard scores for the paired-comparisons and the nominations sociometric assessments did not reach significance (ṟ = .18, ns). These findings are consistent with expectations based on previous studies (e.g., Arend et al., 1979; Wheeler & Seifer) in that secure-base behavior with mother predicted behavioral assessments of competence with peers. It is interesting to note here that the weakest association obtained was between security and sociometric acceptance because sociometric measures are very frequently used as proxies for the broader "social competence" construct. We return to the possible implications of this finding in the discussion.





AQS Item Correlates of Security and Social Competence


The associations between the organization of secure-base behavior with the mother as summarized by the AQS score for security and peer social competence indicators support the hypothesis that the attachment relationship is a key element in interpersonal adjustment. However, the details of these relations remain obscure. That is to say, it is not clear from the correlations of summary scores whether or not specific aspects or features of secure-base behavior account for the obtained relations. In this section, we present the AQS item correlates of the AQS security score and of the social competence composite derived from the principal components analysis of the classroom assessments reported by Bost (1995). These analyses identify those elements of secure-base behavior that are critical to both attachment security and to peer competence (see Table 1). Also presented in Table 1 are items found to be significant correlates of peer social competence that were not also correlates of attachment security.



Table 1: Item Correlates of Security and Composite Social Competence Scores

	AQS ITEM NUMBER AND DESCRIPTION
	Attachment Security
	Social Competence



	21. Child keeps track of mother's location around the house
	.74***
	.35**



	36. Child clearly shows a pattern of using mother as secure base
	.70***
	.50***



	62. When child is in a happy mood, he/she likely to stay that way
	.65***
	.20



	83. When child is bored, he/she goes to mother for something to do
	.63***
	.13



	 9. Child is lighthearted and playful most of the time
	.62***
	.25*



	87. If mother laughs or approves, child repeats it again and again
	.58***
	.35**



	11. Child often hugs or cuddles against mother without her inviting
	.57***
	.10



	66. Child easily grows fond of adults who visit and are friendly
	.57***
	.24*



	44. Child asks for and enjoys having mother hold, hug, and cuddle
	.57***
	.12



	28. Child enjoys relaxing in mothers lap
	.54***
	.18



	78. Child enjoys being hugged and held by people other than parent
	.53***
	.25*



	90. If mother moves very far, child follows along and plays in area
	.52***
	.21



	 7. Child laughs and smiles easily with a lot of different people
	.52***
	.21



	89. Child's facial expressions are clear and strong when playing
	.51***
	.24*



	15. Child is willing to talk to new people show toys if mother asks
	.49***
	.34**



	14. When child finds something new to play with shows to mom
	.49***
	.35**



	18. Child follows mother's suggestions readily
	.48***
	.18



	70. Child quickly greets mom with a big smile when she enters room
	.47***
	.16



	43. Child stays closer to mother or returns more often than keeping track
	.46***
	.22



	 1. Child readily shares with mom or lets her hold things
	.44***
	.20



	67. When family has visitors, child wants them to pay attention to him
	.41***
	.26*



	19. When mother tells child to bring something, he or she obeys
	.37***
	.05



	32. When mother says "no" or punishes, child stops misbehaving
	.36**
	.21



	64. Child enjoys climbing all over mother when they play
	.31**
	-.05



	12. Child quickly gets used to people or things that made him/her shy
	 .31**
	.15



	48. Child readily lets new adults hold things, if they ask
	.31**
	.18



	 5. Child is more interested in people than in things
	.26*
	.04



	27. Child laughs when mother teases him/her
	.23 *
	.04



	75. At home, child gets upset or cries when mother walks out of room
	-.23*
	.13



	82. Child spends most of play time with a few favorite toys
	-.23*
	-.23*



	35. Child is independent of mother, prefers to play on own
	-.23*
	-.02



	26. Child cries when mother leaves him/her at home with babysitter
	-.26*
	-.13



	20. Child ignores most bumps, falls or startles
	-.33**
	-.04



	88. When something upsets the child, he stays where he is and cries
	-.42***
	-.22



	76. When given a choice, child would rather play with toys than adults
	-.43***
	-.11



	69. Rarely asks mother for help
	-.43***
	-.42***



	50. Child's initial reaction when adults visit the home is to ignore them
	-.44***
	-.20



	29. At times, child attends so deeply to something doesn't hear what
	-.50***
	-.32**



	52. Child has trouble handling small objects or putting them together
	-.51***
	-.43***



	61. Plays roughly with mother. Bumps, scratches, or bites during play
	-.52***
	-.03



	39. Child is often serious or businesslike when playing away from mom
	-.53***
	-.28*



	30. Child easily becomes angry with toys
	-.54***
	-.10



	17. Child quickly loses interest in new adults if they annoy him/her
	-.55***
	-.15



	58. Child largely ignores adults who visit the home
	-.55***
	-.31**



	65. Child is easily upset when mother makes him change activities
	-.56***
	-.28*



	56. Child becomes shy or loses interest when activity is difficult
	-.56***
	-.37**



	79. Child easily becomes angry at mother
	-.61***
	-.09





As shown in Table 1, 55 AQS items were found to be significant correlates of security (28 signed positively and 27 signed negatively) and 21 of these items were found to be significant correlates (and in the same direction) of peer social competence as well. As should be expected, AQS correlates of security cover the full range of content represented in the AQS, especially items that refer to the organization of secure-base behavior and items describing affective aspects of mother-child interaction (e.g., child keeps track of mother's location around the house; child clearly shows a pattern of using mother as secure base; if mother laughs or approves, child repeats activity over and over again; if mother moves very far, child follows along and plays in area where she has moved; child asks for and enjoys having mother hold, hug, and cuddle; child follows mother's suggestions readily; child quickly greets mom with big smile when she enters the room, etc.). Other item-correlates of security are suggestive of a pervasive positive mood and a positive orientation to non-family adults (the observers). Negative correlates of security included items indicative of negative mood, especially in the context of interactions with mother (e.g., when child returns to mother after playing, is sometimes fussy; child is demanding and impatient with mother) and extreme independence from mother (e.g., child is easy to lose track of when playing out of sight; when child finishes with activity, finds something to do on own, without returning to mother).


 The AQS item-correlates of social competence with peers that overlap the correlates of security emphasize secure-base behavior, positive mood, and orientation to new adults (e.g., child shows pattern of using mother as secure base; child is lighthearted and playful most of the time; child enjoys being hugged and held by people other than parent; when family has visitors, child wants their attention). Negative item-correlates emphasized competence and persistence descriptors as well (e.g., child has trouble handling small objects; child becomes shy or loses interest if activity becomes difficult). Five additional item-correlates of social competence were not shared with security. These items seem to emphasize sociability and dependence (e.g., child wants to be center of attention; if visitors laugh or approve, child repeats activities again and again; even before trying things himself, child tries to get someone to help).


As might be expected, the AQS item-correlates of security tended to be those items salient to the criterion definition of the security construct (Waters et al., 1995) (i.e., placements in the criterion sorts above 6 and below 4). Although not a specific focus of this project, it is of interest to identify items salient in the criterion definition of attachment security that were not correlates of security in this sample. These are presented in Table 2.


[ Table 2 ]


For the most part, items in this group have mean placements near the center of the distribution for this sample (e.g., if held in mother's arms, child stops crying; child uses mother's facial expressions as cue; when upset about mother's leaving, sits and cries--does not attempt to follow), with narrow ranges of placements. This indicates that behavioral transactions relevant to these items were not usually observed in the sample; very likely due to the relatively advanced ages of the children. The single exception to this generalization refers to the child's ability to understand requests and statements by the mother. This was universally characteristic for these children and the item was placed relatively highly (mean = 6.75) for all children. Thus, while the item contributed to the level of security for all children in the sample, its placement could not contribute to individual differences among children in the sample. We return to these issues below in the discussion.







Discussion


The purposes of this report were to (1) examine the relations between preschool children's attachment security as indexed by the AQS and concurrent assessments of their social competencies among peers and (2) identify and discuss specific aspects of behaviors relevant to the preschooler's organization of secure-base behavior and his/her peer competence at the item level of analysis. These goals were carried out in a sample of low-income, African-American children attending Head Start and by assessing multiple dimensions of the social competence construct.


Global associations between attachment security and social competence indicated that the AQS security score was positively and significantly correlated with weighted, higher-order factor scores for social competence derived from the principal components analysis involving the three measurement domains (i.e., sociometrics, Q-sorts, visual regard). Furthermore, correlations between security and the three subfactors of social competence revealed that those children characterized as more secure received higher social competence Q-sort scores and were more frequently targets for peers' visual attention than were their less secure counterparts. Taken together, these findings add to a growing body of literature relating AQS descriptions of security to social competence for preschool-age children (e.g., Wheeler & Seifer), and extend current attachment research by documenting these associations in a low-income minority sample. Consistent with Bowlby's (1980, 1988) arguments regarding the ongoing co-construction of mental models and the broad-band implications of attachment for personality and social development (Waters & Sroufe, 1983), the findings also provide empirical evidence linking current aspects of preschool children's organization of secure-base behavior to their interpersonal functioning and adaptation with peers outside the familial domain.


Although the AQS security score was found to be a significant correlate of Q-sort descriptions of social competence and visual attention received from peers, the association between security and sociometric scores did not reach significance. This finding is of special importance since developmental and clinical researchers have frequently employed of a range of related but not isomorphic measures to study social competence (e.g., competence-relevant behavior observations, sociometric assessments, ratings on attributes and behavioral categories by adults and peers, etc.), and since children's social competence is oftentimes characterized using sociometric peer liking and acceptance measures alone (Parker & Asher, 1987). Our results suggest that peer acceptance measures for preschool children may not overlap significantly with those aspects of social competence indexed by the Q-sorts and visual regard measures that are related to attachment security. Indeed, data from our larger project indicated that sociometric measures were less systematically related to external variables, even when numerous variables (in addition to attachment security) reflecting aspects of these children's social ecologies were examined (e.g., Bost, Washington, & Vaughn, 1995). More systematic and multi-method research is needed to determine whether these differential relations represent important demarcations in the influences of attachment on socioemotional functioning (see Arend et al., 1979; Wheeler & Seifer), or whether the use of sociometric measures with 3 and 4 year-old children to index social competence should be called into question for low income, African-American samples.


In addition to examining global relations between security and measures of social competence, our goal was to also conduct a more micro analysis of these relations by examining AQS item-correlates of security and social competence. Results of these analyses were encouraging in that they yielded coherent relations between a wide-range of AQS items and children's security and competence scores with respect to each item's relative salience in the security criterion sort (see Waters et al., in press). Specifically, 89% of the significant item correlates of security and 69% of social competence were shown to be consistent with AQS item placements for security. Moreover, 21 items were found to support both children's organization of secure-base behavior and their social adaptation in the peer context. Thus, not only did expected associations emerge between the full range of content of AQS items and security scores, many of these items were also found to be significant correlates of social competence as well. These findings, in turn, highlight the continued importance of the attachment relationship as a contributor to interpersonal functioning beyond infancy (Ainsworth, 1990; Cicchetti et al., 1990).


This finer level of analysis also allowed for a more detailed examination of specific behaviors that were found to support children's prosocial interactions with peers but not security as well as of those behaviors that were not frequently observed in this age-group but presumed to reflect (or not reflect) secure base behavior. In regard to the former, five items were shown to be significant correlates of social competence but not security . When the content of these items was examined, the significant associations with social competence were interpretable when the children's ages are taken into consideration. In fact, the two significant positive correlates of social competence tended to be behaviors characterizing both social interactions directed toward observers (e.g., "when visitors laugh or approve of something, child repeats again and again") and attempts by the child to initiate conversation with the caregiver (i.e., "child wants to be center of mother's attention"). In contrast, the significant negative correlates of social competence were behaviors that appeared to direct the child's attention away from the caregiver (i.e., "child is strongly attracted to new activities and toys") or which suggest dependent behavior for preschool children (i.e., "even before trying things him/herself, child tries to get someone to help"). Given this information, it becomes more easily understood as to why these particular behaviors were shown to be associated with children's socially skilled behaviors with peers.


In addition to the above findings, interesting results emerged when we identified those items that proved not to be significant correlates of security but were either especially high or low in their placement in the security criterion sort. Upon examination of the means and distributions of these items, it became apparent that this group of items was placed toward the center of the sort and had narrow ranges indicating that the behaviors were infrequently seen in this sample of children. A single exception was the item "when mother asks child to do something, he/she readily understands." This particular item was found to be placed relatively high for all children and may reflect preschoolers' advancements in cognitive and linguistic abilities. Nevertheless, the restricted variance was shown to hinder its contribution to individual differences in security when the sample as a whole was considered.


Of further interest were items such as "child will accept being bounced around in play" and "if held in mother's arms, child stops crying." Although these items are included in the Q-set as indicators of attachment security, it was rare that mothers in this sample were observed to pick up or hold their children. This may be because the home observations were conducted in the natural family context where younger siblings were often present during observation periods. As such, these types of behaviors were typically directed toward the youngest sibling rather than the older preschool child. Although this could be viewed as a potential confound in that the preferred use of the AQS is with the caregiver and target child alone, the use of the AQS in naturally occurring family situations and its demonstrated associations with children's peer competence in this study supports the flexibility and ecological validity of this measure.


Taken together, results of the item analyses have several important implications for the study of preschool attachment. First, these data suggest that AQS characterizations of preschool attachment security that have been evaluated primarily in non-minority populations are also structured in predictable and anticipated ways for minority preschool children. This highlights the comprehensive scope of the AQS, and adds to the systematic examination of the nature and content of parent-child relationships for young, minority children. Second, the findings emphasize specific behaviors that were not frequently observed in this sample of preschool children, but are especially salient or not salient in the definition of the security construct. Future research conducted with diverse populations will help to determine the extent to which these particular items are relevant for describing preschool attachment behaviors.


The discussion thus far has primarily focused on specific behaviors that were shown to be descriptive or not descriptive of the preschooler's organization of secure base behavior. This detailed examination was felt necessary considering the sample under study and important for identifying key attachment behaviors for this age-group of children. However, the overall coherence of the results at the item level of analysis and the more global relations found between security and social competence should not be de-emphasized or overlooked. Indeed, perhaps the most important implication of these findings is that even when considering the items shown to be irrelevant to secure base behavior in this sample, the comprehensive range of behaviors included in the AQS was sufficient to capture many behaviors along the security continuum for these preschool-age children. More importantly, variability in these security scores was shown to be related to individual differences in children's social competencies among peers. The data reported here can only add to the existing empirical evidence (e.g., Howes & Hamilton, 1992; Waters et al., 1990; Waters et al., in press) highlighting the value of the AQS in characterizing secure base phenomenon across a wide-range of contexts and age-groups.
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During the 1970s a new father ideal began to take hold in the popular press and the
professional literature on families, fueled in part by mothers' growing participation in the paid
labor force and the impact of feminist perspectives on gender roles (Benokraitis, 1985; LaRossa,
1988). Fathers who served as trailblazers of this "new father" image participated in childbirth
classes, were present at their children's birth, and played a very active role in infant and child
care (Pleck, 1987).


The shift in the popular and professional conception of fathering did not lead a majority
of couples to engage in genuinely shared parenting (e.g. Darling-Fisher & Tiedje, 1990).
Mothers still do a greater proportion of child care and are more likely to assume the role of
"managerial" than fathers (e.g. Parke, Burks, Carson, Neville, & Boyum, 1994; Coltrane, 1995).
Nevertheless, fathers' contribution to childcare did increase significantly in households where
both partners were employed in the paid workforce (e.g. Barnett and Baruch, 1988). Moreover,
as reported by Bretherton, Lambert and Golby (1995), many "new" fathers tend to see
themselves as more involved, more affectionate and caring than their own fathers whose primary
role had been that of breadwinner. Instead, these fathers model much of their own childrearing
practices after their mothers.


Paradoxically, during the very period when studies of married families began to report
greater father participation in caring for children, studies of postdivorce families--instigated by
the steep rise in marital break-ups--expressed concern about the phenomenon of the "fading" or
"vanishing" father. For example, drawing on data from the 1987 National Survey of Households
and Families, Seltzer (1991 a,b) found that weekly father-child contact occurred in only 25% of
the postdivorce families with children. Sixty percent of divorced fathers only had contact with
their children a few times per year, while 30% had no contact at all. Fewer than 33% of
postdivorce parents mentioned discussion of coparenting issues during the preceding 12 month
period, and--in line with this finding--the percentage of fathers reported to have a great deal of
influence on important child rearing decisions was quite small (17%).


More recent studies suggest that the new father ideal may be catching up with postdivorce
families with regular father contact on a noticeable rise (e.g., Maccoby and Mnookin, 1992).
Factors accounting for this phenomenon may be fathers' insistence on the right to have a
continuing relationship with their children, coupled with stronger enforcement of child support
laws (Arendell, 1995). Also influential were widely reported findings by Wallerstein and
Blakeslee (1989) demonstrating the continued importance of divorced fathers for adolescent
children, even when contact prior to adolescence had been tenuous or nonexistent.


What has not been sufficiently acknowledged is that an increase of father participation in
postdivorce parenting of necessity requires a higher level of interaction between divorced parents
than had been the case when fathers were more disengaged. Little is known about how families
handle this shift in coparenting. The current study begins to fill this gap by providing quantitative
and qualitative information on maternal and child conceptions about postdivorce coparenting and
child-father relations in families with preschoolers in which most fathers have regular contact
with their children two or more years after the marital break-up.


The study was not initially conceived as one of postdivorce coparenting. Its primary aim
had been to shed light on what protective factors enabled mothers to successfully reorganize and
redefine the parent-child attachment relationship after a divorce. However, the topic of
coparenting with fathers loomed unexpectedly large in mothers' responses to two structured, but
open-ended maternal interviews about postdivorce social support and the mother-child
relationship. Similarly, the continuing psychological importance of the father for preschool
children emerged strongly from their responses to a story completion task, enacted with small
family figures. In previous studies this task predicted the quality of mother-child interactions and
the mother's sensitivity/insight, assessed during an in-depth interview of the parent-child
attachment relationship (Bretherton, Biringen, Ridgeway, Maslin and Sherman, 1989).





Method



Sample.
	

The 71 mothers and children (41 boys, 30 girls between 4.5 and 5 years of age)
who participated in our study were an, on the whole, well-functioning group of individuals, as
gauged by maternal depression scores on the Beck Depression Inventory (Beck, 1976) that were
in the typical range and teachers' or care providers' ratings of the preschoolers' social competence
and behavior problems that deviated little from available normative data (based on Behar &
Stringfield, 1974; Olson, 1985; and Pianta, 1996). The families had been divorced for a
minimum of two years. Mothers were employed or in fulltime education, or a mixture of both.
They were primarily recruited through public court records.






Information about the child's father and the family was provided by the mother via
questionnaires and interviews:



	1. A demographic questionnaire providing education, age and income information.

	2. The Sources of Help Questionnaire (SOHQ) designed by Wan, Landesman-Ramey and
Jaccard (1996) to assess mother's satisfaction with four types of social support (tangible help,
emotional support, companionship, and parenting advice), rated separately for different support
providers. Overall dissatisfaction/satisfaction with each source's help is also rated on an 11-point
scale. ranging from -5 to +5.

	3. The Social Network Interview (SNI), a structured interview adapted from Cochran, Larner,
Riley, Gunnarsson and Henderson (1990) during which the mother generates a list of the
individuals most important to her and provides explanations as to why these individuals are
important and why they might be a source of stress. A question about the child's reaction to
dating. This interview provided much information about the child's father. It also yielded
information about new maternal and paternal noncohabiting and cohabiting partners.

	4. The Parent Attachment Interview devised by Bretherton and Ridgeways (see Bretherton et al,
1989 to assess the mother-child relationship (this interview yielded a lot of spontaneous
discussion of the child'sfather even though only one of the questions pertainedto him).

	5. A "Wrap-Up" interview providing information about maternal satisfaction with custody
arrangements and positive aspects of the divorce.

	6. The Marital Autonomy and Relatedness Inventory (MARI; Schaefer & Edgerton, 1979) filled
out retrospectively, that is, in terms of how the mother remembered the relationship at the time of
permanent separation.

	7. The Beck Depression Inventory (only mentioned tangentially here to indicate that the average
depression score of the mothers included in this study were not particularly high).

	8. The Child Care Arrangement Questionnaire. (Landesman, 1990) which included maternal
ratings of satisfaction with the father's involvement in finding suitable child care (Note 35
mothers gave the father the lowest score of -3).

	9. The Crowne-Marlowe Social Desirability Questionnaire Crowne & Marlowe (1980),
designed to tap the extent to which respondent give positively biased answers as part of a more
comprehensive personality inventory.








Information about the child and the child's view of the family and the father was gathered via:



	1. The Expanded Attachment Story Completion Task(ASCT), consisting of ten story
stems (story beginnings) drawn from the original ASCT, devised by Bretherton and Ridgeway to
elicit young children's attachment representations (see Appendix of Bretherton, Ridgeway and
Cassidy, 1990) and four additional stories taken from the MacArthur Story Stem Battery
(Bretherton, Oppenheim, Buchsbaum & Emde, 1990). In three of these story stems the
protagonist child was faced with a dilemma. In the first, the protagonist child had to choose
between obeying mother and helping a sibling (the story was first used by Buchsbaum and
Emde, 1990). In the second, the choice was between empathic behavior vis-a-vis the mother or
engaging in a pleasurable activity with a friend. In the third the conflict was between solidarity
with a friend or a sibling. One story, concerning the protagonist mother's sadness in response to
the loss of a close relative, was developed by Carolyn Zahn-Waxler (personal communication,
1990).


The original ASCT was correlated with the quality of the child's attachment to the mother
(Bretherton et al, 1990) and with a ratings of maternal sensitivity/insight as assessed in the
course of the Parent Attachment (Oppenheim et al. 1997).


During the ASCT the child is presented with small family figures (a bear family
consisting of mother, father, two siblings of the same gender as the subject, a grandmother, the
family dog and two friends) and appropriate simple props. After acting out and narrating the stem
according to the standard protocol, the male interviewer invited the child to "show me and tell
me what happens next." The warm-up story was designed to acquaint the participating child with
what was expected during the story completion procedure. The ten subsequent stems portrayed
accidental mishaps, pain, fear, separation-reunion, loss, authority, cooperation, empathy and
competence, intended to activate thoughts and feelings about attachment and authority
interactions, as well as moral conflicts. The last story (family activity) was freer in form and was
used principally to create a positive ending to the session for those children who found the task
difficult. The warm-up and wind-down stories were not coded.


The Expanded ASCT was adapted for children of divorce by presenting the parents as
living in two separate houses, symbolized by two small square pieces of felt set up at opposite
ends of the child-sized table at which the task was administered. At the beginning of each story
stem. In one stem the father was presented as the active parent while the mother remained in her
"house." In the remaining stories, the mother was used as the acting parent in the story stem
while the father stood on his "house." However, the children were free to introduce the father
figure into their story completions if they so wished. Caring, authoritative, punitive and
aggressive parental behavior and care-seeking,compliant/disobedient and aggressive child
behavior enacted during the stories were coded, as were portrayals of spousal interactions and
family reunifications.


	2. The Peabody Picture Vocabulary test (PPVT) was administered to the children order
to ascertain the extent to which verbal ability might account for the children's responses to the
story completion task. The PPVT is a nationally standardized comprehension test (Dunn &
Dunn, 1981).










Summary of Findings and Discussion


Several points stood out in the mothers' reports about the child's father: The generally low
esteem in which they held him two or more years after the divorce decree was striking. This was
manifest not only in mothers' very low average ratings of social support from the child's father,
but in the high proportion of mothers who gave him the lowest possible score on the 11-point
SOHQ and the 6 point daycare involvement scale. It was also evident in the preponderance of
mothers' negative over positive remarks about the child's father during the SNI. It was
encouraging, however, that mothers were able to distinguish between their own view of the
child's father and the children's view, seen in the somewhat greater number of positive
evaluations of the father's relationship with the child during the PAI where there was a greater
focus on the child.


Equally striking was the overall consistency of maternal perceptions of the child's father,
as demonstrated by the systematic intercorrelations among almost all father-related maternal
reports, including the retrospective reports about the marriage, current evaluations of
coparenting, the father-child relationship, satisfaction with custody arrangements and father
involvement in day care provision for the child, and fathers' drug/alcohol problems. Given that
the father-related evaluations were not correlated with maternal perceptions of the helpfulness of
other members of her social network, these correlations cannot be attributed to a general
tendency on the part of mothers' tendency to see all others as positive or negative. Finally, a more
negative than positive view of the child's father was related to mothers' comments on positive
aspects of the divorce obtained from the wrap-up interview. That is, many mothers expressed
relief that they did not have to deal with input or control from the child's father anymore, and that
they were closer to the child, more focused on the child, or even that the child was "all mine."
Also of note was the contrast between mothers' generally negative perspective on the child's
father with descriptions of new noncohabiting and cohabiting partners.


Overall, the study reveals a notable discrepancy between mothers' and children's
perspectives on the postdivorce situation. Whereas a minority of the mothers had a fairly positive
coparental relationship with the fathers of their children, and were able to communicate about
coparental issues, negative views were more common, with the mothers who reported their
ex-husbands serious alcohol or drug problems feeling especially negative. The mothers' negative
feelings about the father as a coparent and about father participation in child rearing, though
understandable, are problematic because fathers obviously remained important to the children. In
this study this was evident from the mothers' own reports during the PAI, but also and especially
from children's story completions.


Although boys and girls differed in the frequency with which they enacted particular
story themes, both boys and girls chose to incorporate the father very frequently into their story
completions, even though the story format itself only permitted, but did not encourage this.
Furthermore, many of the children poignantly enacted family and spousal reunifications.


Interestingly and provocatively, girls and boys' parent-child and spousal story themes
were correlated with how the mother evaluated the child's father in questionnaires and
interviews. However, the correlational patterns differed sharply by child gender. For boys,
portrayals of the mother-child relationship as authoritative (reasoned and reasonable verbal
discipline/guidance and child compliance) were related to how positively the mother evaluated
the father's supportiveness, both in the SOHQ, the SNI and the PAI and story completions
depicting negative-hostile interparent relations were negatively correlated with SOHQ- and
SNI-derived maternal assessments of father supportivenes (positively with SNI-derived measure
of father problems). For girls, by contrast, father support was related to portrayals of
mother-child attachment, but many of the father-related correlations were directly opposite to
expectations. That is, when mothers reported more father problems during the SNI and talked
more extensively about low quality fathering during the PAI , girls portrayed the story father as
engaged in more nurturant father-child interactions. Girls portrayed the mother-child relationship
as less authoritative when mothersreported positive coparenting and more authoritative when
mothers reported that communication between her an the child's father was conflicted or
nonexistent, and they enacted a more authoritative father-child relationship when mothers
commented about low quality fathering during the PAI. Post hoc examination of the data showed
that this may be due to some girls in the study who portrayed high levels of positive parent
behavior in conjunction with negativity, an hypothesis that will be examined more closely in
future analyses in which story resolutions rather than themes will be examined. Interestingly,
other data from the study (not included here) suggested that girls' positive story portrayals of
mother-child authority were related not to how she saw the child's father, but how effective she
perceived herself to be in terms of engaging the child's cooperation (Bretherton, Page & Golby,
1997).


Yet, the children's story completions suggest that the father remains important to them
and that they worry about the fact that the family is no longer together. Mothers' interests and
children's interests, then, are somewhat at loggerheads, with many mothers wishing to minimize
their contact with the child's father (though they realize this is not possible) and many children
wanting more accessibility and contact. In addition, gender differences in correlational patterns
between story completions and maternal evaluations of the child's father suggest that boys
positive perception of the father may be fostered by positive parental relations.


The findings raise questions about how divorced parents can be supported in developing
coparental relations that alleviate children's concerns about the parental divorce as much as
possible. Doing so is important both in terms of current relationships and eventual outcome
because studies have shown again and again, that parental discord is detrimental to children's
development (see particularly the meta-analysis by Amato and Keith, 1991a and b). It is for this
reason, that professionals encourage divorcing and divorcedparents to put their differences aside
and act in the best interest of the child.


While this is laudable advice, it is not sufficiently acknowledged that it is quite often
exceedingly difficult to follow it in the context of a failed marital relationship. Not only mothers,
but fathers also tend to have a very negative view of their former spouses as people and parents
(Arendell, 1995). Divorce mediators are attempting to ameliorate this situation by demanding
that divorcing spouses with children take parenting courses. However, more useful might be
information that lead to greater insight into emotional challenges of severing a spousal
relationship while continuing a coparental relationship as well as training in conflict resolution.
more important.


In addition to parent education in relationship and conflict resolution, a different
perspective on the postdivorce family might help. Many fathers (and we suspect, mothers also)
see the father as no longer part of the family. Instead, however, of regarding the postdivorce
family as a broken family that deviates from the two-parent norm, it might be more productive to
view it as a family together by two parental partners who are no longer spouses who coreside.
Given that every second U.S. marriage is likely to end in divorce (Bumpass & Sweet, 1989) and
the importance for children of having access to both of their parents, the enhancement
postdivorce parenting is an issue of the highest priority.
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This chapter consists of three parts that lay the foundation for understanding and improving the present state of parenthood in America. The first part draws on demographic data, mostly from the United States, to identify the principal manifestations and sources of chaos in the lives of families living in economically developed societies. The second part introduces the bioecological model of human development. The third part moves from the model to experimental programs designed to counteract the chaos.


Most of the data, and most of the chaos for that matter, come from the United States. The chaos, however, is contagious, and is spreading to other societies, although as yet in much less violent form. Today's researchers on parenting are paying more attention to analyzing the developmental disarray of children than to the possible scientific bases and strategies for turning it around, and thereby actualizing untapped constructive potentials.



The Growing Chaos


Before we can turn the chaos around, we need to know what it is. In 1996 my Cornell colleagues and I published a volume documenting the marked changes that have taken place over the past four decades in the lives of children and youth growing up in economically-developed nations, particularly in the United States.1


Two main trends reinforce each other over time. The first reveals growing chaos in the lives of children, youth, and families. The second documents the consequences of this trend; namely, progressive decline in the competence and character of successive generations as they move into the 21st century.


Among the most prominent developmental trends are the following:



	1. Over the past two decades, systematic studies based on nationally-representative samples document increasing cynicism and disillusionment among American adolescents and youth manifested in a loss of faith in others, in the basic institutions of their society, and in themselves. For example, over a 12 year period beginning in the 1980s the percentage of U.S. high school seniors agreeing with the statement, "Most people can be trusted" fell by more than half from 35% to 15%.


	2. A complementary theme is increasing self-centeredness and disregard for the needs of others. Consider the change over time in response to the following item: "A man and a woman who decide to have and raise a child out-of-wedlock are 'doing their own thing and not affecting anyone else.'" One wonders what the picture is now.


	3. Ever greater numbers of American youth are becoming perpetrators and victims of crime. The levels for other countries --- Canada, Germany, England, and Japan --- are minimal or non-existent. The homicide rates for males aged 15-24 in the United States tripled from 12/100,000 in 1965 to 35/100,000 in 1990.


	4. More and more youth are spending their formative years in prison.


	5. Overall, rates of teen-age pregnancy and births are continuing to rise, albeit more slowly.


	6. Standardized measures of school achievement have been falling, even for students in the top 10% of the distribution.





These findings also indicate that the rising developmental disarray of children is the product of marked and continuing changes, taking place over the same time period, in the social institutions and informal structures that have greatest impact on the development of competence and character in the next generation. Among the most consequential of these social changes are the following:



	1. There has been a dramatic growth of single-parent families, whether through divorce or having a child without ever being married. For example, the percent of American children under 6 who are being raised by a single parent has doubled from 10% in 1970 to over 20% in the middle 1990s. As a result, the U.S. leads the developed world in the percent of children growing up in single-parent families and in teenage births. The critical problem here is whether there is a second parent figure present on a regular basis who not only cares for and engages in activities with the child, but also provides support, both material and emotional, to the single-parent mother.


	2. With more and more parents working full time, there has been a decline in the involvement of parents as active participants in and mentors of activities with children and youth. There is growing conflict between the demands of work and family.


	3. At the same time, the teen-age and adult models widely watched by children and youth on the media (TV, films, video games, CDs, and the internet) continue to emphasize commercialism, sexuality, substance abuse, and violence. The end result is a lack of positive adult models for internalizing standards of behavior and longer-term goals of achievement, and thereby an increasing number of autonomous peer groups bereft of adult guidance.


	4. Neighborhood ties among families have been eroding.


	5. A marked increase continues in the percentage of children and youth living in poverty, producing a widening gap between the rich and the poor.


	6. More and more of these trends are occurring at the same time, thereby increasing the pace, the scope, and the power of their developmentally disruptive effects.





Cross cultural comparisons are revealing. English speaking countries lead the world in teenage births, single parent families, and divorce in the following order: US, UK, Canada, Australia, Sweden, France, Germany, Japan. An explanation for this can be found in the observations by Alexis de Tocqueville in the 1830s. He noted that the young United States of America had two distinctive national characteristics. First, it was the most individualistic society in human history; second, it was also the most "volunteeristic." As I wrote some years ago: "We Americans are all the descendants of those who couldn't stand authority, and of those whom authority couldn't stand."


In his classic study Democracy in America, de Tocqueville pointed out that individualism had its roots in England. Hence, the "de Tocquville hypothesis" for our own times: namely that, after the United States, the societies showing the highest levels of social and developmental disarray will be other English-speaking countries.





The Forces Driving Human Development


There are many ways of knowing --- philosophy, literature, art, history. . . does science differ from these fields? Science is the only way of knowing in which you are obligated to try to prove yourself wrong. As Albert Einstein noted: "In science, more important than finding the right answers is to ask the right questions." And how does one find the right questions about how we develop as human beings?



Developmental Science in the Discovery Mode


Human development, or as some now prefer to call it --- developmental science --- is the scientific study of the conditions and processes shaping the biopsychological characteristics of human beings through the life course and across successive generations.


Here the principal aim is not the customary one of verifying hypotheses already formulated. It is a more extended process involving a series of progressively more differentiated formulations, with the results at each successive step setting the stage for the next round. The corresponding research designs must therefore be primarily generative rather than confirmatory versus disconfirming. Thus, the procedure is not the usual one of testing for statistical significance. Rather, the research designs must provide for carrying out an equally essential and necessarily prior stage of the scientific process: that of developing hypotheses of sufficient explanatory power and precision to warrant being subjected to empirical test. In short, we are dealing with science in the discovery mode rather than in the mode of verification.


At the same time, as in any scientific endeavor, it is essential that the successive formulations and the corresponding research designs be made explicit, and for this purpose it is necessary to have a systematic conceptual framework within which evolving formulations and designs can be classified and ordered in terms of their stage of scientific development in the discovery process.


For this dual purpose I have proposed the process-person-context-time framework (PPCT for short). Each of these four terms stands for a feature that has been used as a basis for investigating human development. For example; 1) from a historical perspective, one of the earliest elements employed for this purpose was a person characteristic --- the person's age; 2) environmental contexts such as social class and family structure did not enter the developmental research scene until the early 1900s; 3) the implications for human development of processes --- exchanges of energy, such as conditioning, and reinforcement (the forerunners of today's parent-child interaction first recognized during the 1930s); 4) investigations of developmental change through time over the life course and across successive generations are mainly a phenomenon of the last quarter century.


The PPCT framework does not constitute either a specific theoretical model or a corresponding research design. Rather, its purpose is to provide a taxonomy --- a system for classifying natural phenomena (from the Greek word taxis meaning "order") --- for identifying the defining properties of a particular theoretical system and its operational model.


With an appropriate taxonomy at our disposal, we are now in a position to examine the most recent reformulation in the discovery mode.





The Bioecological Model of Human Development


The basic structure and content of the bioecological model are defined in a series of propositions.2



Proposition 1


In order to develop --- intellectually, emotionally, socially, and morally --- a human being, whether child or adult, requires the same thing: active participation in progressively more complex, reciprocal interaction with persons, objects, and symbols in the individual's immediate environment. To be effective, the interaction must occur on a fairly regular basis over extended periods of time. Such enduring forms of interaction in the immediate environment are referred to as proximal processes. Proximal processes are posited as the primary engines of development.





Proposition 2


Proximal processes cannot structure, steer or sustain themselves. Their form, power, content, and direction vary systematically as a joint function of the characteristics of the developing person and of the environment --- both immediate and more remote --- in which the processes are taking place; the time through the life course and the historical period during which the person has lived; and the nature of the developmental outcome under consideration.





Note that the characteristics of the person actually appear twice in the bioecological model --- first as one of the four elements influencing the form, content, and direction of the proximal processes, and then again as the "developmental outcome"; that is, a quality of the developing person that emerges at a later point in time as the result of the mutually influencing effects of the four principal elements of the bioecological model. In sum, in that theoretical model, the characteristics of the person function both as an indirect producer and as a product of development.





Examples of Bioecological Research


How does the bioecological model fare when analyzed in a PPCT framework? Which elements are present, and how are they presumed to relate to each other? Two studies, each conducted some years ago, when analyzed in PPCT terms, come close to meeting the requirements of this theoretical model and its corresponding research design.



Drillien's Study


The first example dates from the late 1950s and early '60s. At that time, Cecil Mary Drillien, a physician and Professor of Child Life and Health at the University of Edinburgh in Scotland, carried out a seven-year longitudinal investigation of psychological development in two groups: 360 children of low birth weight, and a control group selected by "taking the next mature birth from the hospital admission list."3


Drillien's interest was two-fold; first, to analyze the impact of the quality of mother-infant interaction at age 2 on the frequency of problem behaviors observed in the infant at age 2, and again at age 4; second, to examine how this relationship varied as a joint function of the family's social class, and three levels of infants' birth weight --- those underweight by a pound or more, not more than one pound, and those of normal weight. Assessments of maternal responsiveness were based on observations in the home and interviews with the mother.


Drillien's measure of social class was a composite index that took into account not only parental income and education, but also the socioeconomic level of the neighborhood in which the family lived. The quality of interaction was assessed in terms of the extent to which the mother was responsive to changes in the state and behavior of the infant. Finally, the measure of the developmental outcome was based on the frequency of reported behavior disturbances, such as hyperactivity, overdependence, timidity, and negativism.


This research design includes all four elements of what is now called the bioecological model. Drillien's measure of maternal responsiveness closely approximates the definition in Proposition I of proximal process as the mechanism driving human development, with the further stipulation that, to be effective the process must occur "on a fairly regular basis over extended periods of time". To complete the picture, the remaining two elements are specified in Proposition II as characteristics of the person and of the environmental context, appear respectively in the form of the infant's birth weight and of social class. Finally, as previously noted, a characteristic of the person appears again, but now in the role of a developmental outcome,in this instance, the average number of problem behaviors exhibited both at age 2 and then again at age 4.


With theory and design in place, we turn to the results. In all three social class levels, the infants who had experienced low levels of maternal responsiveness at age two showed higher levels of problem behavior two years later, especially those youngsters growing up in the poorest environments. The proximal process (maternal responsiveness) markedly reduced the frequency of later problem behaviors, but the moderating factor was in a different quarter. Whereas maternal responsiveness made its greatest impact on those children growing up in the most disadvantaged environment, within that environment youngsters with normal birth weights benefited most from the developmental process.


Maternal responsiveness across time, a one-sided, two-category measure of proximal process, still emerged as an exceptionally powerful predictor of developmental outcome. In all instances, responsive maternal treatment reduced significantly the degree of behavioral disturbance exhibited by the child.


Herein lies the main justification for distinguishing between proximal process, on the one hand, and the environments in which the processes occur, on the other hand; namely, in accord with Proposition I, the former turn out to be an especially potent force influencing the developmental outcome (in this case, the frequency of problem behaviors two years later, when the children were 4 years old. Furthermore, as stipulated in Proposition II, the power of the Process varies systematically as a function of the environmental Context (i.e., social class) and of the characteristics of the Person (i.e., weight at birth).


However, one other key element of the bioecological model still remains to be considered. Proposition II also stipulates that the "form, power, content, and direction of proximal processes effecting development" also "vary systematically as a function of . . . the nature of the developmental outcomes under consideration."





Small and Luster's Study


Our next research example speaks to this issue. It also illustrates a "next stage" of developmental science in the discovery mode. Specifically, we have anticipated on theoretical grounds that the greater developmental impact of proximal processes on children growing up in poorer environments is to be expected only for outcomes reflecting developmental dysfunction. In this context, the term refers to the manifestation of difficulties in maintaining control and integration of behavior across a variety of situations. By contrast, competence refers to the manifestation and further development of knowledge and skills --- whether intellectual physical, emotional, or a combination of them (for example, learning how to care for an infant involves all three).


The theoretical expectation that proximal processes will differ in their developmental effects depending on the quality of the environment rests on the following basis. In deprived and disorganized environments, manifestations of dysfunction in children are likely to be both more frequent and more severe, with the result that they attract more attention and involvement from parents, whereas in advantaged and more stable environments, such manifestations are less intense, and parents are more likely to be attracted by and respond to gratifying signs of their children's developmental progress.


In addition, most parents, have the capacity and the motivation to respond to the immediate physical and psychological needs of their children. The situation is rather different, however, with respect to enabling their children to acquire new knowledge and skill. In this domain, either the parents must themselves possess the desired knowledge and skill, or they must have access to resources outside the family that can provide their children with the experiences needed to develop competence.


Taken together, the foregoing considerations lead to a working hypothesis regarding the differential impact of proximal processes as a joint function of the quality of the environment in terms of available resources, on the one hand, and, on the other, the nature of the outcome in terms of competence versus dysfunction.


Some indication of the validity of this hypothesis is provided by the results of an analysis depicting the differential effects of parental monitoring on school achievement for high school students living in the three most common family structures found in the total sample of over 4000 cases.4 The sample is further stratified by two levels of mother's education, with completion of high school as the dividing point. Parental monitoring refers to the effort by parents to keep informed about and set limits on their children's activities outside the home.


Once again, the results reveal that the effects of proximal processes are more powerful than those of the environmental contexts in which they occur. In this instance, however, the impact of the proximal process is greatest in what emerges as the most advantaged ecological niche --- families with two biological parents in which the mother has had some education beyond high school. In single parent and stepfamilies the same degree of active effort yields a somewhat smaller result. Thus, in this case, for pupils who are not doing so well in school, parental monitoring can apparently accomplish a great deal by insuring stability of time and place so that some learning can occur. But superior school achievement would clearly require in addition high levels of motivation, focused attention, prior knowledge, and, especially, actually working with the material to be learned, all qualities that stability of time and place by themselves cannot provide.


 Within each family structure, parental monitoring exerted a more powerful effect on the school achievement of girls than of boys, a result that is paralleled by corresponding differences in average GPA for the two sexes. In each of the three family structures, girls received higher grades than boys, with the difference being most pronounced in two-parent households and lowest in single-mother families.


A distinctive feature of the pattern for girls is a marked flattening of the curve of scholastic achievement, especially for daughters of single-parent mothers. This result suggests that, in each of the three family structure, better educated mothers may be pushing their already successful daughters too hard to the point where conformity to maternal control no longer brings educational returns, particularly when the mother is the only parent.


An analysis of data on students whose mothers had no more than a high school education showed a similar general pattern, but the effects were less pronounced. The influence of monitoring was appreciably weaker, and its greater benefit to girls was also reduced. Nevertheless, girls with less educated mothers both in single-parent and in stepfamilies still had higher GPA scores than boys.









Nature-Nurture from the Bioecological Perspective 


 Today, a growing body of research claims strong evidence for the view that individual and group differences in a wide range of developmental outcomes are mainly driven by genetic endowment.5,6 In response, Bronfenbrenner and Ceci have proposed an empirically testable theoretical model that (a) goes beyond and qualifies the established behavioral genetics paradigm by allowing for non-additive synergistic effects, direct measures of the environment, and mechanisms of organism-environment interaction (namely, proximal processes) through which genotypes are transformed into phenotypes; (b) hypothesizes that estimates of heritability increase markedly with the magnitude of proximal processes; (c) demonstrates that heritability measures the proportion of variation in individual differences attributable only to actualized potential, with the degree of nonactualized potential remaining unknown; and (d) proposes that, by enhancing proximal processes, it is possible to increase the extent of actualized potentials for reducing developmental dysfunction, and increasing developmental competence. This alternative formulation still awaits a rigorous test.







Applying the Bioecological Model


The examples considered thus far are essentially "experiments of nature"; that is, they show how development is influenced by variation in the elements of the bioecological model occurring in already existing social conditions. But they tell us nothing about whether, to what extent, or how these elements and their combinations, can be changed. This limitation applies particularly to the most consequential component of the bioecological model --- proximal processes. The most effective way to answer this question would be to conduct an experiment, with subjects randomly assigned to different experimental conditions, including a control group.


In fact, such an experiment has been carried out. In 1978, Marianne Riksen-Walraven, a developmental psychologist in the Dutch city of Nijmegen, conducted an experiment with a sample of 100 9-month-old infants and their mothers.7 Because existing findings indicated that this was the group in greatest need, "all subjects came from working class families." In the research design, mother-infant pairs were randomly assigned to one of three groups. Those who ended up in what Riksen-Walraven called the "stimulation group" (Group 1) were given a "Workbook for Parents," with drawings to match, emphasizing the importance of mothers' providing their infants with a variety of experiences that captured the baby's attention; for example, "pointing to and naming objects and persons," and "speaking a lot to their infants."


By contrast, the workbook for mothers in the "responsiveness" group (Group 2) stressed the idea that "the infant learns most from the effects of its own behavior."8 Accordingly, caregivers were advised not to direct the child's activities too much, but to give the child opportunity to find out things for himself, and then to respond to the child's initiatives.


Finally, mothers in the third experimental group (Group 3) were given pages from both workbooks, in effect recommending that the mothers use both strategies.


How did the three groups come out in the follow-up conducted three months later? Which group did the best, and which did the worst?


All three experimental groups were influenced by the workbooks they were given. However, it was the children in the "responsiveness" group (Group 2) who showed the strongest and most pervasive effects on laboratory measures of young children's cognitive development that were administered at the end of the experiment. Specifically, they exhibited the highest gains on measures of exploratory behavior, were more likely to prefer a novel object to one that was already familiar, and obtained higher scores on a learning task. The "stimulation" group placed second; and the one recommending both "stimulation and "responsiveness" did least well.


Why? What can be inferred from using both strategies together? The author does not address this question, but one possible explanation is that the mothers were faced with having to make a decision about what to do when, thus interrupting a free flow of interaction.


The final analysis revealed marked differences in maternal behavior corresponding to the advice and examples presented in the "Workbook for Parents" that they had been given. This set of results suggests the possibility of designing home-based intervention programs that could operate effectively at much lower cost and reach many more families in need than those requiring on-site professional staff on a regular basis.


A key question, however, is how long the effects can last. Fortunately, the original investigator, together with a colleague, has provided an answer in a longitudinal follow-up study of the same families when the children were 7, 10, and 12 years of age, using measures based in teachers' ratings.9 The question is well advised, because at these later ages only the girls from the original Responsiveness group showed any effects of the original experimental intervention. Specifically, at all three later ages they were rated by teachers as more "competent and skillful," "curious and exploring," "resourceful in initiating activities," "better able to handle stressful situations," "less dependent on adults for help," and "less anxious." In addition, by age 12, these girls were described by their teachers as more "attractive, interesting and energetic children."


The authors offer the following speculations "of why the Responsiveness program was particularly effective for girls and not for boys:"


We suggest that different parental attitudes towards competence striving in boys and girls may have contributed to this finding. Striving for competence, independence, and self-reliance are part of the traditional masculine stereotype, which was still current in the early seventies when our intervention started. . . This means that initially competent boys will have more opportunities to experience themselves as effective agents than initially competent girls. . . . It thus seems possible that competence motivation can be maintain itself in young girls only when it is at an 'extra' high level and only when the parents are 'extra' willing to accept their daughters' autonomy and independent exploration.



In sum, from the perspective of the bioecological model, we have evidence for the power of an experimentally-induced proximal process in furthering young girls' psychological development. This result was accomplished by changing the belief systems of mothers thereby leading them to provide a different kind of experience for their young daughters over an extended period of time. Thus, taken as a whole, the findings encompass all four defining properties of the bioecological model and its corresponding PPCT design, with developmental context deliberately limited to working class families as the group most in need of assistance. The fact that the long-range effects of the intervention were limited to girls poses an unanswered question regarding the nature of proximal processes that might achieve similar developmental gains for boys.





Conclusion


We Americans have yet to confront the reality that the growing chaos in the lives of our children, youth, and families today simultaneously pervades too many of the principal settings in which we live our daily lives --- in the family, health care systems, child care arrangements, peer groups, schools, neighborhoods, the workplace, and means of transportation and communication between them.


To be sure, these also are the settings in which our society has concentrated resources and efforts to reverse the mounting developmental disarray. Even though the United States experienced an economic upswing in the late 1990s, the sparse bits of more recent demographic data I have been able to obtain give little indication of a true and lasting turnaround. The rising trend of chaos and its consequences also extend to other spheres of our society. Not long ago, one of our nation's leading corporate executives gave a major lecture at Cornell's Graduate School of Management. His title: "Growing Chaos in America's Corporate Enterprises." He said that no sooner is a new production policy implemented after weeks of planning and testing, than an order comes down from above "to scrap the whole thing" because the policy has been changed.


Is there a known strategy that can reverse disruptive changes that are so powerful and widespread? Yes there is, and it has a long history. But I know of only one instance in which such a strategy was conceived and carried out by developmental scientists. The strategy was based on theory, refined in an "experiment of nature" and was applied in an "experiment by design." The central figure in this remarkable achievement was the developmental psychologist Lev Semyonovitch Vygotsky. The central idea underlying the entire enterprise was Vygotky's concept of the "transforming experiment." By this he meant an experiment that restructures the environment to produce a new configuration that activates the previously unrealized developmental potential of the persons living in that environment.


What was the nature of Vygotsky's experiment and of its findings? Alexander Romanovich Luria, one of Vygotsky's best known students, tells the story in his autobiography. The time was the early 1930s.


We conceived the idea of carrying out the first far-reaching study of intellectual functions . . . By taking advantage of the rapid cultural changes that were then in progress in remote parts of our country, we hoped to trace the changes in thought processes that are brought about by technological change. . . At that time, many of our rural areas were undergoing rapid change with the advent of collectivization and the mechanization of agriculture.



The basic research design took advantage of the fact that the process of modernization had not been introduced in all areas of the Soviet Union at the same time. As a result, it became possible to carry out a comparison of cognitive functioning in communities differing in their degree of exposure to social change. Vygotsky died of tuberculosis before this extraordinary investigation was completed.


The following is Luria's succinct summary of the findings:10


Our data indicate that decisive changes can occur in going from graphic and functional --- concrete and practical --- methods of thinking to much more theoretical modes of thought brought about by changes in social conditions, in this instance by the socialist transformation of an entire culture.



The publication of the study in the Soviet Union was held up for more than three decades. The reasons for the delay are perceptively described by Michael Cole in his preface to the American edition of Luria's book: "The status of national minorities has long been a sensitive issue in the USSR, [not unlike the issue of ethnic minorities in the United States]. It was all well and good to show that uneducated, traditional peasants quickly learned the modes of thought characteristics of industrialized socialist peoples, but it was definitely not acceptable to say anything that could be interpreted as negative about these people at a time when their participation in national life was still so tenuous."11


Transforming experiments have also been carried out in the United States, but regrettably their developmental effects have never been investigated systematically. Perhaps one of the most successful was the G.I. Bill, which gave new hope and a new life to a whole generation of World War II veterans and their families. Alas, the same deserved legacy was not bestowed on their comrades-in-arms in the wars that followed.


A second nominee is Head Start. But from what I know both from looking at its budgets, mounting bureaucratic controls, and from personal experience as an external member of the Head Start Parents' Policy Committee, the prospects for the future are hardly rosy. Head Start parents are today drawing on their own meager resources to continue some of the programs that are needed most, and they take time off from jobs (when they have them) to help fellow families in emergencies because of illness or the desperate need for child care.


Such heroic acts are signals to the rest of American society. They sound a call for our own transforming experiment, one that can draw on the deepest sources of our national strength. As yet, this call, and many others, are not being heard, either by our scientists or by our citizens. We do not heed the immortal words of John Donne: "Do not ask for whom the bell tolls; it tolls for thee."
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My starting point is that the family is a major factor in the well-being of adults, children, and society. This chapter brings a sociological perspective to the increasing instability in the lives of children in the United States. I will emphasize the social context in which parenting interactions and child development take place. That social context structures the decisions we make as individual parents.


I will describe the nature and strength of the social developments that affect the stability of children's family lives. Then I will summarize my conclusions about changes in family structures. First these changes are anchored in the social systems and economies of Western industrial societies reaching back into the last century. Second, these changes are influenced by feedback loops between the behaviors of parents.





Decreasing Stability in the Lives of Children


While it is a major factor in the well-being of both adults and children, the stability of family life is clearly decreasing. Single parents and multiple families during childhood are inescapable facts of American life. One half of all children will spend some time in a single parent family.


There is an array of correlated outcomes from the resulting parent-child interactions: psychological effects on parents and children, educational attainment of parents and children, teen sex, teen pregnancy, substance abuse, and unmarried childbearing, all of which the literature associates with family structure. It is a complicated task for scientists to sort out the causal factors in this area. Certainly income plays an important mediating role, especially in educational attainment.


From 1960 to 1992 the proportion of children in single parent families more than doubled among whites and blacks. Of particular interest from a policy perspective is that the level for whites is now at the level it was for blacks at about the time that Patrick Moynihan was writing about the instability of families among black children. We are on a trajectory in which movement in and out of single parent status is likely to continue.


Concern for the future productivity of the economy is dire indeed when a quarter of all children are spending at least part of their childhood in poverty. This has serious implications for investments in children now and the nature of the labor force in the next generation. Conservatives and liberals ought to be able to reach common ground over this. I emphasize parenthetically that much of the research in this area focuses on the false dichotomy of being "in poverty" or "out of poverty." Economic stress is a variable that extends well across the income continuum. A sharp drop in income for a family following divorce may be above the poverty line and still have drastic consequences in stress on the family and the lives of the children involved.


With the exception of orphanhood, children's family experiences now result from decisions made by parents. How has this happened to us? Do we really value stable relationships and parenting?





The Sociological Context of Family Change


The sociological evidence for the process of change in families grows out of European as well as American data. The underlying dynamics are the atomizing effects of the culture of individualism on the one hand and of the market economy on the other. In that context relative value and revealed preferences actually determine the behavior of individual parents.



Individualism and the Market Economy


The family changes occurring in the Western world, I believe, are the result of the interplay between individualism and market economies. They are not the consequences of policies, such as welfare or no-fault divorce or even the increased employment of women.


The seeds of individualism were brought to America from Europe, where individualism plays an important role in family change as well. Individualism creates a climate in which responsibility to others and the attractiveness of childrearing are diminished. These changes are increasingly being shared with Eastern Asian societies. I hear my Japanese colleagues bemoan the increase in individualism among the young people in the Confucian context of duty to others. Their individualism grows out of the young peoples' interface with the market economy and their ability to produce and to consume for themselves. I believe that these changes are due to the increasing legitimacy of self-interest as a criterion for decisions as opposed to the interests of a larger collectivity. This need not be interpreted in the narrowest sense of selfishness but rather in the context of competing values, such as personal freedom, development, and empowerment values that we hold as important as our family roles.


The needs of our market economy define individual as producers. As a result occupational roles take priority over family roles. We see the consequences of this priority. The father who works extra hours at the office, rather than the one who knocks off at four to take his boy to softball practice, is the one who will get the pay raise the next time around. There is a symbiosis between our market economy's need for us to behave as if we were not tied in obligatory ways to others and our cultural emphasis on individualism.





Relative Value and Revealed Preferences


Here the perspectives of relative value and revealed preferences are helpful. Revealed preferences is a term from the economists for which there are fancy equations which basically mean "actions speak louder than words." If we were interested in whether Americans preferred to invest in home remodeling over taking vacations, holding prices constant, we would quite simple look at whether over time they invested more of their available resources in home remodeling than in vacations. Simple enough, and it is that perspective that I bring to much of the analysis that I am doing here.


How can it then be that we as Americans truly value family relationships and yet act to the contrary? The notion of relative value, offers real insight from at least some economists' perspectives on these matters. We can value something very much. We can even value it more than we used to and still value it less relative to some other competing good, if our value on that competing good increased more rapidly.


This is where the emphasis on the consumption need comes in. Young people "can't afford" to marry these days. Does that mean that their life styles would be worse than they were in the 1950s if they were to marry? No. It means that they think that they need more now than then they did then in order to marry.


The values of independence and the realization of individual goals and self-definition are relevant as well. It is in respect to these things that parenting roles are becoming less important, even while their importance is maintained.


A consequence of these competing values noted by many European as well as American observers is the decreased willingness to make long-term commitments. An intergenerational example is that children from nonintact families are less likely to form and maintain intact families of their own. This decreased willingness to make long-term commitments has historical and economic roots that go much deeper than one's own family context. The values of personal freedom, development, and empowerment reduce the relative attractiveness of the obligatory nature of family roles.







Feedback Loops


From the sociologist's viewpoint divorce, cohabitation, the separation of sexual activity from marriage, single parenthood by choice, and delayed marriage have interacted to increase the instability of family life for children.



Divorce


The trend in divorce toward which half of all first marriages will end in divorce is part of a long-standing accelerating curve that reaches well back into the last century --- to about 1835. There are fluctuations around this trend line, but we have been at a plateau for about the last twenty years.


Now one-third of the children of married parents will see their parents' marriage disrupted. While the current levels of divorce are a continuation of the long-term trend, they also signal a turning point in the economic terms of a contract of marriage until death. That contract has become a very weak guarantee both of a stable economic environment for women and of a stable childhood environment for children.





Separation of Sexual Activity and Marriage


Unmarried sex probably was accelerated by the availability of oral contraceptives in the 1960s. The point here is that unmarried sex is simply a part of our culture. The percentage of metropolitan males between the ages of 17 and 19 who had ever had sex increased from 66% in 1979 to 76% in 1988 and decreased to 68% in 1995.1 This is affected by a number of variables so that things like parental education, family status matter, but those effects are largely matters of timing whether teen sex begins at 14, 15, or 16 rather than at later times when developmental readiness may be more appropriate. The significance of marriage for sex is disappearing, although male adolescents are more likely now than in previous years to say that marriage and support of the child is their preferred solution to nonmarital pregnancy.1


The changes in age of marriages that are occurring in our society and the increasing proportion of the population who are unmarried and sexually active are having a profound affect on our culture and on the media. The marketplace is addressing a population that is unmarried and sexually active. This increased exposure time, earlier sexual activity, and later ages of marriage are resulting in increasing numbers of women who are having unintended pregnancies while they are unmarried. Of all pregnancies in 1987, about 29% were unintended and ended in abortion; 28% were unintended and resulted in a birth; and only 43% of all pregnancies were intended pregnancies that resulted in births.


Now among the unmarried population 80% of all pregnancies are unintended. Half of the pregnancies to unmarried women end in abortion, counting for 80% of our abortions each year. Yet two-thirds of the births that occur to unmarried women are the result of unintended pregnancy. I emphasize this because unintended pregnancy is the primary route by which these single parent families are created. This conclusion draws us into a different policy arena than is usually thought about in terms of affecting children's lives. Reducing the levels of unintended pregnancy among unmarried women would essentially restructure the family context of children.


Marriage no longer signifies a solid commitment to a lifetime relationship. It no longer signifies the point at which sexual activity is expected to begin. It no longer clearly delimits the necessary context for childbirth. It no longer signifies that a couple is likely to take up joint housekeeping. Cohabitation has evolved from a strongly disapproved behavior to the majority behavior in our society. One used to refer to cohabitation as "shacking up" or "living in sin." Now it has become a common pattern. If we live in a society in which we take for granted that young people are sexually active, then the stigma associated with unmarried childbearing or cohabitation is gone.





Cohabitation


One of the most important factors in the present plateau of divorce is cohabitation, which is pruning off a fair number of divorces that would have occurred. My colleague, sociologist James Sweet, calls these "premarital divorces."


There is no question that the high levels of cohabitation are playing a role in the plateau in the divorce rate. Writers from the late 19th century bemoaned the increase in individualism and the decline in commitment to community obligations. Thus, single parents are not new. A qualitative change did occur sometime in the 1960s, however. Single parent families over the latter part of the last century and the first part of this century were largely the consequence of orphanhood. Somewhere in the 1960s the majority of single parent families followed divorce. Parental choice became the primary mechanism by which single parent families were formed and public attitudes accommodated that choice. In the early 1960s, 80% of the public agreed that "a couple should stay together." By the 1980s agreement with that statement dropped to 50%. A decreased sense that parents were obliged to stay together for the sake of the children occurred.


In 1995 half of the women in their thirties had lived in a cohabiting relationship. The proportion of 40-44 year olds who ever lived in a cohabiting relationship increased by over one-third from 1987 as younger cohorts aged into this category. What accounts for this rapid change? It is because of a demographic process called cohort succession or demographic metabolism. As younger generations with high levels of cohabitation grow older, they carry their experience with them in to the next age category. We are facing a day, I would guess, when as high as 60% of 65 year olds will have lived in a cohabiting relationship at some time in their lives.





Single Parenthood by Choice


The significance of marriage as a lifetime contract has declined. Single parenthood by choice has become common. And this, I think, is one of the important feedback loops. With the high levels of divorce in the late 1960s, the increasing numbers of single parent families, and the changes in public attitudes about a couple staying together, single parenthood in itself no longer is stigmatizing. So given that change, a young woman who finds herself pregnant and does not really want to marry the father is in a different environment.


One-half of all single parent families now begin by an unmarried birth. One-third of all children in the United States are now born to an unmarried mother. One-half are second or higher order births. These are not just first births and certainly not just teen births. Only a third of unmarried childbearing occurs to teens; the majority occur later in life.


This trend toward unmarried childbearing in the United States has not occurred primarily among minorities and occurs at all ages. Among white women in the United States at virtually every age, there has been an increase in the rate of unmarried childbearing. There are comparable trends in Europe and Canada, in Australia and New Zealand, and most obviously in Scandinavia. The significance of marriage for childbearing has clearly declined. The roots are in delayed marriage and in the separation of sex from marriage.





Delayed Marriage


Delayed marriage plays three roles in this process. First, much of the increase in unmarried childbearing has been in the demise of "shotgun" marriages. That is to say pregnancies before marriage followed by a hasty marriage to the father of the child have essentially disappeared. In the past sex was much more likely to occur in a committed relationship that could plausibly result in marriage. As sex is occurring in more casual relationships, the decision to marry the father is not occurring as frequently.


Second, there are dramatic declines in marriage following unmarried births beyond the "shotgun" marriage stage. I have not yet assimilated the profound implications of this change. The cumulative proportion of women who have married within a given number of years after the birth of a child before marrying has decreased dramatically. In the 1960s 65 % of white women married five to ten years after giving birth. That now has dropped to about 38% married after 5 years. It is a little higher after 10 years. About half of women who have a child out of wedlock are simply not marrying for the remainder of their reproductive careers. Some related work we are doing on sterilization is corroborating this fact; there are increasing levels of sterilization among the never married because they have had all of the children they want.


Finally, delay in marriage produces an increased duration of exposure to risk of pregnancy. The proportion of women who are married in their late twenties has more than doubled oven the last couple of decades. So there is increased exposure time when one is unmarried and sexually active. That is a product not only of delayed marriage but of earlier ages of first sexual experiences.







Impact on Children


Let us review how all of this impacts the lives of children. There is a complex set of relationships between cohabitation and the family trends I have been reviewing. One-third of all births in the U.S. are to unmarried mothers. We think of those births as creating single parent families. It turns out that 40% of the births to unmarried mothers occur in two parent families that simply aren't married. They are cohabiting. So that cohabitation overlays this unmarried childbearing process in a complex way.


Further the increases in unmarried childbearing over the last decade occurred almost completely in cohabiting two-parent families. Almost half of children will spend some time in a cohabiting family, but the probability that the parents in that family will marry each other in the 1980s was 57%; now it has declined to 44%. The stability of children's relationships is declining in ways that we don't see in marriage statistics.


About half of all children will spend time in a single parent family. The probability that a child will experience family disruption has increased because of the experience of living in cohabiting families. The proportion of children living in married families has declined and the proportion living in cohabiting families has increased. About a third of the time of children living outside of married families is spent in cohabiting families moving in and out of different family arrangements.


The forces affecting family transitions do not stop at the boundaries of married families. They affect two parent families in terms of stepfamilies, half-siblings and the like. One of the most dramatic trends is the increase in the employment of mothers of infants, which is now over 50%. This in spite of the enormous difficulties of arranging childcare for infants. I see this as driven heavily by market forces by economic need in the sense of the relative preference placed on competing values in our society for vocational over family priorities.


In 1994 two-thirds of the respondents under the age of thirty to the National Survey of Family Growth felt that unmarried sex, cohabitation, and unmarried births were socially acceptable. These attitudes are relevant to family structures. Unmarried sex is OK if a person is over 18 years of age. It's OK to cohabit. It's OK to have an unmarried birth. Issues that the older generation opposes strongly have little opposition among younger generations. The demographer sees that, as these folks grow older, we go more in the direction that we have been moving. There are strong currents against which one must swim if one wishes to increase the stability of families for children.





Conclusion


In our policies and in our own personal lives there is a very strong current that is increasing the instability of children's lives. It is possible to swim upstream against what we see to be out there, but only for those who feel we must do so and only for those who recognize the strength of the currents against which they must swim.


My view of the dynamic rooted in competitive market economies makes it seem impossible to turn back the clock. Rather we must find creative ways to invest in children more heavily in the new family contexts. Perhaps the Scandinavian countries have led the way, just as they led the way in creating the family changes we have been describing. In Norway a mother receives full-time pay for a year to parent her infant; in Sweden she receives 80%. Can we conceive of valuing parenting as much as market roles so that we would actually pay parents to carry out that role?


Another demographic trend that bears watching is the rapidly growing Hispanic population in America. They bring a cultural bias toward marriage and two-parent families.2 The "marriage movement" also has gained momentum, as exemplified by "marriage saver" courses and legislation in Florida requiring that all high-schoolers be taught marital and relationship skills.3


By shifting priorities in adult decision-making toward the interests of children and by reducing unintended pregnancies among unmarried women, we could make a real difference in our own lives and in the lives of those around us.
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Concern about the impact of the mass media on children has surged in recent years
-- and rightly so. As more and more evidence is presented of the harm that TV, movies and
videos can do, and as the media are becoming more pervasive, more intrusive, and more
disturbing in content, many parents are at a loss as to what to do to protect their children.
Television seems to be an especially threatening presence because it brings into our homes,
automatically, so many things most parents would never choose to expose their
children to. No one delivers books or videos to our homes unordered, but our television provides
an outrageous array of disturbing content, that is readily available at the touch of a remote almost
anytime of the day or night.


A lot of what television has to offer
involves violence or the threat of harm in some way. As we reported last week in the third year
findings of the National Television Violence Study (Federman, 1998), violence continues to
pervade television. More importantly, the way violence is most frequently presented on television
tends to promote children's learning that aggression is the first -- not the last -- resort, and that it
is an effective, easy, and even fun way to solve problems. In summarizing our review of the
hundreds of studies of the effects of witnessed violence on behavior, our research team noted
three important harmful effects of viewing violence in the media. First, it promotes the adoption
of aggressive attitudes and behaviors. Second, it leads to desensitization, making children less
sympathetic to the victims of violence. And third, exposure to violent depictions can cause an
increase in children's fears.


I have chosen to focus today on this
third area -- the mass media and children's fears -- for two reasons. The first is that this is a very
important area that has received much less attention than it deserves (Cantor, 1994, 1996). The
second is that I have just completed a book on this topic, titled Mommy I'm Scared: How TV and Movies Frighten Children and What We Can Do To Protect Them (Cantor, 1998).
The book, which is written for a general audience but based on the findings of research,
is published by Harcourt Brace.


I started
studying the media and children's fears the way most social and developmental psychologists tend
to do research -- by conducting experiments. We were testing the short-term effects of brief
excerpts of mildly frightening programs that had been varied in some way -- and we were looking
for differences in the ratings of how scared children felt in different conditions. I wasn't looking
for or focusing on long-term effects because one simply can't study such effects this way (and it
would be unethical to do so if one could). But I kept reading papers, written by my students,
describing their own incredibly intense and long-lasting fright responses to movie or TV shows
that they had viewed many years earlier, and I became convinced that the experimental method
wasn't enough.


So I decided to explore how prevalent such
long-term reactions are more systematically (Harrison & Cantor, 1996). We offered extra credit
to first-year college students for saying "yes" or "no" to the question of whether they had ever
been so frightened by a TV show or movie that the effect had lingered beyond the time of
viewing. If they answered "no," that's all they had to do, but if they said "yes," they had to write a
one-page paper about their reaction and then fill out a three-page questionnaire. Either way,
they'd get the same amount of extra credit. I made it so much easier to say "no" than "yes,"
because I really wanted to know how common these effects are, and I wanted to err on the side of
not encouraging people to report something that in fact was trivial. The results were astonishing.
Out of 103 students given this opportunity to receive extra credit, 96 chose the "yes" response.
Many of them wrote vivid, detailed descriptions of a program or movie that had frightened them
years earlier, and heart-wrenching details of the repeated nightmares, obsessive thoughts, and
long-term aversions that their exposure had brought on.
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Figure 1. What Were the Residual Effects?




Here are some statistics we compiled
from the 96 people who reported a lingering fright reaction. (See Figure 1). Students wrote
about many enduring effects: 22% reported mental preoccupation with what they had seen. In
their words they "couldn't get the movie off their mind" or they "couldn't get those disturbing
images out of their head." Forty percent avoided or dreaded the situation depicted in the movie
or program, effects like refusing to swim in the ocean after seeing Jaws, being
apprehensive about taking a shower after seeing Psycho, dreading cats after seeing Alice in Wonderland, or spiders after any number of arachnid-infested horror films.
Eleven percent generalized these aversions to related situations -- for example, it is surprising how
frequently people report giving up swimming in lakes or even swimming pools after seeing Jaws. The most frequent residual effects involved disturbances in eating or sleeping; 45%
reported these effects. Stomach aches and even vomiting were reported, but the more common
effects were nightmares, the inability to get to sleep and the refusal to sleep alone. In fact, the
phrase "I slept with my parents for two whole weeks" is so common in such retrospective reports
that I named the first chapter of my book "The Suddenly Crowded Queen-Size Bed."


The most remarkable data to emerge from this study relates to the duration
of these residual effects. Figure 2 shows these data. Only one-fifth of these students said the
effects lasted less than a day, and only a third said the effects endured less than a week. An
astonishing 33% said the effects lasted more than a year. Finally, one fourth of these students said
that the effects of what they had seen (an average of six years earlier) were still ongoing.
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Figure 2. How Long Did the Residual Effects Last?




These same symptoms
are frequently noticed by parents. In a random phone survey we conducted of parents of
elementary school children in Madison, sleep disturbances and stomach ailments were frequently
reported as resulting from a child's viewing of something frightening on TV (Cantor, 1998). A
mother recently told me about a typical scenario. She and her eight-year-old son were watching a
program they both agreed was appropriate, when she left the room briefly to answer the phone.
By the time she had returned, the program her child had been watching had ended, and she found
her son staring at gory and grisly images from an episode of The X-Files. She made
him turn off the program, but it was too late -- her son woke up "in a fit" in the middle of the
night and insisted on sleeping in his parents' bed -- something that happened repeatedly over the
course of several weeks. A month later, he was still worried that the horrible thing he had seen in
the show would come and get him.


In sum, both the retrospective
reports of students and the concurrent reports of parents demonstrate that these are effects not to
be taken lightly!





 But the bulk of Mommy, I'm Scared is not about chronicling the problem -- it's about helping parents, caregivers, and
mental health professionals predict the types of images and events in the mass media that will
frighten children of different ages and about describing the intervention and coping strategies that
work with different-aged kids. The conclusions and recommendations I present are based on
more than 15 years of my research, using theories and findings in child development to make
predictions and provide explanations. I will summarize some of my main points here:


There are two major things to remember when predicting what will frighten
children between the ages of two and seven years. (I'll refer to these children as "preschoolers"
even though this age group extends into the early elementary school years.) Because preschoolers
are most sensitive to appearances, how things look is of paramount importance.
Several of our studies show that younger children are more likely to be frightened by something
that looks scary but is actually harmless -- a friendly mutant or a benevolent monster,
for example -- than by something threatening with a benign exterior -- a handsome villain or
a beautiful yet evil witch (e.g., Cantor & Sparks, 1984;
Hoffner & Cantor, 1985). The second
point is that because this age group has not fully grasped the fantasy-reality distinction, they are
just as likely to be frightened by something that's totally impossible -- a sorcerer casting an evil
spell -- as by something that's realistic and can actually harm them -- a kidnapper or burglar
(Cantor & Sparks, 1984; Cantor & Nathanson, 1996).


By the
latter elementary school years, children become more sensitive to media stories about things that
are dangerous but may not look scary, and those that are realistic as opposed to fantastic or
impossible. Children in this age group become increasingly sensitive to threats conveyed by the
news (Cantor & Nathanson, 1996) -- events they understand actually happened and could well
happen again -- to them.


Younger children are not immune to
the news, however. Younger children respond most strongly to real threats that are conveyed
visually; vivid footage of tornadoes, earthquakes, and floods, for example, especially terrifies
preschoolers. Older children are more frightened by stories of kidnapping, murder, and
molestation, especially if the victim is a child. These stories are usually less visual than stories of
natural disasters because, fortunately for child viewers at least, these crimes are rarely caught on
camera.


Even though teenagers have many more resources to
cope with their fears, they often have long-term fright responses to mass media presentations,
whether fictional (in drama) or real (in the news). The two themes that emerge as the most
terrifying to this age group are sexual assault and stories involving the supernatural and the occult
(Cantor, 1998).


Mommy, I'm Scared also has
chapters on how to reassure a child who has been frightened by something in the media (see also Cantor & Wilson, 1988). Again, I treat 2- to 7-year-olds differently from older children. For
preschoolers, as a chapter title suggests, "words won't work." It's especially ineffective to try to
calm children in this age group by telling them that what they have seen is not real (Cantor & Wilson, 1984). This technique does work for children eight and over -- of course, the remedy
works only if the threat being witnessed is impossible as in a fairy tale, that is, it could never really
happen to anyone. For preschool children, the fear-reducing techniques that work are nonverbal:
a hug, a glass of water, or a distracting activity might help (e.g.,Wilson, Hoffner, & Cantor, 1987). This age group often requests and responds well to magical or mystical remedies -- an
Indian dream-catcher or a ritual check for creatures in the closet.


Older children are more responsive to reasoning -- especially information on why the
horrible thing can't happen to them or how they can prevent it from happening. For all ages, the
sympathetic attention of a concerned adult is probably the best medicine. Certainly the worst
thing to do is to ignore, belittle, ridicule, or criticize a child for being frightened.


Our research shows that the fears induced by exposure to television and films can
be remarkably persistent and hard to undo. Therefore, it is wise to practice prevention whenever
possible. But how are we to protect our kids from choosing -- or even stumbling across -- a
program or movie that may well cause long-lasting negative effects? The problem is a difficult
one but, in addition to information, parents have some tools and a few more are on the horizon. I
end the book by talking about TV and movie ratings as well as program blocking technologies
like the V-chip. Amy Nathanson will report on recent research on these developments and what
they might mean for parents. These tools are certainly not the full answer, but they seem to be a
step in the right direction.


My final point is that in spite of
increased public pressure on the entertainment industry to become more responsible, television
and movies are not likely to change enough that parents won't have to be concerned about their
effects on their children. Parent education on these issues is becoming increasingly important, and
any organization that is interested in helping parents should include media education for parents
and media literacy for children among its important themes.
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Work Group Report: Family-Centered Care



27 people from diverse backgrounds, including families, gathered in a four hour break-out session, as part of the Parenthood in America Conference, to address the vital importance of
families becoming more involved in health care services and systems. We agreed that families
need to obtain, in a systematic way, clear information to serve as the basis for decisions affecting
the health of their children. Parents of children with special needs have unique responsibilities
and stresses with which to contend.


Using a resiliency focus, we need to build systems that recognize that the vast majority
of parents want to have healthy families, to know their options, and to be knowledgeable in an
increasingly complex health care system.



	Purpose of Work Group:
To foster awareness of family-centered care and to expand networking
of people and agencies involved in family-centered care in the Midwest and the Nation.



	Definition of Family-Centered Care:
"Family-centered care is an approach to the planning,
delivery, and evaluation of health care that is grounded in mutually beneficial partnerships 
among health care providers, patients and families. It can transform the health care system as we
I know it in the United States today. It is the way to provide quality health care."






The group addressed the question, "How can health care institutions and organizations
include families in policy development, program planning, service delivery and
evaluation?" The response was: to include parents at all phases of planning, decision making,
implementation, and evaluation. The following are suggestions to make it possible:



	Allow families to feel their needs are valid, important, and a necessary part of the process.

	We need mechanisms to ensure that families are heard.

	Keep in mind the individual needs of the families, such as child care, and be flexible about
the time of meetings.

	Recognize and respect the validity ofthe concerns that family members have .

	Recognize that the process of parents empowering themselves takes time and resources, and must be built on mutual trust.

	Families need to be involved in policy decisions. This requires a format and setting that
include and encourage them to participate in a non-threatening way. 

	Provide a support system with mentors for bringing in new parents into the system and new
providers.

	Show and affirm the impact that parents have had on policy issues, so that they, as well as
everyone else, can see that they made a difference.

	Outreach to identify and bring in new families to become involved.

	Include families with a wide variety of special needs, ranging from those that are severe and
immediately apparent to those that may be less obvious at first.

	Include advocates in the process (changing policy, identifying gaps, etc.)




The following are suggestions that can be incorporated into current systems:



	Shift to treating the whole family by tailoring programs to individual family needs. As an
example, "wrap-around programs" should include all family members

	Gatekeepers should become more responsive and flexible in their interactions with families
who make requests that may go outside of the rules, but ultimately make sense. 

	Spend more money on mental health care.

	Efficient "short term" physician visits are not enough. Physicians should have the flexibility to spend additional time with families, because good communication and trust
require time.

	Identify key resource people and agencies in the community







How to work with managed care organizations in an empowering and family-centered way?



	Use contracts as leverage (accountability) for making family centered care an integral part of managed care.

	Evaluate if professionals such as occupational therapists have the specialized skills needed to take care of children with special needs 

	Evaluate if HMO staff has skills to provide family-centered care. 

	Develop consumer friendly customer service skills. This training to improve skills should
include family members to shape and play an active part in the training 

	Develop a watchdog coalition that includes consumers and providers 

	Establish a relationship between consumers and providers to reduce the fear that families are
"dictating" the care.

	Hire advocates within the HMO's to assist clients Hold parent leadership training on managed
care.

	Assure funding for demonstration projects with accountability and evaluation of outcome
measures, including family satisfaction.







What do we do next, on a national level?



	Better connections among patient, whole family, and the physician (mentor program at the
clinical level so that the family more fully understands what the physician communicates).

	Expanded Home Visiting Programs 
	
	Make sure that only one person is in charge of coordinating home visits.

	Health care system needs to be integrated into the relationship between the home visitor and the family

	Follow-up with new parents with at least a phone call

	Flexibility so that, in the end, all parties buy into the care plan.

	Set mutual goals and priorities




	Simplify systems to make them accessible to families. Access needs to be improved.
	
	Access to Resources both within the family and outside the family

	Access to Information

	Access to Health Care

	Access to Advocates




	Resources Available to provide information on Children with Special Needs and do follow-up beyond the nurse or provider

	Form Parent Advisory Committees that can have an impact on Medicaid at the federal level. This could lead to a reframing or restructuring of MA HMO's and a systematic and
ongoing integration offamily representation.

	Ability to obtain a second opinion covered by the HMO within the organization.

	Change with family input the way pharmacies communicate with insurance companies 

	Develop Citizen Watchdog Coalitions to monitor all Insurance Companies.







Mary Musk

3771 South 56th Street

Greenfield, WI 53220

414 449 4777 or 414 541 9178

fax: 414 449 4774

e-mail: MaryMusk@aol.com


Richard Aronson 

Bureau of Public Health

1 West Wilson Street, PO Box 109

Madison, WI 53701-0309

608 266 5818 fax 608 267 3824

e-mail aronsra@dhfs.state.wi.us


Copyright © 1998 Mary Musk and Richard Aronson.





Work Group Report: Family Support Networks



The session began with a discussion of current family support networking efforts. Family
Resource Coalition of America (FRCA) presented information about their research of statewide
family support networks. FRCA grouped typical networking activities into three groups:



	Advocacy/Public Education 

	Technical Assistance and Training 

	Communication and Support 




FRCA then shared their current efforts to support family support networking efforts.


The group broke into five working groups to 1) discuss current efforts to network in the family
support field as well as resources available to support networking efforts, and 2) brainstorm
about additional work and/or resourccs needed to facilitate networking. Listed below is the
additional work recommended by each group.





Programming and Evaluation



	Publicity at state and regional levels

	Outreach to the following groups in every state: 
	
			Children's Trust Fund

			Statewide Coalitions Public school systems

			Governor's Council

			Public health providers

	



	Systematic connection among the funders

	Models and tools for evaluating and assessing programs

	More involvement from academic institutions

	More mentoring among organizations

	Assistance with fundraising and grant writing

	National campaign that applauds parents







Training and Technical Assistance



	Comprehensive database of trainers at the local level (inexpensive)

	Bartering system for trainers 

	Figure out what training is really needediSpecialize trainings to level of professional development

	Trade intemship/sabbatical opportunities with other agencies

	Share information about credentialing programs across the country

	Want Ad section of FRCA's web page - for information resources, books, toys, curricula - and allow people to discuss strengths of difference resources 

	Host conference calls around topical areas 

	Want Ads at conferences







State/Federal Advocacy Efforts



	Bring organizations together (women, fathers, all groups)

	Dissolve boundaries b/w state & federal, women's groups, social service agencies, advocacy groups)

	Community centers and churches - find out their purpose and activities

	Accountability - where does the money go for chiid support

	Reduce duplicative services & combine some existing programs 

	School-parent relationships - make parents equal partners, school responsibility to all students

	Talk about what makes us alike to foster a feeling of responsibility in our communities







Family Support Collaborative Efforts



	Collaboratives need to organize 

	Develop resource handbooks 

	Co-locate to facilitate collaborative efforts 

	Share newsletters 

	Connect family support with welfare reform







Parent Involvement and Leadership



	Learn techniques to create parent involvement

	Empower parents (esp. teens)

	Empower parents to become involved in child social school life from the beginning

	Coordinate efforts between 0-5 and schools

	Credibility to parents for being involved in child's socialischool life 

	Give parents financial support to participate

	Facilitate parent involve from psychological /emotional setting 

	Registering parents to vote in creative ways 

	Collaborate with private organizations 

	Hiring parents to work with other parents

	Educate national organizations about working with different cultural groups

	Engage organizations in parent leadership efforts to try to partner with them







Next Steps and Commitments


The group closed by discussing the next steps needed to support networking efforts, and
participants made commitments to move the process forward.




	Next Steps
	Commitments Made



	Notifications of federal legislation
	
			FRCA: include legislation updates in publications, Reports 

			Nadine Schwab: Talk to National Alliance of Children's Trust Funds

			FRCA: Send Parent Advocacy fact sheet to participants

	





	Notifications of state and local legislation
	
			WI Children's trust fund will take the lead to make this happen

			Connect agencies via e-mail or phone tree

			Agencies: act on legislative updates

			Agencies: Encourage parents to participate in the political process, through efforts such as:
			
					Participating in voter registration

					Taking people to polling places

					Teaching parents how to be politically involved

			

		

			Agencies: Collaborate with Head Start agencies who do parent advocacy training

	





	Identify strongest leaders
Use Parents Anonymous as a model



	
			FRCA: Make connections with national groups for networking efforts, such as Head Start, National Urban League, disabilities, etc.

			FRCA: Make effort to broadcast our work to a larger audience 

			Agencies: Send to FRCA a list of organizations that should be linked to family support networking efforts

	





	Build on databases
	
			Agencies: Send to FRCA the names of trainers who could be part of a national database of trainers

			Agencies: Send to FRCA contact information for programs that should be part of a national database of family support programs

			FRCA: Send multiple copies of program survey to agencies in the work group

	





	Increase capacity of local programs
	
			Donna: Write up the process her agency used to encourage parents to volunteer to use the web on behalf of the program

			FRCA: Distribute Donna's write-up

	





	Advocate for resources to fund efforts, write grant to begin national collaboration efforts
	
			FRCA: Send letter to share information

			FRCA: Create a list for interested group members

	





	Connect family support to welfare reform movement
	
			FRCA: Send multiple copies of welfare reform program survey to agencies in work group

			Agencies: Distribute survey to other family support programs

	





	Disseminate information as broadly as possible
	
			Agencies: Share information from conference with associates and community

			FRCA: Consider costs of pubs/membership and reaching out to non-members

			FRCA: Consider putting materials in libraries so communities can access them

	





	Continue to stay connected as a group
	
			FRCA: Create and distribute a mailing list of all programs at the session

	









Copyright © 1998 [author(s)].





Supporting Parents in a Socially Toxic Environment


James Garbarino, Ph.D
Co-Director, Family Life Development Center
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I. Introduction


The quality and character of parenting results in part from the social context in
which families operate. One important feature of this social context is public policy.
This presentation examines several public policy issues that affect parenting, and does
so within an ecological framework highlighting the role of "social toxicity" in
challenging parental competence in late 20th century America. The issues discussed
include policies regarding, state responsibility for children, economic conditions
affecting families, the role of neighborhoods in family support, and the allocation of
resources to prevention, intervention, support, and empowerment programs.


Parents face different opportunities and risks in rearing their children because of
their mental and physical make-up and because of the social environment they inhabit.
Moreover, social environments affect parenting through their impact on the very
physical make-up of the child (and the parent). We can call these influences "social
biology." In contrast to sociobiology which emphasizes a genetic origin for social
behavior, social biology concentrates on the social origins of biological phenomena,
including the impact of economic conditions and social policy on brain growth and
physical development (e.g. the case of environmental lead poisoning of children that
leads to mental retardation and/or behavioral problems, problems that increase the
challenges faced by parents).


These social biological effects are often negative (e.g., the impact of poverty and
famine on mental retardation, or the mutagenic influence of industrial carcinogens).
But they may be positive as well (e.g., intrauterine surgery or nutritional therapy for a
fetus with a genetic disorder). When these positive and negative social influences
operate in psychological or sociological terms we refer to them as sociocultural
opportunities and risks, and they constitute an important force in shaping the parenting
agenda.


Thus, when we refer to "opportunities for development" that affect parenting, we
mean relationships in which parents find material, emotional, and social
encouragement compatible with their needs and capacities as they exist at a specific
point in their parenting "career." For each parent (as for each child), the best fit must be
worked out through experience, within some very broad guidelines of basic human
needs, and then renegotiated as development proceeds and situations change.


This complex and important phenomenon has profound implications for
understanding issues of social policy as they affect parenting. We can start from recent
findings regarding the "accumulation of risk." For example, Sameroff and his
colleagues (1987) report that the average IQ scores of 4 year old children are related to
the number of psychological and social risk factors present in their lives. These risk
factors are manifest in or mediated by parenting: e.g., a rigid and punitive childrearing
style, parental substance abuse, low parental educational attainment, father absence,
poverty, etc.


But this research reveals that the relationship is not simply additive. Average IQ
for children with 0, 1 or 2 of the factors is above 113. With the addition of a third and
fourth risk factor the average IQ scores drop precipitously to nearly 93, with relatively
little further decrement as there is further accumulation of the fifth through eighth risk
factors (average IQ scores at 85). And, as Dunst and Trivette's recent work reveals
(1992), understanding developmental opportunities helps to explain the variance in
outcomes left unaccounted for in models that simply address "risk." An ecological
perspective on parenting makes good sense, empirically, theoretically, and
programmatically.


"Windows of opportunity" for intervention on behalf of parents appear repeatedly
across the life course, and what may be a critical threat at one point may be benign or
even developmentally enhancing at another. For example, Elder's classic analyses
(1974) of the impact of the economic crisis of the 1930s in the United States was
mediated by parents: children whose families were unaffected by unemployment and
significant income loss showed no effects. But when parents of young children were hit
hard, children's development suffered. Some adolescents (particularly daughters)
benefited from the fact that paternal unemployment often meant special "opportunities"
for enhanced responsibility and status in the family for females.


Analyzing research by Rutter and others, Bronfenbrenner (1986) confirmed that
the stress of urban life associated with "family adversity" (Rutter's term), is most
negative and potent for the development of young children (while it even stimulates
some adolescents who have had a positive childhood). One important theme in current
and future research seeking to illuminate the impact of public policy on parenting is to
improve our understanding of the circumstances and conditions that constitute
challenges and adversity that are "growth-inducing," in contrast to those that are
debilitating. A second important theme is the recognition that the "interests" of parents
and children are not necessarily synonymous.


Risks to parenting can come both from direct threats and from the absence of
normal, expectable opportunities. The experience of homelessness is one example of a
sociocultural risk factor that has profound implications for parenting. "Home" implies
permanence. You have a home when you have a place to go, no matter what. You have
a home when there is a place with which you are connected permanently, that endures
and represents you. Or, as a young homeless child wrote, "A home is where you can
grow flowers if you want." (Daly, 1990)


We might note here that it is only a small step from this concept of "home" to the
analogous political concept of "homeland" as a sense that one is part of a nation, that
one belongs somewhere in the political sense. This essentially ideological phenomenon
(of having a political home) may serve as a powerful force in parenting. For example,
Punamaki (1987) reports that it sustains parenting under extremely stressful
circumstances such as are found among Palestinians living in refugee camps in the
midst of chronic political violence.


We need to study the hypothesis that both home and homeland may be
important resources in identity formation, and a childhood lack of either or both may
lead to mental health problems associated with alienation, conduct disorders,
rootlessness, violence and depression in adolescence, problems that become
intergenerational when they extend into adulthood. J. Gilligan (1991) has explored just
such an analysis in his study of the relationship between shame (linked to negative
personal and social identity) and violence.


Understanding the experience of "home" may help sort out the divergent
psychological impact and character of experiences that appear similar on the surface --
e.g., being an "immigrant" and a "refugee," or having "moved" and being "displaced."
With millions of families worldwide experiencing "homelessness," this is a crucial issue
for further study (c.f. Garbarino, Kostelny, and Dubrow, 1991), one that illuminates the
importance of adapting an ecological approach to human systems. This system
approach examines the environment at four levels beyond the individual organism --
from the "micro" to the "macro." (Bronfenbrenner, 1979, 1986; Garbarino et al., 1992).


The ecological perspective forces us to consider the concept of risk beyond the
narrow confines of individual personality and family dynamics. In the ecological
approach, both are "causes" of parenting patterns and "reflections" of broader
sociocultural forces. Mark Twain wrote: "If the only tool you have is a hammer you
tend to treat every problem as if it were a nail." Inflexible loyalty to a specific focus
(e.g., parent "education") is often a stumbling block to effective intervention. However,
the obverse must also be considered: "If you define every problem as a nail, the only
tool you will seek is a hammer."


Viewing parents only in terms of organismic and interpersonal dynamics
precludes an understanding of the many other avenues of influence that might be open
to policy or program interventions, or that might be topics of study for us as scientists.
This message provides a crucial guide to research on intervention and program
evaluation, and reflects the operation of macrosystems of culture and ideology.


Social policy operates through macrosystems, the context within which micro-,
meso-, and exosystems are set, the broad ideological, demographic, and institutional
patterns of a particular culture or subculture. These macrosystems serve as the master
"blueprints" for the ecology of human development. These blueprints reflect a people's
shared assumptions about how things should be done, as well as the institutions that
represent those assumptions. Macrosystems are ideology incarnate.


Thus, we contrast societal blueprints that rest upon fundamental institutional
expressions, such as a "collective versus individual orientation." Religion provides a
classic example of the macrosystem concept because it involves both a definition of the
world and a set of institutions reflecting that definition -- both a theology and a set of
roles, rules, buildings, and programs. Macrosystem refers to the general organization
of the world as it is and as it might be. Historical change demonstrates that the "might
be" is quite real, and occurs through either evolution (many individual actions guided
by a common reality) or through revolution (dramatic change introduced by a small
cadre of decision makers).


An ecological perspective has much to contribute to the process of
understanding social policy issues affecting parenting. It gives us a social map for
navigating a path through the complexities of research. It aids us in seeing the full
range of alternative conceptualizations of problems affecting children and points us in
the direction of multiple strategies for intervention. It does this by asking us always to
consider the micro-, meso-, exo- and macro-system dimensions of developmental
phenomena and interventions. It constantly suggests the possibility that context is
shaping causal relationships. It always tells us "it depends," and stimulates an attempt
to find out "on what." One of the important "on whats" is social policy.


Consider the case of child abuse. We need to look to the community that
establishes laws and policies about child abuse, as well as to the families that offer a
powerful definition of reality for the next generation. And, we also should look to the
culture that defines physical force as an appropriate form of discipline in early
childhood.


But we must also look within the individual, as a psychological system affected
by conscious and changing roles, unconscious needs, and motives, to know why and
how each adjusts in ways that generate conflict. In addition, we must also look "across"
to see how the several systems involved (family, social services, social network, and
economy) adjust to new conditions. There are some constant themes in how these
issues are played out in American efforts to formulate social policy for parenthood.





II. An Historical Perspective on Social Policy and Parenting


In a 1996, early draft of correspondence concerning a collection of papers on
"Family Policy" (published in the Journal of Social Issues in 1997), the editors
inadvertently asked me to prepare an essay on, "A Vision of Family Policy for the 20th
Century," rather than their consciously intended focus on the 21st century. This
"mistake" was a good place to start a discussion of social policy and parenting in
American society. First, there is the recognition that a focus on the too distant future is
hardly the stuff of which politics-- and thus policy-- is made. In American politics, four
years is an eternity. Second, in thinking about parenting policy for a vision for the 20th
century we can find an opportunity in wondering how we might approach the issues of
family policy if this were 1898, and we really were approaching the 20th rather than the 21st century.


To prepare myself for this assignment I sat in a public park that had been in
operation for 100 years, and I consulted a sample of newspapers from that era. The
exercise was illuminating. The policy issues relevant to parenting that I found before
me as I imagined sitting there in 1893 were these, among others:



	1. The problem of substance abuse and addiction was recognized as an
insidious and powerful destructive force in family life.

	2. There was evidence of a widening gap between rich and poor, and
already many voices called for action to improve the conditions of the poor, particularly
the "worthy" poor.

	3. Traditional American values and institutions were being challenged by
the influx of immigrants who did not speak English and who were perceived to make
disproportionate demands on the human service systems, suppressing wages by
accepting low pay, long hours, and inferior working conditions.

	4. The legacy of slavery and the reality of racism lurked behind the public
facade of democracy, and broke out in dramatic incidents from time to time.

	5. To their contemporaries, growing numbers of girls and women
appeared to be in moral jeopardy due to the frequency of premarital sex and pregnancy,
and the sex industry, in fact, flourished.

	6. Child abuse was entering the public consciousness and there was a
sense that juvenile crime was escalating.

	7. Significant numbers of families were not "intact," as mothers frequently
died in childbirth and fathers often abandoned families.




Does this sound familiar?


Plus ça change, plus c'est pareil? The more things change, the more they remain
the same? Does anything ever really change? Or is it just the characters and not the
plot? Reading contemporary analyses of parenting issues in the 1990's, we see that
there have been changes in the past 100 years: divorce and unmarried teen births have
replaced maternal death and paternal separation in the dynamic of "incomplete"
families; overtly homosexual adults now assert claims on parental roles publicly;
efforts intended to integrate employment and maternity have become common; and, a
structural analysis of child abuse as a social problem has arisen. These are real changes,
of course, and they demand policy adjustments and innovations at all levels of public
life.


But in our efforts to understand the current policy agenda let us not forget that
some of the essential elements of that policy agenda have deep roots in the special
historical American experience. After all, it was as we approached the 20th century that
some of the major on-going themes of the American national policy agenda were laid
down: the costs and benefits of industrialization and a global economy;
multiculturalism; "big government," a human rights perspective on racism; militarism
and empire; the emergence of "mass" media; and a search for the American family.


In 1896, the United States was being transformed by the seemingly unstoppable
social logic of industrialism, and the country was fast becoming a major player in the
global economy. One can read The Education of Henry Adams (1914) for a vision of this
transformation. This industrial transformation had massive implications for families:
new economic relationships emerged between husbands and wives; young girls became
independent economic entities as they entered the cash economy. Throughout this
transformation, the look of America changed dramatically as we started full scale the
process of moving activities from the "non-monetarized" to the "monetarized"
economies (Garbarino, 1992; 1995), and from an agrarian to an urban social model of
society.


It was then, 100 years ago, that the progressive elements in American society
began to believe that "big government" was required as a counter force to "big business"
if the best of America's commitment to human rights was to be preserved. As private
industrial and financial entities grew in size and scope they began to absorb and to
radiate a political power that was outside the scope envisioned by the "founding
fathers." This development provided the foundation for a constitutional crisis that
would pit an ideology of small government and a narrow interpretation of the
Constitution against an interpretation that stressed the elasticity of the Constitution and
the need to grow the federal to preserve the rights of life, liberty and the pursuit of
happiness amidst the complexities of a modern industrial society. This conflict came to
a head during the 1930's and the New Deal, when the Roosevelt Administration sought
to throw the weight of the national government behind efforts to end the Great
Depression, and it has continued to this very day (e.g. in the national debate over the
1994 Republican "Contract With America").


The 1890's saw the initial creation of Imperial America-- the America of the
military-industrial complex which projected power globally, and which imposed a
market focus upon foreign policy. At the same time, America was challenged to refine
the meaning of its core identity as an Anglo culture. De facto bi-lingualism in schools
and neighborhoods contested with a strong "nativist" streak (an ironic term given the
fact that truly Native-Americans were completely excluded from this culture). All this
was taking place in the context of "the closing of the American frontier" (as Frederick
Jackson Turner defined it conclusively in 1897). This "closing" symbolically (and
increasingly in fact) shut off the pressure valve of open lands that had allowed the
disaffected to move rather than deal with conflict. It thus began the process of
confronting social issues (rather than simply displacing them) that continues today.


Finally, the rise of a "mass" media created a mechanism for a truly national
consciousness and perhaps a collective unconscious formed by the implicit images that
permeate the shared experience of those who read, listen to, and watch the same
material. Current analyses of television and movies and homogenizing cultural forces
find their parallels a century ago as American families could be part of a national
experience of fashion, issue-definition, and event sharing in close to "real time." This
transformation offered the models for today's "national culture," namely the role of the
mass media is shaping the imagery of American culture in which television families
have become realer than real (Garbarino, 1995). And, it contributed to the rise of parent
advice books that culminated in Benjamin Spock., T. Berry Brazelton, and others who
have become parenthood icons of the 20th Century.


There is much more that could be said about the late 19th century and its
relevance to understanding our approach to the 21st, but this sketch will have to suffice
here. Moving on to several core American issues that characterize current and future
efforts to wrestle with parenthood policy, the central or organizing theme is the
ongoing struggle between individualist and collective conceptualization of the family's
role and responsibilities.


At the heart of many parenthood policy issues is the matter of how and when
families are private and how and when they are public. This issue arises in the context
of child maltreatment as "the price of privacy" (Garbarino et al., 1980), as well as any other
situation in which children are either to be understood as citizens with a primary
relationship with the state or as fundamentally private members of families with no
direct link to the state under ordinary circumstances or as the private property of
parents. Some societies define parents as child rearing agents of the state, as did the
former USSR. Others see families as the primary unit of society, with the state having
authority only as a "last resort."


This collective vision characterizes conceiving a child as tantamount to entering
into a contract with the community. The social contract model provides a strong moral
imperative for public efforts to ensure the safety and "quality" of the resulting child, for
a contract implies mutual obligations and rights. The opposing vision validates a
voluntarist or fee-for-service model of the relationship between families and the state.
Contemporary policy debates reflect this fundamental issue when they focus on topics
that include child welfare (is it an entitlement? a privilege? a tool for social control?),
teen pregnancy (who has authority over a girl who gets pregnant?), divorce and child
support (is financial responsibility for a child purely a private contract issue between
divorced adults, or a public responsibility?), and other issues addressed in this volume.


These issues cluster around the meaning of a social support system, and its
meaning in the ideology underlying parenthood policy. Gerald Caplan developed the
concept of a social support system in the context of community mental health as
combining feedback and nurturance, i.e. expecting the same relationship to observe and
evaluate individual behavior on behalf of society and to offer psychological resources to
the individual as a matter of an individual's human rights. A social support system is
not simply the unconditional provision of resources. It is the provision of resources in
the context of monitoring, standard setting, and other dimensions of social control. In
this rendition a social support system is not the financial safety net and formal social
services of governmental "Big Brother," but perhaps "Big Sister," in the sense that it is
not aggressively authoritarian but rather insistently caring. Perhaps this is one reason
why the most effective family support program is the home health visitor program (best
illuminated by the work of David Olds and his colleagues). Home health visitors
exemplify the Big Sister features of being a social support system: they offer resources
and they represent the interests and the standards of the community vis a viz the
parent.


But is social support a public matter? This is the essential question that pervades
much of the current policy debate about parenthood (as it did 100 years ago and
probably will in the coming decades). On one side of this debate are those who argue
that families are essentially private and the role of government in their care and feeding
must be minimal, limited perhaps to the very most basic matters of child protection.
This is certainly the moving spirit behind the "Contract with America" offered by the
Republicans in the 1994 elections (echoing the Bush administration's concept of "1000
points of light" and other formulations the focus on the privatization of human services
and economic affairs). Is this the American foundation for parenthood policy? Does the
government stand outside the family as essentially a bystander, perhaps intervening in extremis when there is no other last resort in the "private sector?" Is there an alternative
yet authentically American answer to this question? There is and it lies with the original
Contract With America.


The Declaration of Independence is the original Contract With America, the
touchstone for American public policy debate. In this document is found the essential
(and for the time in which it was written, innovative) premise of American political
ideology. And what is this premise? It is not simply the assertion that "We hold these
truths to be self-evident, that all men are created equal, that they are endowed by their
creator with certain unalienable rights, that among these are life, liberty, and the pursuit
of happiness." This assertion of human rights (at the time limiting "men" to mean white
men) was wonderful, but not unique for its time.


The most important ideological innovation of the Declaration was contained in
the words that follow the statement of inherent, unalienable human rights when it
asserted that: "That to secure these rights governments are instituted..." Here is the
fundamental contract with America, the truly revolutionary principle that governments
exist to secure basic human rights. The best of American history has been the
refinement and the application of this contract--- including efforts to rectify the original
omissions in the language of the Founders of the female and of the non-white, to
translate this basic commitment in light of changing social conditions and technology.


This revolutionary conception of government as the guarantor of human rights is
the appropriate starting point for our discussions of parenthood policy, the American
idea that government exists not to protect the rich or any other elite, nor to make the
world safe for big business, nor to facilitate greed or self-interest, nor to promote a
religious group's narrow agenda. Rather, the founders of the nation envisioned that the
basic purpose of government is to secure basic human rights, unalienable rights. This is
the appeal for those who would insist that public policy support the parental
aspirations of homosexuals, that ways be found to protect and nurture the children of
teenage mothers, that dangerous neighborhoods be restored to safety so children can
escape trauma and abuse, and that as economic structures change the needs of children
remain paramount.


Today we wrestle with the complexities of translating the primal contract with
America into the realm of contemporary parenthood policy. It is not easy. We face an
often bewildering patchwork of evidence (sometimes with contradictory findings). We
must conduct their policy analysis in a time of great public skepticism: whereas in 1975
35% of American youth agreed with the statement that "Most people can be trusted,"
but by 1992 that figure had dropped to 19%. By the same token, adults have become
more politically cynical. In the early 1960's surveys revealed that most American adults
believed in the government-- 77% in one poll agreed with the statement "You can count
on the government to do the right thing most of the time." Today most Americans
discount government intentions (and 22% indicated their belief that "you can count on
the government to do the right thing most of the time"). What is more, we are dealing
with a policy environment with a plethora of well financed, ideologically driven and
often self-interested groups advocating for privatization and "small government."


The state plays an important role in setting the parameters for parental
responsibility, and thus for the realms in which variations in parenting skill will affect
child development. For example, most governments in the United States accept
responsibility for providing basic services such as potable water and waste disposal.
Borrowing a term commonly used in injury control, this is "passive prevention" in the
sense that it requires no action on the part of parents to protect their children. In
contrast, immunization programs require more active efforts of parents-- to bring the
young child to a facility that provides the immunization (or at least permit the child to
be immunized as part of the program at a school or day care center).


Passive prevention efforts in the form of community water and sewage systems
absolve individual parents of the responsibility to provide clean water and to dispose of
sewage. Thus, variations in child health due to cholera and other water or sewage born
agents are absent. Requiring immunization as an entrance requirement for mandatory
school enrollment reduces the role of parental initiative. Of course the fact that less
than 100% of young children are immunized is evidence of the "costs" of anything less
than fully passive prevention. And, the deregulation of television programming aimed
at children is a prime example of how public policy can affect the individual
responsibility of parents (Carlsson-Paige & Levin, 1990). Deregulating television
programming aimed at children has increased the individual responsibility of parents
to monitor and regulate the television viewing of their children.


Where government does not assume responsibility for passive prevention
measures we find significant variations linked to a series of predictable family variables
-- education of parents, social class, personal history of parents, and family system
functioning. Thus, if government did not assume responsibility for providing potable
water and for sewage treatment, we would expect to find substantial variation in child
health due to differences in parental skill, motivation, and resources, as we do in the
areas of childhood television viewing-- and to a lesser degree immunization against
childhood illnesses.


Variations in state responsibility for children penetrate into many aspects of
parenting. For example, in an effort to prevent the international "kidnapping" of
children by non-custodial parents, a number of governments now require written
consent of both parents prior to issuing a visa for a minor (e.g. Australia and Mexico).


Perhaps the conceptual issues involved emerge from the following personal
account. When I moved to the State of Illinois in 1985 I brought with me a three year
old child and a three year old automobile. The State of Illinois sent clear messages
regarding its conception of responsibility. The state required that the car be registered,
that it be inspected on a regular basis, that I have liability insurance, and that I be
licensed to operate it. The message was clear: cars are a public matter. With respect to
my daughter, however, I received no messages of public interest. She was invisible to
the state. The foundation for social policy in support of parenting is the basic
understanding that children are public matters, and that there are qualitative issues
involved in approaching the social environment. Can we find a conceptual framework
for understanding these qualitative issues in parenting policy that is harmonious with
our human rights legacy and contemporary understanding of the human ecology of
childhood? I think we can find the needed synthesis in the concept of "social toxicity."
(Garbarino, 1995).





III. The Concept of Social Toxicity


Fordham University's Institute for Social Policy produces an Index of Social
Health for the United States, based upon 16 measures including infant mortality,
teenage suicide, drop out rates, drug abuse, homicide, food stamp use, unemployment,
traffic deaths, and poverty among the elderly. The Index ranges between 0 and 100
(with 100 being defined as the most socially healthy). From 1970 to 1992 the Index
reported a decline from 74 to 41 and it remains at this level (Miringoff, 1996). This
means that the overall well-being of our society has decreased significantly. Of course,
the Fordham index addresses American society as a whole, ignoring the issue of some
groups faring better than others.


Gross as the Social Health Index is, it does tell an important story, one that is
validated by other measures (c.f. Bronfenbrenner et al., 1996). Kids today are in trouble.
Evidence of this is found in research using the Child Behavior Checklist to assess the
emotional and behavioral problems among American children. This instrument is
widely used in research in the United States and in other countries. Parents (or other
adults who know the child well) indicate the presence (or absence) and intensity of each
of 118 specific behaviors or feelings in words such as "can't sit still, restless, or
hyperactive," "lying or cheating," "feels worthless or inferior," "cruelty, bullying or
meanness to others," and "nervous, high-strung, or tense."


Since 1974, 45 of the 118 problems have become significantly worse for American
kids in general (Achenbach and Howell, 1993). Negative feelings such as apathy,
sadness and various forms of distress have increased. Moreover, children report
disliking school more. To some extent, this difference may result from greater
awareness on the part of parents and teachers (the ones likely to fill out the survey).
But it's more than just that.


In 1976, 3% of the children studied (a representative sample of American kids)
were seeing therapists. By 1989, that percentage had grown to 8%. Greater awareness
of problems may play a partial role in this, too, but there is more to it. In 1976, 10% of
all children studied were judged to be doing so poorly that they could be candidates for
therapy (even though only a third of these kids actually received such therapy). By
1989, more than 18% of the children were doing badly enough in their behavior and
development to warrant needing therapy (and about half were getting it).


Achenbach's data certainly conform to the observations of teachers and other
professionals who work with children. On many instances in the last few years, I have
had the opportunity to ask those who have worked with children professionally for 30
years or more what they have observed. They overwhelmingly see what Achenbach
has documented in his data: more and more children are in greater and greater trouble.



As ever larger numbers of our children display signs of experiencing serious
problems we have to ask, "Why?" My own answer to this question is that children are
most vulnerable to the negative influence of an increasingly socially toxic environment,
and that unless we do something about it now, the situation for children will only
continue to deteriorate (Garbarino, 1995).


What I mean by the term socially toxic environment is that the social world of
children, the social context in which they grow up, has become poisonous to their
development. I offer this term as a parallel to the environmental movement's analysis
regarding physical toxicity as a threat to human well being and survival. The nature of
physical toxicity is now well known and is a matter for public policy and private
concern. For example, we know that air quality is a major problem in many places, so
much so that in some cities, just breathing "normally" is a threat to your health and
cancer rates reflect that physical toxicity.


In the last ten years, some communities have improved the quality of their
physical environment as enhanced public and professional awareness has led to
changes. In the matter of recognizing, understanding, and reversing social toxicity,
however, we lag far behind. There is no direct social equivalent to Silent Spring, Rachel
Carson's landmark analysis of physical toxicity. Her book, first published in 1953,
called attention to the problem and stimulated reforms which led to public action to ban
DDT and counter many of the physical environment's most severe manifestations of
physical toxicity.


But what are the social equivalents to lead and smoke in the air, PCB's in the
water, and pesticides in the food chain? I think some social equivalents include
violence, poverty and other economic pressures on parents and their children. They
include disruption of family relationships and other trauma, despair, depression,
paranoia, nastiness and alienation - all contaminants which demoralize families and
communities. These are the forces in the land that contaminate the environment of
children and youth. These are the elements of social toxicity. They affect all children
and youth, but vulnerability evolves along with development. Thus, for example,
research on early brain development reveals that the elements of social toxicity most
dangerous to the fetus and infant are those that lead to parental neglect and abuse, and
those that subject the very young child to other forms of trauma and deprivation. All
these threats are related to the degree to which the social environment is supportive
and benign as opposed to hostile and toxic.


Social life is more risky now than it was just 40 years ago; the level of social and
cultural poison is higher. How is the environment for kids more socially toxic now than
the 1950's and even the 1960's? For one thing, no kid ever died from a drive-by fist fight
and no mother was terrorized by the prospect of such an assault to the degree that
mothers living in "war zones" today fear that their children will be shot. The
proliferation of guns among growing numbers of adolescent peer groups means that
conflict and confrontation that once were settled with fists now can be "resolved" by
shooting. The lethality associated with adolescent conflict in many neighborhoods
today is radically different from the threat faced by a teen who angered his or her peers
30 or 40 years ago.


Kids today are bombarded with messages about the potentially lethal
consequences of sex. There is no comparison between the threat of AIDS today and the
threat of VD during my youth. More generally, children and youth today must contend
with a constant stream of messages that undermine their sense of security. If it isn't the
threat of kidnapping, it's the high probability of parental divorce. If it isn't weapons at
school, it's contemplating a future with dim employment opportunities.


Beyond these dramatic issues there are more, many more, that are subtle yet
equally serious. High on the list is the departure of adults from the lives of kids. The
lack of adult supervision and time spent doing constructive, cooperative activities are
important toxic aspects of the social environment today, and these forces compound the
effects of other negative influences in kids' social environments. Kids "home alone" are
more vulnerable to every cultural poison they encounter than are children backed up by
adults.


Although everyone is vulnerable to toxicity in the social environment, children
(like the elderly) are the most vulnerable, just as they are among the most vulnerable to
physical toxicity in the environment. When airborne pollution reaches toxic levels, who
suffers first and most? Who is most vulnerable? It is the children (and our elders) with
asthma or other respiratory conditions who show the effects soonest and with greatest
intensity. When a house is contaminated with lead or asbestos, who is at greatest risk?
Young children.


As the social environment becomes more socially toxic, it is the children -
particularly the most vulnerable among them - who show the effects first and worst.
And who are the children who will show the effects of social toxicity first and most
dramatically? They are the children who already have accumulated the most
developmental risk factors: poverty, racism, abuse, neglect, absent or incapacitated
parents (Sameroff, et. al. 1987; Dunst and Trivette, 1992).


The concept of social toxicity explains a great deal of what troubles us about
children growing up as we approach the 21st Century. At stake is the essence of
childhood as a protected time and place in the human life cycle.


Imagine living in a city plagued by cholera. In this city, the challenge to parents
to keep kids healthy would be overwhelming. Yes, the most competent parents and
those with the most resources would have more success delivering drinkable water to
their children than would other parents. But even these "successful" parents would
sometimes fail. Would we blame them for their failure, or point the finger at the
community's failed water purification system? In a socially toxic environment the same
principle holds. So let us put aside blaming parents and take a good hard look at what
we all can do to lend a hand with the challenging task of raising children in a socially
toxic environment. What we do on the policy front in support of parenthood in
detoxifying the social environment will go a long way to enhancing the quality of life
for children and youth in the decades to come, when we really are facing the transition
to the 21st century as issues of resiliency and coping become ever more important.





IV. Factors Leading to Resiliency and Coping


Convergent findings from several studies of life course responses to stressful
early experience suggest a series of ameliorating factors that lead to pro-social and
healthy adaptability (Losel & Bliesener, 1990):



	actively trying to cope with stress (rather than just reacting)

	cognitive competence (at least an average level of intelligence)

	experiences of self-efficacy and a corresponding self-confidence and positive self-esteem

	temperamental characteristics that favor active coping attempts and positive
relationships with others (e.g., activity, goal orientation, sociability) rather than
passive withdrawal 

	a stable emotional relationship with at least one parent or other reference person

	an open, supportive educational climate and parental model of behavior that
encourages constructive coping with problems

	social support from persons outside the family




These factors have been identified as important when the stresses involved are in
the "normal" range found in the mainstream of modern industrial societies -- e.g.,
poverty, family conflict, childhood physical disability, and parental involvement in
substance abuse. They thus provide a starting point for efforts to understand the
impact of policy on parenting -- and ultimately on children.


Of the seven factors identified in the research on resilience and coping, several
are particularly relevant to policy (and some of the others are indirectly relevant). We
are particularly interested in the factors of "social support from persons outside the
family," "an open, supportive educational climate and parental model of behavior that
encourages constructive coping with problems," and "a stable emotional relationship
with at last one parent or other reference person." In these three factors is the beginning
of an agenda for policy initiatives to enhance parenting -- particularly under conditions
of high stress and threat.


The first factor is, of course, at the heart of our concern: "social support from
persons outside the family." We see this as a generic affirmation of the validity of
policies designed to promote parent support efforts. It tells us that the importance of
social support increases inversely with the inner resources of the parent: the poorer
need more help. Of course, here as elsewhere, we expect to find a kind of "Catch 22" in
operation: the more troubled and impoverished a parent, the less effective he or she will
be in identifying, soliciting, and making effective use of resources outside the family.


This is the message of research on neglecting parents conducted by Polansky,
Guadin, and their colleagues (c.f. Gaudin & Polansky, 1985). Neglecting mothers are
less ready, willing and able to see and make use of social support in their
neighborhoods and more in need of such support than other mothers. This vicious cycle
is evident repeatedly in studies of child maltreatment (Garbarino & Crouter, 1977).


The second resilience factor explicitly targets the community's institutions. It is
schools, religious institutions, civic organizations, and other social entities that
operationalize the concept of "an open, supportive educational climate." Programs and
role models that teach and reward the reflective "processing" of experience are an
essential feature of social support at the neighborhood and community level.


The third resilience factor is "a stable emotional relationship with at least one
parent or other reference person." How does this translate into policies affecting
parenting? It does so through repeated findings that depth -- as opposed to simply
breadth -- is an important feature of social support (and one often neglected in
programmatic approaches). In addition to having social support effectively available
through friends, neighbors, co-workers, and professionals, parents need social support
in its most intensive form: you need "someone who is absolutely crazy about you." This
is clear from research on parenting (children must have someone in this role) but it is
also important in the functioning and development of youth and adults, including those
in parenting roles.


The implications are quite significant. For example, in his efforts to prevent child
maltreatment among malfunctioning parent-child dyads, Wahler found that the
effects of his programmatic intervention were attenuated to the point of being
negligible for mothers who had no close allies who supported revisions in parenting
style and practices. For poor mothers this person is likely to be neighborhood-based.


	Only by identifying and incorporating into the preventive intervention such a
maternal ally was Wahler able to ensure that the preventive strategies he was teaching
to the mother would endure. This finding parallels other studies emphasizing the
importance of social support for the goals of professional intervention (e.g., the
congruence of residential treatment goals for youth in the post-release social
environment -- c.f. Whittaker, 1986).


It is important to remember that social support has at least two distinct
dimensions. The first is its role in simply making the individual feel connected -- which
is important in its own right. The second is its role in promoting pro-social behavior
(e.g., avoiding child maltreatment even under stressful conditions). In a socially toxic
environment, policies designed to encourage social support are crucial.
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Families send children to school, where they hope their children will become learners with the tools they need to succeed in life. Schools take children from and send them back to their families, where they assume the families will provide the support that children need to grow and learn. This circle, in which home and school share the resource of children, is one that has been the focus of development, debate, and data collection. Most educational institutions have some formal home-school group, whether it is a parent board, a PTO, a School Advisory Council, Room Parents--all working to bridge the space between families and education. The attention to the topic is even framed legislatively with a national education goal whose focus is partnerships: "By the year 2000, every school will promote partnerships that will increase parental involvement and participation in promoting the social, emotional, and academic growth of children." (National Education Goals Panel, 1995). The connections are called by various names--parent involvement, partnerships, home-school relations--but they all represent a deeply held conviction that children will be better off if the adults in their two care settings communicate and collaborate.


Both parents and educators have a large stake in children's success and the linkages promoted to facilitate it. No one would dispute that. But conceptualizing and operationalizing the connections between home and school has been done in many ways by practitioners, policymakers, and researchers who have specific ideas about the rights, roles, and responsibilities of participants in education. For some, the focus of this research is the description of programs and practices that increase the involvement of parents in school-related activities. Within this literature, links are made between practice and outcomes for various stakeholders in schooling. These works are highly pragmatic, forming programmatic alternatives to current relations between home and school. In contrast, other scholars read the interactions of parents and educators to illuminate the underlying dimensions of power and ideology. These are critiques of taken-for-granted images of relations between home and school. Rather than leading directly to policy or practice, they provide ways of problematizing the status quo that can imply new ways of thinking.


How do we interpret the meanings of these models and the differences among them? One way would be to compare the elements of programs that work to increase the connections between parent and schools. This would provide information about the varied ways that schools work to involve parent--and this has been the main focus of inquiry related to parents and education. We have a reasonably detailed description of the various strategies schools and parents use to work together to promote children's education. What has not been extensively it to explore the foundational assumptions that frame proposed parent involvement activities. These foundational assumptions are developed within systems of value in which some people have more power than others and particular goals and activities take precedence. As a result, they shape the outcomes that are the ultimate goal of efforts to strengthen home-school relations and they promote agendas that have more potential for some participants than others.


These conceptualizations have implications for not only the activities undertaken but their evaluation. The way scholars choose to think about parents and education places those we write about in scripted positions that authorize some to be leaders and others followers. This scripting is not without consequence because it advances some interests while reducing attention to others. Understanding these underlying assumptions and the theories that endorse and enforce these works would be an important step in inquiry about parents and schools. It could help us know more about the relations between home and school. In addition, it could focus attention to the ways that researchers promote particular relations by the way they frame the questions they ask. These frameworks, often shown through theorization, are illustrations of models for the way the world works. From this perspective, it would be important to examine how authors have theorized the relations between home and school, focusing on how these relationships are portrayed in practice and in theory.


In this paper I work to theorize theories of parents and education. As a first step I have chosen the work of four outstanding scholars who have addressed issues related to home-school relations in their research. It is therefore a description of how some scholars have mapped the field. Describing their work allows us to see how rich this literature is and to explore how issues have been addressed within scholarly discussions. More importantly, I examine how authors and theories position the subject of their inquiry within domains of power and work within certain terrains of value by examining the assumptions and theories employed within this work. Theorizations prompt us to take up very particular sets of tools and they focus us on the attainment of prescribed sets of goals. And out of these tools and goals, we have access to bounded sets of knowledge. Tracing the linked nature of theory, question framing, methods, and knowledge will be a main goal of this work.


This approach is valuable because theories provide situated readings of the world that include some issues and exclude others. Theoretical frameworks use the notion of a physical structure to call attention to the ways that they position and shape our readings of the world. Research traditions vary in terms of the explicitness of their frameworks and the acknowledgment of the ways that they manipulate the positions of researchers, readers, and objects of inquiry. This is particularly true in work dealing with home-school relations, which is represented by a wide array of theorists who deploy their tools in and out of view.


To do this interpretation of interpretations, I examine the work of several key researchers who have undertaken the examination of parents and their relations with schools. I explore how these writers have theorized their work and how their framing of the problem situates us within certain outcomes and implications for practice. I choose scholars that represent diverse perspectives on home-school relations to highlight the ways that theoretical frameworks locate the problem within particular dynamics and ideas about what it means to be in a relationship with the institution called school. But to do so I need tools. I therefore employ another theoretical framework to examine the theories and their use.





Relationship/responsibility: Bakhtin's Answerability/addressivity


A theory that will illuminate practices and issues related to parents and schools needs to focus on the issue of relationship because that is essentially what this is all about -- relationships among individuals and institutions. Thinking about parents and school people as in relationship will leverage insight into the intricacies of the actions promoted/taken, the outcomes pursued, and the values embedded within interactions. Focusing on this relationship is important to understanding because according to Bakhtin "it is our relationship that determines an object and its structure, not conversely" (1990b, p. 5). From this perspective, the focus of inquiry on home-school relationsExamining these relationships and how they are founded would involve exploring who has the power to dictate the nature of the relationship, how it is defined, what responsibilities are connected to defined roles, what outcomes are thought to ensue within particular relationships.


Responsibility is a critical attribute when thinking about relationships, particularly one that has as its purpose the development of another -- a child. How do individuals/groups/institutions conceptualize the responsibilities that participants have for various aspects of helping children learn and development? And how does this conceptualization provide a script that plays out in interactions in the day-to-day life of school? To explore these tasks, I take up a tool developed by by M.M. Bakhtin, his notion of responsibility, or as he calls it, answerability.


Answerability is one of the major concepts developed by Bakhtin in his complex career. It theorizes two aspects of lived experience important in his early work--action and ethical participation. For Bakhtin,2


An answerable act or deed is precisely that act which is performed on the basis of an acknowledgment of my obligative (ought-to-be) uniqueness. It is this affirmation of my non-alibi in Being that constitutes the basis of my life being actually and competently given as well as its being actually and competently as something yet-to-be-achieved.(Bakhtin, 1993, p. 42)


Answerability can be loosely translated to mean responsibility, which Bakhtin notes is a singularly individual act located within social and cultural dimensions. The answerable act is one that recognizes how ethics are situated and non-transferable--you can't expect anyone else to do what is yours to do. This comes in part from Bakhtin's view that the ethical is not formulaic or generalizable but wholly bound to the life of individual actors. The peculiar phrasing of "non-alibi" is the instantiation of this ethics-in-lived-experience; the idea that there is no "get out of jail free" card - you have no alibi for not doing what is right. "the act is something around which I wrap my responsibility: the focus is singular and radically personal. Tone, intonation, and unrepeatability combine to create the "ultimate singular unity (edinstvo) of each of my acts. (Morson & Emerson, 1990, p. 75).


The notion of answerability is applicable to the topic of parents and education in the ways that authors posit responsibility for action. It operates at two levels: in their descriptions of home school relations and in framing of the problem as a topic for inquriy. In terms of their descriptions, answerability can frame questions such as: How do they set up the definition of the relationships between home and school? And who is responsible for actions and interactions within the interactions around education? What acts are seen as ethical and to whom must we answer for our work? In contrast, answerability is also a consideration for scholars, who by the way they theorize and develop their research, place themselves within maps for ethical action. What roles do scholars set up for inquiry? What potential actions are seen as appropriate or necessary? To what ends are we undertaking research and who might benefit from those outcomes?


Later in Bakhtin's career he shifted his attention from acts as located within individuals to acts aimed toward others--the need for response that he portrays in his idea of addressivity. Addressivity focuses attention on how acts have trajectories -- created for presumed audiences and hoped-for ends.


An essential (constituitive) marker of the utterance is its quality of being directed to someone, its addressivity. As distinct from the signifying units of a language--words and sentences--that are impersonal, belonging to nobody and addressed to nobody, the utterance has both an author. . .and an addressee. . . .Both the composition and, particularly, the style of the utterance depend on thsoe to whom the utterance is addressed, how the speaker (or writer) senses and imagines his addresses, and the force of their effect on the utterance. (Bakhtin, 1986, p. xx)


In the case of research texts on home-school relations, addressivity is associated with the audience an author imagines for both programs or critiques of interactions between schools and parents. The texts are framed with certain relations in mind and are written to foster or change those relations. Each author writes in conjunction with and/or against others' conceptualizations of this topic and their work can be understood as indicating a particular point in a conversation. As I examine a selection of authors' work, I will work between the notions of answerability and addressivity, showing how authors frame participants in very particular ways according to their portrayal of responsibility and the audience they hope to capture in their work.





Epstein: School, Family, and Community Partnerships


Joyce Epstein's large-scale inquiries into parent, teacher, and student views of and actions related to education have provided the materials for the development of a theoretical model of what she now calls school and family partnerships. The term partnerships is used to emphasize that schools, families, and communities share responsibilities for children through overlapping spheres of influence. These spheres can be separate, in which case the institutions related to students share little in the way of resources, goals, or responsibility; or they can overlap, creating space for partnership activities. As a first step, Epstein promotes greater overlap and therefore shared responsibility--from this perspective answerability is an integral part of her theorization of relations between families and schools.


But the answerability is of a very particular type. The image of partnership is framed within a market model whose goal is to generate capital: "We take stock in our partnerships; we account for our resources and investments, and we look for profits for all concerned." (Epstein, 1994, p. 40) Students are placed at the center of this model, seen as the main actors "School and family partnerships do not "produce" successful students. Rather, the partnership activities that include teachers, parents, and students engage, guide, energize, and motivate students so that they produce their own success." (p. 42) The overarching theme in this work is that groups invest in the schooling of children, which provide individual students the resources and motivational frameworks to choose successful strategies. "[S]ocial exchanges. . .can, through good design of programs and practices, produce the human and social capital that we want to result from school and family partnerships" (p. 42). Answerability operates at several levels at this point--at the level of the institution which invests opportunities and resources and at the level of the individual student who must capitalize on that investment through his/her own efforts.


School people are responsible for designing comprehensive strategies for partnership and Epstein provides an empirically generated model of six types of involvement that educators could use to achieve those goals. This typology is presented below:



Major Types of Family Involvement

	Type I

	Basic obligations of parents

	Basic levels of support for health & safety, nutrition, housing, parenting skills and child rearing, family activities to support children learning




	Type II

	Basic obligations of schools to communicate effectively with families about programs and child progress

	School to home

	Home to school




	Type III

	Involvement of parents at school

	Volunteers

	Audiences




	Type IV

	Family involvement in learning activities at home

	Skills to pass grade, help on homework, curriculum




	Type V

	Decision-making, participation, leadership, and school advocacy

	PTA/PTO, Advisory Councils & Committees, Independent School Advocacy Groups




	Type VI

	Collaborations and Exchanges with the Community

	Connections to enable community to contribute to schools, students, and families

	Connections to enable school, students, and families to contribute to the community






While this is a broad set of types, they do have a general focus. Epstein notes that strong programs of partnership include all aspects of these types and they are not presented hierarchically. But the model is set out in terms of what parents can do to support the efforts of their children through agendas directed by the school. While basic obligations are set out for parents, none are noted for schools--either related to settings for learning or for finding out about home settings. "[E]ach type of involvement leads to different outcomes for students, families, and schools" (p. 50) but the nature of these differences is not noted beyond parental appreciation of school efforts, changes in teacher attitudes about parents, and increases in student achievement in highly connected school-home partnerships. The model is silent regarding issues of power and status beyond suggestions that school people invite all parents into relationships and that they vary their schedules to accomodate the needs of diverse families. The meanings that reside within each of the partnership types are not examined nor are the power relations within the roles that these types inscribe. Partnerships frame answerability in terms of school people who develop programs that set up conditions that allow parents into school curriculum. Partnerships provide opportunities for individuals to play the market--they fail or thrive by their ability to take advantage of the investments made by relevant parties.


The model is framed in terms of what educators can do--ways that they can facilitate various types of invovlement by families. Therefore addressivity, in the Epstein model, is focused on teachers and administrators who provide contexts for parents to support learning. Her work is to describe successful programs that can be replicated by schools to increase the spheres of overlap. This is a universalistic perspective on interactions between families and the institution of school, flexible in its adaptation in local settings but that to be comprehensive, must include all six types. Because it is seen as a generalizable program type, it is something that should benefit all communities, with failure residing in individuals unable to take advantage of the opportunities partnerships provide.





School Power: Comer's Ecological Approach 


Recognizing the complexity of understanding schools, James Comer and colleagues situated their efforts on general aspects of school reform, with a program informed by multiple theories and practices (Comer, Haynes, Joyner, & Ben-Avie, 1996). Conceptualizing education as a system, the Comer model works to change that system by building participation and partnership to bring about the optimal development of each child. Two distinct aspects of this model guide activities: a commitment to child development-based programming and to systems-based approaches to problem solving that work to maximize participation and power:


Our conclusion is that most programs designed to improve schooling fail because they do not adequately address the developmental needs of children and the potential for conflict in the relationship between home and school, among school staff, and among staff and students. They do not consider the structural arrangements, specific skills, and conditions school people need to address in the complexity of today's schools. This is necessary to be able to cope with the kind of problems too many children present. (Comer, 1980, p. 38)


To address these weaknesses, Comer and colleagues designed a program that relies on field theory, human ecological theory, population adjustment model, and social action model to disperse power and model shared decisionmaking in all aspects of school governance and action.


Focusing on strengthening relationships by promoting dialogue among relevant participants forces attention to issues of power and engagement in education at a variety of levels:


Parents are more likely to support a school program in which they are partners in decision-making and welcome at times other than when their children are in trouble. Parent interest and support for the school and its staff makes it easier for youngersters to relate to and identify themselves with the goals, values, and personnel of the school, a powerful motivation to tune in and turn on to education. At the same time, parental involvement insures that their cultural values and interests are respected. (Comer, 1980, p. 70)


Connecting parents to schooling is not seen as a resource for schools to access; instead the Comer model highlights the results reaped by multiple stakeholders. Parents provide support, children relate to programming, and school people think more inclusively when relationships are framed in terms of partnership. Comer's partnerships are different from the Epstein model in that the program has specific attributes and values, rather than a variety of choices, and these characteristics are framed to leverage maximal participation and power for all concerned. The program has been extensively researched in multiple sites but rather than describing what is it is promoted as what can beto change the relations among educational stakeholders.


The School Development Program (SDP) is seen as a school level participatory program addressing all aspects of operation. Working from knowledge about relationships and child growth and development, the program's core is the activity of three teams: a parent team, which involves parents in all levels of school activity; a school planning and management team, which plans and coordinates school activities; and a student and staff support team, which addresses prevention issues and manages individual cases. Particular actions are delineated in Comer's SDP: a comprehensive school plan provides a systematic approach to school improvement addressing educational, social, and communication issues for students, teachers, families, and community; staff development is directed by the school plan and related to the specific needs of the local school community, and assessment and modification generates data and provides feedback to evaluate program effectiveness. These teams and activities are driven by three guiding principals: consensus, which avoids fallout from having winners and losers in negotiations; collaboration, in which multiple points of view are appreciated; and no fault, where all participants accept responsibility for change.


As can be seen from this configuration, relationships and responsibility are at the core of the program. By attending to relationships issues and by designing specific program to heighten participation, Comer's SDP takes as foundational the notion of power and the emotional nature of school interactions. Addressivity is something shared by all participants as they are responsible for making schooling work for children by designing programs for specific participants. The notion of a system, in which all aspects of the program must be simultaneously functioning, forces attention to all elements in the school-home collaboration. The multiphasic approach builds improvement into the program by assessing needs, prompting action, and evaluating implementation. The system is a concrete program which, by its shared decisionmaking and responsibility, is addressed to diverse audiences. According to this design, no one agenda takes preference in the program, no one group has the upper hand. If it works, both answerability and addressivity is diffuse and diverse.


The Comer model is built on psychological perspectives on development and interaction. Its strength is the relational aspects of individuals (including children, school people and families). Individuals are advanced through systems in which there is balance of needs, voice, and power. Comer's program is made up of individuals working within systems. What is missing however, is full attention to the social, cultural, and political aspects of these interactions. The strong emphasis placed on programs derived from child development knowledge appears to be put forward without attention to the cultural and political tensions that exist in the construction of the norms on which child development knowledge has been constructed. Child development is an area of study and knowledge production that represents particular values, aspirations, and cultural dynamics--that privileges particular ways of being by placing them as more developed (Burman, 1994; Lubeck, 1986). The authority of the bodies of knowledge on which Comer's model is developed is social scientific descriptions of particular groups of people. That authority inscribes the characteristics of the status quo into the model, regardless of where and with whom it is implemented. The faith placed in the tool of psychological models of development and interaction is a conservative force in this program design. Addressivity locates the voices in this model with the discourses of development and as such leaves out of the conversations the dynamics of political or economic power that shape interactions. This systemic approach, which works to balance the needs of groups through the development of individuals, is a psychologically oriented model and as such cannot leverage change or understand problems outside the realm of the disciplinary tradition in which it was developed.







Other ways of looking at the parent school connection


In recent years, growing numbers of scholars have worked to trouble the middle class model of home school relations, examining it in terms of power, privilege, and stratification. These critical and poststrutural analyses frame the interactions of parents and school people as ideologically saturated and constructed to maintain individual and group status positions in both education and society at large. The theoretical frames that inform these analyses position participants relationally but those relations depend on the mechanisms attending the theory. I'll present two examples of this work which shows the possibilities for thinking about the topic in new ways while showing how they portray the ethics of home-school relations a la Bakhtin.



Lareau: Parents and cultural capital


Trying to understand the relations between social class and home school relations, Annette Lareau applied Bourdieu's notion of cultural capital in an examination of the interactions between parents and schoolpeople in working class and middle class, white communities. She found that family-school relationships are shaped by social class, with quite different forms of interaction. Working class parents tend to have a relationship of separateness with the school, assuming that teachers are professionals who make appropriate decisions. In contrast, middle class parents are connected to the school in ways that allow them to assert their agendas on the schools. They advocate for their children, shaping the opportunities their children had by using personal and institutional resources.


These roles are framed by parental possession of and even more importantly, activation of cultural capital. From Bourdieu, Lareau views cultural capital as "high status cultural resources which influence social selection" (1989, p. 176) For Lareau, parents had varying resources available to support their children's education. These resources, which include educational competence, relative class position, income and material resources, and social networks, provide upper middle class families with leverage they use to advance their children's school careers in ways that were not available to working class families. Highlighting both the cultural and individual aspects of these relations, Lareau notes that within social class, individuals vary in the degree to which they activate cultural capital. Within upper middle class families there were differences in the degree to which parents intervened in the educational system.


Lareau's work provides an contrast to one-size-fits-all views of home-school relations. By attending to both micro and macro forces on these relations, Lareau moves discussions of responsibility beyond individuals and their commitments to education. She frames the nature of differences within social, institutional and cultural matches and resources, providing a more relational analysis than is typically conducted in this area. The activities of parents are framed in terms of both the material resources available but also the meanings that give activities shape and trajectory. Parental actions related to education are nested within conceptions of appropriate roles for relations between home and school, particularly in terms of issues related to advancing a child's interests. The have-have not nature of a cultural capital analysis shifts attention from blame to accounting for the use of resources that are inequitably distributed in society. More individually focused notions of parent involvement address the degree to which individual family units support learning (and the school's institutional practices that facilitate that support), framing answerability in terms of personal enanctment of responsibilities to one's children (at the individual or social level). In contrast, Home Advantage portrays the complexity of interactions of participants in education by linking the actions of parents and schoolpeople to cultural meanings that are connected to social class. One of Lareau's key contributions is her identification of the dark side of parent involvement. Her analysis provided a window on the stressful aspects of high intervention parenting styles, problematizing the absolute benefits of parental actions to enhance educational experiences at all costs. She points to the classic "too-much-of-a good thing" created as parents pushed to help their children excel which had ripples within their families and into the school. Families were disrupted by the close connections between home and school when children were not succeeding and school people were sometimes put in the way of a steamroller-like entity.


This work is a great step forward in our understandings of interactions between parents and schools. But it still locates answerability within families in a way that does not lead to transformation. School people are directed to recognize the tacit meanings that common or ritualized forms of parent involvement might have and offer alternatives that provide more openings to involvement--more forms of communication, diverse generation of social networks. But these are framed primarily in terms of how to get working class families more involved. In working to increase the capital and connections of working class families, Lareau's work does not realize two aspects that are outside the cultural capital framework. It does not deal with the power that resistance has in interactions between families and schools, particularly for working class families. Lack of involvement or connection with schools can in some cases be interpreted as resistance to institutional practices that disadvantage groups of children. For some parents, responsibility lies in resisting unfair activities. Because this separation is set up as a "less than" it is a deficit model, in which the problems of parent involvement are mediated by helping those with less developed strategies.


Another area that is silent in this framework is attention to the tension between strategies that advance individuals (indicating activation of cultural capital) and the social good. An advantage is a relative thing, providing a leg up for some, over others. For something to be an advantage, it must be relatively scarce--if everyone has it, it provides no advantage. A good example is money. When money is in high supply, inflation tends to decrease its value--we may have more of it but things cost more. Conversely, when money is in short supply, its value increases, making each unit worth more in its ability to purchase things. Will the advantage of parent involvement provide the same types of payback if it is extended to a broader constituency? The next step in Lareau's analysis might be to puzzle through the equity issues inherent in trying to ameliorate the middle class advantge by helping working class parents generate and activate cultural capital. How will the system accomodate to this equalization? Conversely, how do we consider the activation of resources that advantage individual students and families while disadvantaging others? This would be a conundrum that is made for consideration in a framework of ethical activity. These issues create a space for both addressivity and answerability in opening up the tensions between the rights of individuals and the needs of groups.





Brantliner, Majd-Jabbari, & Guskin: Ideologies of Middle Class Parenting


Ellen Brantlinger, Massoumeh Majd-Jabbari, and Samuel Guskin (1996) illuminated the tensions inherent in middle class mothers' discussions of education. Noting that this group often defines the norm or, perhaps more importantly, the ideal, for actions and values relating to schooling, Brantlinger, et al., identified two distinct positions within middle class mothers' conversations about schooling. The first was a classical liberal position that supported integrated and inclusive educational practices. From this perspective, policies and practices that advocate for all students are key to reforming education (usually including integration, heterogeneous groupings, etc.). At the same time, these mothers also favored practices that maintained or advanced their own child's status in the educational process. They fought for placements in the high ability group while at the same time saying they didn't believe in ability grouping; they justified their child's high educational position because of their exemplary parenting practices. How do these contradictions co-exist in the lives of the powerful, articulate, and thoughtful people studied in this work?


These tensions were examined through Thompson's (1990) conceptions of modes of ideological operations and strategies of symbolic construction. Rather than ignoring or neutralizing ideological readings, this framework focuses "on the ways 'symbolic forms intersect with relations of power' and 'meaning is mobilized to establish and sustain relations of domination' in specific social-historical contexts." Ideology, in this view, is played out through discursive practices that maintain and support existing power structures. The following table provides a summary of this framework:




	Ideology
	Symbolic Construction



	Legitimation

	Rationalization
	Universalization

	Narrativization




	Dissimulation

	
Displacement

	Euphemization




	Unification

	Standardization

	Symbolization of unity




	Fragmentation

	Differentiation

	Expurgation of the other




	Reification

	Naturalization

	Eternalization

	Nominalization

	Passivization






By examining the narratives of middle class mothers, the authors were able to illuminate the ways that ideology both "supports and obscures class privilege and status advantage." While they nominally endorse liberal ideals and practices for others' children, middle class mothers separated themselves and their children from those they saw as different through portrayals that highlight images and actions purported to set up poor practices and attitudes toward education. They were able to set themselves above others by maintaining explanations that not only mimic cultural deprivation theories but that imply harm for their own children.


The notion of responsibility is implicit in the authors attention to the values that underlie thought and action. One of the greatest contributions of this work is highlighting the discontintuity between public and personal agendas for education. Brantlinger and colleagues have caught high profile people in the act of breaking the golden rule--they don't want to have done to others what they have done for their own because that would lessen the impact of their efforts. And worse yet, they show the ways that they try to cover up their trail. These are parents being called to task for public and private stances that clearly conflict.


Brantlinger et al. go beyond Epstein's descriptions of ways to connect with schools by examining how the ideas about action and the values they imply make the meanings of these actions quite different. And they move beyond Lareau's depiction of the dark side of parent involvement by looking at the act of parenting in schools relationally. Actions have consequences not only for those within a family but they have ripples because there are others in the context. For the mothers in this study, education is an entity of equity in its most general sense--it should be able to bridge the needs of multiple groups. But when used within their own family, it was a tool of status production, used to maintain the position they had earned for their child through their own hard work. They are answerable to their children first and to society second and it is in their ability to narrate the differences between these two that they are able to promote the interests of those closest to them.


This ideological gap is described very effectively in this work. The authors point to the discrepancies inherent in these mothers' words and actions so that their ethical commitments are shown in an unflinching light. But they are silent in terms of the actions to be taken as the results of the phenomenon they have described. Actions or conclusions about the implications of these patterns are not narrated beyond the connections to equity gaps and generalized distaste for the tone of exclusivity. What is the answerable act for the various publics that might be participants? Description and theorization appear to be the act for researchers, who point to the inconsistencies in thought and action. No maps are provided to get us out of this smelly swamp of privilege and they fail to address what I see as the central issue in their work--the inherent tensions between promoting individuals so that they can achieve to their highest potential and the ramifications of this promotion on the opportunties of others. It is here that Bakhtin's work could have its greatest impact in helping us deconstruct theorizations of the relations between parents and schools. How do we think about actions and meanings across the individual-social divide? And how do theorizations of interactions in schools illuminate or obscure our ability to see these tensions?







Conclusion


Answerability and addressivity provide a framing of relationships that shows us who is responsible for what actions. This kind of approach can add much to our understandings of home-school relations because it describes the relations in terms of the responsibilities that authors ascribe to participants in education. In addition, it allows us to see who is spoken to not only in the practices of interactions between home and school but also as academics work to understand these interactions. Illuminating the rhetorical choices made by authors -- and I use rhetorical in the sense that Bakhtin would have used in that specifies who is gets to be the hero, who is to be saved, who shapes the nature of the story line has immense importance when we portray the lives and interactions of others. Whether individuals are thought to make the difference in providing opportunties for children, whether we see the press of structures such as social class or forces like ideology shaping the values and actions of groups, makes a difference in the ways that meaning is constructed and policy enacted. The ways that we theorize makes for possibilities by setting up modes of interaction, making some possible and others outside the realm of consideration. We are answerable for the implications of our frameworks just as the actors are answerable within our work.
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There is a wealth of parenting curricula available (Carter, 1997). All aim to provide parents with important information and skills. The variety often leaves parents and professionals confused about which to choose. They look for the perfect curriculum that will meet all the needs of those using it.


A close examination of the issues demonstrates the inevitability of the need for this diversity of materials. Parents vary in their requests for information and their requests change as children grow. Pregnant couples ask for information and skills preparing them for the childbirth experience. Parents of pre-adolescent children want to know about adolescent development and communication skills. Parents with children with learning disabilities ask for information about working with different learning styles. Programs for these various needs differ in content, all are needed and none are interchangeable. The diversity of parenting curricula is absolutely necessary (Parsons, Bowman, Comeau, Pitzer, & Schmitt 1986).


How then can parents and professionals select the curricula that will best serve those who are to use them? It is an obvious decision for the pregnant couple to select a childbirth class or parents with a ten-year old, a curriculum on anticipating adolescence. The decision in reality is not so simple. Does the pregnant couple want a Lamaze or a Boyer type of birth and need the respective relevant information and skills? Do the parents of pre-adolescent children want the skills for a tough love approach or those to help their children become self-reliant people? The same kinds of questions can be asked of parents of children with learning disabilities, of preschoolers or of children who are college bound.


To be able to choose curriculum wisely, parents and professionals require answers to two questions: What does the curriculum offer? and What is the parent looking for?


The discussion in this paper develops a questionnaire for professionals and parents to use to answer these two questions. First, the discussion identifies descriptive characteristics of curricula. Second, for each characteristic the discussion develops a list and/or set of questions that can serve as a means of describing what a curriculum offers. These lists and questions form the first part of the questionnaire and provide a means of answering the first question, i.e. what does a curriculum offer. Third, the discussion adapts the lists and questions so that they ask about parents' strengths, interests and preferences. These questions form the second and third parts of the questionnaire and provide a means of identifying the needs of those who will use the curriculum. The second part is for parents to answer; the third is to answer about a group of parents. A comparison of the answers to what a curriculum offers and what parents are looking for, will guide people to select a curriculum that will meet their needs.




Describing Curriculum and Identifying Parental Strengths, Interests and Preferences


Eight characteristics identify qualities of written curricula that help potential users select the most appropriate one for them. They are: the objectives of the curriculum, its content, the methods used to present the content, the emotional support emanating from it, the type of leadership, the format, cost and its availability.


Parents and professionals working with them can ask questions of any curriculum about these characteristics. They can ask such questions as: Is the purpose of the curriculum what the parent is looking for? Is the content? Are the methods of presentation ones which the parent will be comfortable with and which will enable them to master the material? Is the format suitable? Is the curriculum affordable?


With some questions, the answers will be more relevant if there are standards against which to compare them. For example, knowing the kinds of content parents use (the standard) when nurturing their children gives the information needed to answer what content the curriculum does and does not offer. It gives parents information about what they may need to know that they had not considered. Knowing how the methods of presentation of content vary (the standard) allows users of the curriculum to consider which methods will best suit their preferred methods of learning.


Each of the following sections takes up one of these characteristics of curriculum. Each describes the characteristic, offers a standard for the characteristic when relevant, and adds a method for recording the characteristic on the questionnaire to be used when selecting curricula.



Purpose of Curriculum and Goals of Parents


In the introduction of most curricula is a statement describing what the use of this curriculum is to accomplish. The statement gives a concise overview that the reviewer can keep in mind when reading the curriculum. For example, one program's introduction reads "This program addresses violence against the self (drugs/alcohol), and violence against others (child abuse, domestic violence, crime, gangs) through five curriculum component areas...All component areas are used to assist parents and children in developing strong ethnic/cultural roots, a positive Parent-Child Relationship and life skills necessary for functioning in today's society" (Steele & Marigna, 1998, pp 1). Such a statement gives the reader a clear idea of what to expect to find in the content of the curriculum.


Parents or professionals will be clearer in their intentions if they articulate what they want to learn. "I want to learn how to yell less." "How can I get my teen-ager to be more respectful?"


On the questionnaire is a place for the reviewer of a curriculum to write the purpose of that curriculum. Parents can list their reasons for wanting a parent program and professionals can list what they see as parents' reasons for wanting a parent program.


Matching the stated intentions and the curricula goals provides a general means of sorting curricula as to which will be relevant for a specific group of parents at a given time, i.e. which programs deal with preparing for kindergarten and which for adolescence.





Curriculum Content and Parental Strengths, Needs and Preferences


Descriptions of curricula invariably review the content covered. Descriptions are often lists. The list may be of situations (potty training, the two-year-old, home-work), of skills ("I" messages, reflective listening, stress management) and/or even of research (brain research, sleep patterns, different kinds of intelligence). These lists can be incredibly long.


Just listing situations gives no indication of other content that is important to consider when selecting curriculum (Thomas, 1998). For example, most curriculum include discussions of children's developmental level and temperament pattern when talking about potty training or home-work. This is important content and, frequently not mentioned in a list of situations. Nor do lists tell how the curriculum recommends a situation be handled (is the child to be spanked or is the parent given options); the suggested role of the parent in dealing with the situations (don't get involved or it is a teachable moment) or the competencies parents need to have to deal with the situation (know how to resolve conflict or discuss values without lecturing).


The issue is to determine what content is relevant to consider.


One approach is to identify what content parents use. This information can be obtained by analyzing what parents do as they nurture their children and what personal competencies they use while doing so (Heath, submitted for publication). These identified competencies can then be a standard for deciding which a given curriculum covers and what strengths and interests a parent or a group of parents have.



Identifying Parental Competencies


To identify the competencies parents may use as they nurture their children, the complexity of the parenting process must be recognized. As current theory on chaos is demonstrating (Kossman, & Bullrich, 1997), parenting is a complex process demanding in any single situation multiple abilities of parents.


A simple situation will illustrate the complexity.


Two women, sitting side-by-side on a couch, were nursing their babies. Both babies were nursing vigorously. Even to the untrained eye the styles of nursing of these two women were remarkably different. One mother, Kate, held her nine-month-old infant very very tightly as if she were afraid of dropping him. But she also held him awkwardly low on her lap. This mother looked straight ahead not even glancing at her baby and not participating in the conversation around her. The other mother, Belinda, held her baby high up on her chest with her arm supported by a pillow. She had one arm around the upper part of her year-old baby's body while she tickled his bare feet with her other hand. This mother was looking directly into her baby's eyes grinning at him. He even seemed to be grinning back as his mouth expanded some over the breast. His eyes were certainly twinkling.


The mothers, who happened to be sisters, laughed over their different nursing styles. "I could never play with Tim the way you do," said Kate. "Once his immediate hunger was satisfied he'd stop nursing and be hungry again in half an hour. He'd eat by driblets. I have to work at not interacting with him. It seems to help him keep focused."


The other sister nodded, "Tony has always focused so intently on what he is doing. Now that he's older he can focus on two things at the same time. But you know, our physiology makes for our different nursing styles too just like it did when we tried wearing each others' bras. Our breasts are shaped differently and we, therefore, hold our babies differently."



This short scenario illustrates the complexity of issues involved with which parents deal as they nurture their children. Just in the matter of breast-feeding, these mothers had to take into consideration their infant's temperament patterns, their different needs, their (the mothers') own needs, the mothers' physiological make-up and how to adapt to it.


The scenario also illustrates a process that parents often follow as they deal with the complexity of parenting (Heath, submitted for publication). First, when looking at this process in detail, is the fact that both women were involved with their babies and were psychologically available to them. They had, for example, taken time and energy to note their infant's style of feeding. Second, they had gathered information about their babies by observing them and by being aware of what they themselves were doing. They had collected data. Third, these women's discussion indicated that they had options, babies could be nursed in different ways. Fourth, even in this short dialogue, these two women illustrated that they had a body of knowledge about children in general and specific knowledge about their individual babies that they used as guides to help them decide how to nurse their infants. For example, they knew babies differ in temperament patterns and they knew their babies' individual temperaments. They knew how babies had to latch onto the breast. Fifth, they had skills. Each knew how to hold her baby so that her infant could effectively grab onto his mother's nipples. Sixth, the mothers were doing what they had planned; they were nursing their babies. Lastly, these mothers reflected about what they were doing and how they were doing it. The babies were nursing successfully. They were sucking vigorously and they looked healthy and well nourished. Throughout the process these mothers had dealt with situational relationships, if the baby moves a lot and that stops his nursing, then hold him tightly and don't look at or play with him. Figure one outlines this process and begins to illustrate the complexity of parenting.



Figure 1. The Parenting Process*

Parents involved


	A. Planning
	
			1. What is the situation?

			2. What are the options?

			3. Guides for deciding which options to implement:
			
					a. What are the goals?

					b. What are the needs of the people involved?

					c. What are the specific characteristics of the people involved that should be considered?
					
							their temperament

							their developmental level

					

				

			

		

	



	B. Doing/Implementing

	C. Reflecting: Assessing your progress




* Adapted from Planning: A Key to Mastering the Challenge of Parenting, Heath 1998





By drawing from the empirical literature, it is possible to elaborate this process sketched from the vignette. This elaboration identifies parental competencies--the attitudes, information and skills--that are relevant to parenting and to hypothesize the interaction among them. Figure two diagrams the process and the relevant competencies. The following is a brief discussion of the relevant points with supportive documentation. (For a thorough discussion of the theory and more supporting references see Heath, submitted for publication).


First, parents' attitudes give them the motivation to work on an issue. From the research there are three identifiable components to parents overall attitude. One relates to valuing the parenting role. Parents who value their role, who view it as important, will be more involved (Fogel, & Melson, 1986; Palacios, Gonzalez, & Moreno 1992; Rutter 1974). Two relates to an eagerness to be involved: These are parents who participate in activities and enjoy interacting with their children (MacPhee, Ramey, & Yeates 1984; Sagi, 1982; Wiegerink, & Comfort 1987). And three relates to being psychologically available. These parents want to know what is going on. They want to know what their children are thinking and feeling. They want to know them as people (Belsky, 1984; Greenspan, & Greenspan, 1985; Greeenspan, & Salmon, 1993; Rosenthal, & Keshet 1981).


However, attitudes, as research has repeatedly shown, do not necessarily produce expected parental behavior (Heath, 1976). There is more to how parents go about doing what they do than wanting to do it.


Second in the process of dealing with a situation is identifying and describing it. Parents think about specific situations. How do I want to feed my baby? My two-year old is biting. How can I stop her? I have to get milk at the super market. How can I manage with my hungry tired almost-three year-old? My child is not learning to read as fast as his brother did. What should we do? Our sixteen-year-old will be driving the car in a year. What can we do to make him as safe a driver as possible? Parents plan around specific situations (Heath, research in process).


To be able to plan around a specific situation parents have to describe it. This part of the process requires that parents have good observational skills. Observations are the data with which parent work. What is happening? What are people saying? What is happening when a fight breaks out between the siblings? Are there steps leading up to the actual fighting? Since Ribble's (1943) early work on mothers, researchers and practitioners have been noting the importance of parents being able to observe their children objectively (Greenspan & Greenspan, 1985).


Third, parents draw on a body of knowledge (Goodnow & Collins 1990; Goodnow, 1995; Sparling & Lowman, 1983), beliefs (Smetana, 1994; Sigel, 1985; Sigel, McGillicuddy-DeLisi, & Goodnow, 1992), and feelings (Goodnow, 1988; Lamb & Easterbrooks, 1981) to think about a situation. This information is both general and specific (Lerner, 1993). What are children of this temperament like? What can a parent expect of a child of a certain age? And how is my specific child like and different from these norms?


Parents' body of information also includes philosophical ideas and cultural beliefs (LeVine, 1988; Luster & Okagaki, 1993). Parents have beliefs about what children need to grow well (Newberger & Hoekstra, 1992; Sameroff & Fiese, 1992). "Children need opportunities to explore both in their physical world and, as they get older, in the world of ideas." Or "Children need to learn not to touch." Parents have goals and values (Goodnow, 1995). "In the twenty-first century adults are going to have to be more caring about others, the environment and about themselves. This is what I want for my children."


The diagram in Figure 2 shows all the general bodies of knowledge found through a literature search. It does not include the specifics such as information about: the child with a different learning style or a serious disease; what makes for a healthy diet and what inoculations a child should have; the needs of children whose parents have divorced or children who are gifted or exceptionally talented musically. These specifics have not been compiled in any one place. (A task being undertaken by the National Parenting Education Network.)


Fourth are the thinking skills parents use to manipulate and interrelate all the knowledge and possibilities about a situation that they have, as demonstrated by Ehrensaft's (1987) subjects as couples discussed how they were going to share parenting responsibilities and Gerson's (1985) describing how they had made difficult parenting decisions. The list of thinking skills in Figure 2 is an adaptation of that used in school curricula on teaching thinking and problem solving skills. In my current research I have found that parents use all of these skills though not one parent uses all at one time. Examples which reflect a thinking skill are, "My parents yelled a lot. I didn't like it and don't want to do it." Or "We had such good times in my family of origin. I want my children to have similar family fun" (Heath, research in process). By thinking, parents evolve a plan.


Finally, parenting demands that parents have a multitude of skills if they are to be able to implement their plans effectively: they need to know how to comfort their specific baby and help that baby relax and go to sleep; they need to know how to structure homework so that children get it done and learn how to organize it themselves; they need to know how to deal with those scary situations that teenagers are good at getting involved in--just to name a few. The major types of skills are shown in Figure 2.



[image: Diagram of connected lists]
Figure 2. The Parenting Process: Ego System




This diagram illustrates the parenting process. It presents the attitudes, information and skills parents use when figuring out how to deal with a situation. It also diagrams how these competencies may relate to each other as parents decide how they want to handle a situation. It expands and makes more specific those parental competencies about which Belsky wrote in his 1984 landmark paper on the topic. It also gives a description of the complexity of parenting and why parent behavior is so difficult to predict. (The list of content and skills is generalized. They do not include the specialized needs for information of parents with learning disabled children, for example, or whose child have serious illnesses.)





Using Competencies to Describe Curricula and Parental Strengths, Interests and Preferences


Taking the information and skills that parents use as they care for their children and that are diagrammed in Figure 2 creates a list of competencies parents need. This list provides a standard with which to describe a curriculum and the strengths, interests and preferences of parents. These competencies are listed in each part of the questionnaire (parts 1, 2, 3). The reviewer of a curriculum may be able to determine the competencies covered in its table of context. Often it will be necessary to read the curriculum to identify the information and skills that are presented.


The relative ease of determining the content of a curriculum by identifying the competencies covered is demonstrated by using the outline of a discussion series, Parenting Creatively (see Figure 3). During the discussion series the following topics are covered: developmental states, feelings, goals, learning styles, needs, the parental role and temperament. Not covered, at least according to the discussion outline, are building and maintaining relationships, using needs to motivate children, safety issues, self-esteem and sibling and peer relationships. Skills are also taught in this series: advocate for children, brainstorm, calm self-take a perspective, communicate, design an appropriate environment, observe, plan, use community resources (Heath, 1993).


Parents and professionals can use the lists found in the questionnaire in parts 2 and 3 to identify the strengths and interests of the people who will use the curriculum. These questions will give answers to such questions as: What do these parents know and what can they do? What other information and skills do they need? and What of all the knowledge parents need does this curriculum offer?


Parents using the second part of the questionnaire identify their own strengths and weaknesses. Frequently heard comments, "I want to deal with my anger. I do not handle feelings well." "I've got the 'I' statements down but I'm weak in helping my children learn how to problem solve." Giving parents a list rather than asking them to draw up their own allows them to choose competencies they often would not consider as relevant to parenting. Parents make such comments as, "I never thought of the planning involved in parenting, though I do it all the time." Seeing their strengths and content about which they want to know more helps parents decide what they want from a parenting curriculum.


Comparing the two lists, one completed about a specific curriculum and the other by a parent or for a parent group, indicates how well that curriculum will meet the content needs of that parent or parent group.




Figure 3. Parenting Creatively: Discussion Series Outline

	Session 1
	
	Getting to Know Each Other

	Reasons for Being Here - Yours and Mine

	Wanting to Implement Our Values - Questions Raised

	Overview of Discussion Series: Planning for Our Families

	Our Specific Situations: Describing Them

	Using Observation Skills

	Brainstorming

	Options: What Are Our Choices?

	Relaxation Skills






	Session 2
	
	Sharing Our Specific Situations

	More on Observation Skills

	Feelings: How Do We Allow for Them?

	Families: What are our Goals for Them?

	Helping Our Children Relax






	Session 3
	
	Goals: How Do We Work For Them?

	Families of Origin

	Communication Skills: Using Them to Work Towards Our Goals






	Session 4
	
	Needs: How Do We Meet Ours and Those of Our Children?

	Communication Skills: Practicing Them






	Session 5
	
	Characteristics of People: How do We Plan for Them

	Physical; Developmental Level; and Past Experience

	Adapting Communication Style to Developmental Level of Child






	Session 6
	
	Characteristics of People: How Do We Plan for Them?

	Temperament; Learning Style; and Interests

	Community Resources: How Can We Use Them Effectively?






	Session 7
	
	Sharing How We View Children

	Defining for Ourselves the Parental Role

	Structuring Our Environments: Using Time, Space and Equipment






	Session 8
	
	Deciding/Planning

	Planning for Other Situations















Curricula's Methods of Presenting Content


The third criterion for selecting curricula is a consideration of the recommendations for how to present the content. Typical descriptions of curricula list methods: lectures, mini lectures, group discussions, role-play, videos, etc. Such descriptions tell little about how curriculum users relate to the content.


Ruth Thomas (1998) presents a system that gives an overview of what the methods are to accomplish rather than a simple description of what is to be done. Her overview describes different perspectives taken towards the information in a curriculum and towards the role of the learner and the presenter. The system has three categories of perspectives, that of transmitting, that of transacting and that of transforming. The transmitting perspective expects the presenter to decide what is to be learned, views knowledge as scientific facts to be learned; and sees the role of participants to absorb the knowledge. The transacting perspective expects the presenter with the participants to decide what is to be discussed, views relevant knowledge as a combination of scientific and personal experience about which the participant is to think and reflect and sees the role of participants as active partners in the educational process. The transforming perspective expects the participants to determine the content, views scientific knowledge as information to be acquired in terms of ones own experience, and sees the role of participants as people seeking to incorporate new understandings and turn them into action.


Thomas's system raises provocative questions such as: Are participants' experiences brought into the curriculum? Is the source of useful information viewed to be the scientific writings, parental experience or both? Does the presentation of the content encourage participants to master the information, relate it to their life experience or focus entirely on their life experiences? Do the presentation methods encourage participants to follow the guidance of the curriculum, think through how they, the participants, want to nurture their children or have participants continue nurturing their children as they have been doing. Is parental behavior expected to improve as participants master the presented content, reflect on life experiences as suggested by the curriculum or seek to change environmental circumstances and role expectations?


The Leader's Manual for Parenting Creatively (Heath, 1993) illustrates how this meta-analysis can guide curriculum analysis. For example, one of the questions raised by Thomas's (1998) scheme is how parental experiences are incorporated into the content of a curriculum. This manual answers the question when it recommends that parents' concerns be listed during the first session and discussed when relevant to curriculum content. For instance, if participants have raised questions about sibling relationships the manual suggests they be discussed when developmental stages are the topic. The manual outlines how the implications of development can be illustrated using examples about sibling relationships drawn from the participants. Another question raised by Thomas's system is whether or not participants are encouraged to relate information to their life experiences. The manual recommends that with specific topics, such as human development and temperament patterns, parents identify their children's level of development and temperament patterns.


Thomas's system provides more insight into the methods and how the content is to be used than does a simple listing of how the content is to be presented. Putting the questions her system raises into questionnaire form gives curriculum reviewers a method of analyzing how a curriculum recommends content be presented.


The mega-system suggests questions parents can ask of a curriculum. Do I want input into the content of the curriculum? Do I see value in other people's experiences? Am I looking for solutions or for help to think through my issues? What kind of change do I want to see? These questions are also part of the questionnaire.


Professionals can ask similar questions. Should participants have input into the content of the curriculum? Is there value to be gained by hearing other people's experiences? How does this group of parents appear to learn best? Will they feel comfortable describing their experiences? Do I want participants to expect answers or to look for solutions? What kind of change do I want to see?


One important criterion to consider when selecting curricula is the set of methods recommended for presenting the information. The questions listed here and added to the questionnaire ask about methods used and how participants will relate to them.





Emotional Support Provided Through Curriculum


The fourth criterion for describing curriculum is its potential for supporting or undermining the users' sense of integrity, self-esteem and self-competence (Sarason, B., Sarason, I. & Piece, B. 1990; Veiel & Baumann, 1992). When discussing support the assumption too frequently is made that whatever is being offered is positive (Gottlieb, 1992). Asking for parents' reactions to the same event, however, has shown a wide variation ranging from it being extremely supportive to non supportive, even cruel (Cochran & Niego, 1995). Therefore any consideration of support must provide for an indication of range varying from supportive to non-supportive.


Of the many kinds of emotional support that have been identified in the literature (Cutrona & Russell, 1990), only two are relevant when discussing just the curricula, not the setting in which it is presented. Those two criteria are the support participants find in the content of the curriculum and in the methods used in presenting the curriculum.


Participants feel supported when the content presented agrees with their thoughts and opinions. They feel unsupported and even undermined when they do not agree with the recommendations made. Parents, following unquestioningly their culture's belief that sparing the rod spoils the child, that children must be severely disciplined to grow properly, are not going to feel supported listening to content that openly criticizes spanking. High achieving parents will feel supported when hearing of the advantages of having their high schoolers take college level courses.


When professionals talk about a curriculum being culturally sensitive, they are frequently speaking of content that differs from the beliefs of an ethnic group (Santo, 1985). The tendency is to think of minority cultural groups. But all parents need affirmation of their beliefs or a careful discussion when questioning them. Selecting a curriculum that meets the needs of individuals requires recognizing that even content has an emotional component that varies in its impact from individual to individual and from group to group.


This criterion of the support to be gained through the philosophy and beliefs of the curriculum is perhaps the most difficult to assess for two reasons. One, the content is so vast and the possibilities for agreement or disagreement so large, it is impossible to list them all. Issues can be small such as whether or not to eventually stop using "I" message and start problem solving. Or the issue can be major such as basing all advice on the assumption that all adolescents' behavior is driven by the need to leave home. It simply is impossible to list all the areas where variance of opinion is possible. Second, little effort has been made to identify the varying philosophical positions and specific advice about child rearing that are current in the United States. Not knowing either the issues around which conflict may arise or the differing philosophical points-of-view leaves parents and professionals little direction as to what to look for.


In wanting to select a curriculum that will be supportive, the best that can be done is to be aware, to ask questions and to be sensitive to the positions of parents who will be using the curriculum. Therefore, on the questionnaire are general questions asking about the philosophical positions and the child-rearing advice given in the curricula.


These questions are too theoretical for most parents to answer. Leaders of the group or professionals working with the groups will most likely have to rely on their own knowledge of the groups who will use the curriculum to select a curriculum whose philosophical approach and advice given is best suited.


Methods used to present content can make a parent feel comfortable and able to learn or defensive and isolated. And the same method can produce different feelings in different people. Some feel comfortable with and can use the information from a lecture or by reading a book. Others want a discussion where the information can be questioned and debated and the skills adapted and practiced. Some will share their experiences fully. Others are more reticent. There is some evidence that people's ethnic backgrounds influence which methods of presentation they will feel more comfortable with and can use most effectively. People's preferences will determine the comfort level they will find in the methods of presentation a curriculum uses.


The same questions on the questionnaire that were referred to earlier give information about participants' comfort level with different methods of presentation. This is also true for the questions that are asked about parent groups. Answers to these questions can be compared to those obtained from the analysis of the methods recommended by the curriculum. For example, if a group of parents indicated they wanted to integrate knowledge into the situations with which they were dealing, a curriculum such as Parenting Creatively (Heath, 1993) would fit their needs because it has built in ways personal experiences are integrated into content.





Leadership


Curricula vary as to the expectations set for the person who will present it (Harmon & Brim, 1980). The range of expectations varies from requiring no special training or personality characteristics to expecting presenters to be thoroughly knowledgeable in child development, adult learning, group process, plus know the specific curriculum well and have warm supportive personal skills (Minnesota Parent and Family Education Subgroup, 1997) Many curricula, such as the well-known Parent Effectiveness Training and STEP provide training in their specific curricula (Gordon,1975; Dinkmeyer & McKay, 1976).


Likewise parents vary in how comfortable they feel with certain kinds of leadership. Parents may feel overwhelmed by a highly trained leader. Other parents expect their leader to be knowledgeable and experienced (Powell, 1986).


Questions about the leader are also part of the questionnaire used to select a curriculum (see parts 1, 2, 3).





Other Characteristics 


The other criteria that describe curricula that parents and professionals must consider are less complicated. Format, for instance, how many sessions and their length, is easily described but can be a major issue. Do parents have time for an eight-week discussion series, each session lasting two hours? Is providing programs during the lunch hour where parents are working an alternative? Cost and availability are other criteria. These rather obvious characteristics can rule out one curriculum for a particular group and make another particularly attractive. Questions related to these are criteria are at the beginning of each questionnaire (see parts 1, 2, 3).







Discussion



Other Criteria


The assumption on which this paper is based may be over simplified. This paper has focused on selecting parenting curriculum based on the strengths, interests and preferences of the parents who will use it. It has assumed that a curricula that best meets the needs of the parents will be most effective.


Ruth Thomas's (1998) meta categories raises another criterion, one based on quality. Are some methods of presenting content more effective in helping participants master the material than others? She supports the belief, held by many educational philosophers, that programs are more effective if the recommended methods of presentation require participants to become actively involved in using the material as opposed to the content being absorbed as a mass of information.


As Thomas (1988) reviews there is certainly a significant body of research supporting her position. There are also unanswered questions. Do the results hold for all ethnic groups? Will parents come to meetings if they do not feel comfortable with the methods being used?


There are other issues of quality besides the best methods of presenting material. Is one philosophy about why people grow and develop preferable to another, making a curriculum using the preferred philosophy more acceptable (Newberger, 1980; Sigel, 1982)? Is some advice preferable to other, i.e. one method of discipline more effective (Swift, 1995)?


Issues related to best methods both of presentation and child rearing advice are difficult to answer at this time in our understanding of parenting education. There is not unanimity about the answers. The questioning should continue to keep the issues before parent educators and to keep the researchers aware of them.





Other uses of the list of competencies and of the questionnaire


The competencies presented in Figure 2 may serve other purposes not relevant to choosing curriculum but very relevant to parenting education. Parent educators can use them to determine the adequacy of available curricula. Are all the competencies important to parenting presented in some curriculum somewhere? Many parenting programs were developed by professionals who saw in their professional work a need of parents. For example, most of the parent programs on communication skills were developed by counselors who found in their work with parents a need for different ways of talking with their children and of achieving their children's cooperation. These programs have been powerful and useful to parents. However, there easily could be other competencies parents could use that have not been addressed because the need did not fit into another professional field's perspective.


Another purpose listing the competencies can fill is to alert professionals to share with each other, competencies they have identified as important but that are not already identified. Important ones may have been recognized by professionals in very diverse fields and reported in their professional journals but not in the main stream. Circulating the list developed here will, hopefully, alert those writers to bring their insights to the attention of other professionals working with parents.


Lastly, the questionnaire provides a means of assessing the effectiveness of a curriculum. By identifying the competencies the curriculum reports presenting, assessment research can determine whether or not it does so. For instance, if a review of a curriculum content states that it covers adolescent development and communication patterns, then one method of assessment would be to determine that these topics were covered and were understood by the participants.







Summary


The position taken in this article is that the diversity of parenting programs is an advantage and that one program can not possibly meet the needs and interests of all parents. The challenge, therefore, is to find the curriculum that will best suit a specific parent or group of parents.


To meet that challenge the author developed a questionnaire that parents and/or professionals can use to analyze what a curriculum has to offer and to compare that analysis with the strengths, interests and preferences of potential users. The approach was first to identify and then describe characteristics of curricula that are relevant when seeking to select a curriculum for a specific group. Criteria selected were: objective or purpose of curriculum, its content, suggested methods for presenting content, emotional support emanating from the curriculum, kind of leadership, format of sessions, cost and availability. Three criteria were particularly complex and needed explanations: The description of content evolved from an analysis of the parenting process that identified competencies parents use as they nurture their children. These competencies provide a means of describing the content of a curriculum. A meta analysis of methods used to present content focuses reviewers on how the users of a curriculum will relate to the content. Lastly, consideration was given to the potential emotional support the content and methods of delivery could give to recipients.


The criteria, describing the curriculum, provided the substance for writing lists and questions that make up all three parts of the questionnaire. One part of the questionnaire asks about the curriculum being reviewed. The second part is for parents to use to identify their strengths, interests and preferences. The third asks questions similar to those asked in the second part and is for professionals looking for a curriculum to use with a specific group of parents. Comparing the answers to the various parts of the questionnaire will give direction as to the potential benefits of a curriculum for a particular audience. The questionnaire is a means of meeting the challenge of finding an appropriate parenting curriculum for a specific parent or group of parents.





Appendix: Guide to Finding a Parenting Curriculum to Suit the Strengths, Interests, and Preferences of Specific Parents



Part 1. Describing a Curriculum





	Name of curriculum _____________________________________________________ Cost __________________



	Source of curriculum ___________________________________________________________________________



	Age of children of parents for whom curriculum is appropriate ___________________________________________



	Frequency of meeting recommended ________________________ Availability of curriculum __________________



	Goal or Objective of the curriculum ________________________________________________________________



	 _____________________________________________________________________________________________





Check all of the following that the curriculum provides--





Information covered




	___ Attachment, building and maintaining relationships

___ Beliefs systems

___ Developmental stages

___ Families of Origin

___ Feelings and how to deal with them

___ Parent's goals

___ Learning styles

___ Needs people have in order to survive and to live happily

	___ Using needs to motivate children

___ The parental role

___ Relevance of past experience

___ Safety issues

___ Self esteem

___ Sibling and peer relationships

___ Temperament patterns

___ Values and ways of integrating them into family life.

___ Other








Skills taught




	How to --

___ Advocate for children

___ Anticipate

___ Balance demands of work and family

___ Brainstorm

___ Calm self--take a perspective

___ Communicate effectively

___ Design an appropriate environment

___ Discipline

___ Empathize

___ Enjoy

___ Implement life skills

___ Manage stress

___ Negotiate

___ Observe objectively

___ Plan effectively

	Play with:

___ young children

___ adolescents

___ Problem solve

___ Reflect, assess about situations

Relate to, respond to, interact:

___ young children

___ adolescents

Resolve conflict with:

___ young children

___ adolescents

Teach and guide:

___ young children

___ adolescents

___ Think through an issue

___ Use community resources

___ Other









Implications of Methods Recommended for Presenting Content


Content of the curriculum is determined by the: (select one)

___ curriculum;

___ curriculum and participants;

___ participants.


Source of content is based on: (select one)

___ "scientific" general knowledge;

___ "scientific" general knowledge and personal experiences;

___ personal experiences.


Presentation methods encourage participants to: (select one)

___ master the information;

___ relate the information to their life experiences;

___ focus entirely on their life experiences.


Presentation methods encourage participants to: (select one)

___ follow the guidance of the leader;

___ think through how they want to nurture their children, experiement;

___ continue nurturing their children as they have been.



Parental behavior is expected to improve as participants: (select all appropriate; star major emphasis)

___ master the content presented;

___ interrelate content and life experiences and put insights into practice;

___ reflect on life experiences as guided by the leader and put insights into practice;

___ seek to change environmental circumstances and role expectations.

___ feel better about themselves as parents.





Identify philosophical positions and child rearing advice


Record major philosophical positions of the curriculum

____________________________________________________________________________

____________________________________________________________________________

____________________________________________________________________________


List pages where child-rearing advice is given: Note advice given

____________________________________________________________________________

____________________________________________________________________________

____________________________________________________________________________






Background of Leadership Recommended


___ untrained, may come from group

___ trained in specific curriculum

___ expected to be highly trained in content and group skills







Part 2. Identifying a Parent's Strengths, Interests, and Preferences





	What does parent wish to accomplish or learn by using a curriculum _________________________________



	________________________________________________________________________________________



	Age of children ___________________________________________________________________________



	How long willing to meet weekly --- _____ 14 _____ 10 _____6 _____ 3 weeks _____ 1 session



	How much would be willing to pay per session? ___ $25.00 ___ $20.00 ___ $15.00 ___ $10.00 ___ $5.00








Check all of the following that describe you and your situation.

I know about --




	___ Attachment, building and maintaining relationships

___ Developmental stages

___ Families of Origin

___ Feelings and how to deal with them

___ Parent's goals

___ Beliefs systems

___ Learning styles

___ Needs people have in order to survive and to live happily

	___ Using needs to motivate children

___ The parental role

___ Relevance of past experience

___ Safety issues

___ Self esteem

___ Sibling and peer relationships

___ Temperament patterns

___ Values and ways of integrating them into family life

___ Other









I know how to --




	___ Advocate for children

___ Anticipate

___ Balance demands of work and family

___ Brainstorm

___ Calm self--take a perspective

___ Communicate effectively

___ Design an appropriate environment

___ Discipline

___ Empathize

___ Enjoy

___ Implement life skills

___ Manage stress

___ Negotiate

___ Observe objectively

___ Plan effectively

	Play with:

___ young children

___ adolescents

___ Problem solve

___ Reflect, assess about situations

Relate to, respond to, interact:

___ young children

___ adolescents

Resolve conflict with:

___ young children

___ adolescents

Teach and guide:

___ young children

___ adolescents

___ Think through an issue

___ Use community resources

___ Other











	
	Which methods of presenting content will you look forward to?

	___ Lectures, having information given me

	___ Opportunities to integrate the knowledge into my situations

	___ Sharing my situations

	___ Hearing others experiences

	___ Being given solutions

	___ Figuring out solutions


	With what kind of leadership will you be comfortable?

	Leader--

	___ untrained, may come from group

	___ trained in specific curriculum

	___ highly trained in both content and group skills












Part 3. Identifying a Group of Parents' Strengths, Interests, and Preferences





	What are the goals in planning for this group of parents? _______________________________________________



	____________________________________________________________________________________________



	Age of children of parents in group ________________________________________________________________



	How many weekly sessions will parents be willing to attend? ____ 14 ____ 10 ____6 ____ 3 ____ 1



	How much would members be willing to pay per session? __ $25.00 __ $20.00 __ $15.00 __ $10.00 __ $5.00








Check all of the following that the group members appear competent in--

The parents know about --




	___ Attachment, building and maintaining relationships

___ Developmental stages

___ Families of Origin

___ Feelings and how to deal with them

___ Parent's goals

___ Beliefs systems

___ Learning styles

___ Needs people have in order to survive and to live happily

	___ Using needs to motivate children

___ The parental role

___ Relevance of past experience

___ Safety issues

___ Self esteem

___ Sibling and peer relationships

___ Temperament patterns

___ Values and ways of integrating them into family life

___ Other








The parents can --




	___ Advocate for children

___ Anticipate

___ Balance demands of work and family

___ Brainstorm

___ Calm self--take a perspective

___ Communicate effectively

___ Design an appropriate environment

___ Discipline

___ Empathize

___ Enjoy

___ Implement life skills

___ Manage stress

___ Negotiate

___ Observe objectively

___ Plan effectively

	Play with:

___ young children

___ adolescents

___ Problem solve

___ Reflect, assess about situations

Relate to, respond to, interact:

___ young children

___ adolescents

Resolve conflict with:
___ young children

___ adolescents

Teach and guide:

___ young children

___ adolescents

___ Think through an issue

___ Use community resources

___ Other











	Which methods of presenting content seem most appropriate for this group?

	___ Lectures, having information given them

	___ Opportunities to integrate the knowledge into their situations

	___ Sharing their situations

	___ Hearing others experiences

	___ Being given solutions

	___ Figuring out solutions


	With what kind of leadership do the parents seem comfortable?

	Leader--

	___ untrained, may come from group

	___ trained in specific curriculum

	___ highly trained in both content and group skills










For professionals looking for an appropriate curriculum for a given group:


Record major philosophical positions of the group.

____________________________________________________________________________

____________________________________________________________________________

____________________________________________________________________________


List commonly heard child rearing advice.

____________________________________________________________________________

____________________________________________________________________________

____________________________________________________________________________








References



	Belsky, J. (1984a). The Determinants of parenting: A Process model. Child Development, 55, 83-96.


	Carter, N. (1997). See how we grow: a report on the status of parenting education in the U.S.: Philadelphia: The Pew Charitable Trusts.


	Cochran, M., & Niego, S. (1995). Parenting and social networks. In M. Bornstein (Ed.). Handbook of parenting. Vol. 3 Status and social conditions of parenting. (pp. 303-418). New York: Lawrence Erlbaum Associates, Inc.


	Cutrona, C., & Russell, D. (1990). Type of social support and specific stress: Toward a theory of optimal matching. In B. Sarason, I. Sarason, & G. Pierce (Eds.). Social support: An Interactional view. (pp. 319-366). New York: John Wiley & Sons.


	Dinkmeyer, D., & McKay, G. (1976). Systematic training for effective parenting: Parent's handbook. Circle Pines, MN: American Guidance Service.


	Ehrensaft, D. (1987). Parenting together. New York: The Free Press.


	Fogel, A., & Melson, G. (Eds.). (1986). Origins of nurturance: Developmental biological and cultural perspectives on caregiving. Hillsdale, NJ: Lawrence Erlbaum.


	Gerson, K. (1985). Hard choices. Berkeley, CA: University of California Press.


	Goodnow, J. (1995). Parents' knowledge and expectations. In M. Bornstein, (Ed.), Handbook of parenting. Vol. 3: Status and social conditions of parenting (pp. 305-332). New York: Lawrence Erlbaum Associates, Inc.


	Goodnow, J. (1988). Parents' ideas, actions, and feelings: Models and methods from developmental and social psychology. Child Development, 59, 286-320.


	Goodnow, J., & Collins, W. (1990). Development according to parents: The Nature, sources, and consequences of parents' ideas. Hillsdale, NJ: Lawrence Erlbaum Associates, Pub.


	Gordon, T. (1975). Parent effectiveness training. Berkenfield, NJ: Penguin.


	Gottlieb, B. (1992). Quandaries in translating support concepts to intervention. In H. Veiel, & U. Baumann, (Ed.), The Meaning and measurement of social support (pp. 293-312). New York: Hemisphere Publishing Corporation.


	Greenspan, S., & Greenspan, N. (1985). First feelings: Milestones in the emotional development of your baby and child. New York: Viking Press.


	Greeenspan, S., & Salmon, J. (1993). Playground politics: Understanding the emotional life of your school-age child. Reading, MA: Addison Wesley.


	Harmon, D., & Brim, O. (1980). Learning to be parents. Beverly Hills, CA: Sage publications.


	Heath, H. Deciphering the Parenting Experience: A Theory. Paper submitted for publication.


	Heath, H. (1976). Determinants of parenting behavior: The Effect of support and information on the breast feeding experience. Dissertation on file at the University of Michigan.


	Heath, H. (1993). Leader's manual for parenting creatively discussion groups. Haverford, PA: Conrow Publishing.


	Heath, H. (1998). Planning: A Key to mastering the challenge of parenting. Haverford, PA: Conrow Publishing.


	Heath, H. Parents Planning. (research in process)


	Holden, G. (1983). Avoiding conflict: Mothers as tacticians in the supermarket. Child Development, 54, 233 - 240.


	Kossman, M., & Bullrich, S. (1997). Systematic chaos: Self-organizing systems and the process of change. In F. Masterpasqua, & P. Perna, (Ed.), The Psychological meaning of chaos: Translating theory into practice (pp. 199-224). Washington, DC: American Psychological Association.


	Lamb, M., & Easterbrooks, M. A. (1981). Individual differences in parental sensitivity: Some thoughts about origins, components, and consequences. In M. Lamb, & L.Sherrod (Eds.), Infant social cognition: Empirical and theoretical considerations. Hillsdale, N.J,: Lawrence Erlbaum Associates.


	Lerner, J. (1993). The influence of child temperamental characteristics on parent behaviors. In T. Luster, & L. Okagaki (Eds.), Parenting: An Ecological perspective. (pp. 101-120). Hillsdale, NJ: Lawrence Erlbaum Associates, Publishers.


	LeVine, R. (1988). Human parental care: Universal goals, cultural strategies, individual behavior. In R. LeVine, P. Miller, & M. West (Eds.), Parental behavior in diverse societies. (pp. 3-11). San Fransisco, CA: Jossey Bass.


	Luster, T., & Okagaki, L. (1993). Parenting: An Ecological perspective. Hillsdale, NJ: Lawrence Erlbaum Associates, Publishers.


	MacPhee, D., Ramey, C., & Yeates, K. (1984). Home environment and early cognitive development: Implications for intervention. In A. Gottfried, (Ed.), Home environment and early cognitive development: longitudinal research (pp. 343-369). Orlando FL: Academic Press, Inc.


	Minnesota Early Childhood Task Force, (1997). Core competencies of parent and family educators. Minneapolis, MN: University of Minnesota.


	Newberger, C. (1980). The Cognitive structure of parenthood: Designing a descriptive measure. In R. Selman, & R. Yando (Eds.), New Directions for child development, (Vol. 7): Clinical development research (pp. 45-67). San Francisco: Jossey-Bass.


	Newberger, C., & Hoekstra, K. (1992). The Meaning and measurement of parental understanding. American Orthopsychiatric Association 69th Annual Meeting, May 15 - 18, New York City.


	Palacios, J., Gonzalez, M., & Moreno, M. (1992). Stimulating the child in the zone of proximal development: The Role of parents' ideas. In I. Sigel, A. McGillicuddy-DeLisi, & J. Goodnow (Eds.), Parental belief systems: The Psychological consequences for children (Second Edition) (pp 71 - 94). Hillsdale, NJ: Lawrence Erlbaum Associates, Publishers.


	Parsons, J., Bowman, T., Comeau, J., Pitzer, R., & Schmitt, G. (Eds.) (1986). Parent Education: State of the Art. Monograph of the Minnesota Council on Family Relations and Minnesota Home Economics Association. White Bear Lake, MN: Minn. Curriculum Services Center.


	Powell, D. (1986). Matching parents and programs. In Parsons, J., Bowman, T., Comeau, J., Pitzer, R., & Schmitt, G. (Eds.). Parent Education: State of the Art. Monograph of the Minnesota Council on Family Relations and Minnesota Home Economics Association. (pp. 1-11). White Bear Lake, MN: Minn. Curriculum Services Center.


	Ribble, M. (1943). The Rights of infants. New York: Columbia University Press. (republished in 1965).


	Rosenthal, R., & Keshet, H. (1981). Fathers without partners: A study of fathers and the family after marital separation. Totowa, New Jersey: Rowman and Littlefield.


	Rutter, M. (1974). The Qualities of mothering: Maternal deprivation reassessed. New York: Jason Aronson.


	Sagi, A. (1982). Antecedents and consequences of various degrees of paternal involvement in child rearing: The Israeli project. In M. Lamb, Nontraditional families: Parenting and child development (pp 206-233). New York: Lawrence Erlbaum.


	Sameroff, A., & Fiese, B. (1992). Family representations of development. In I. Sigel, A. McGillicuddy-DeLisi, & J. Goodnow (Eds.), Parental belief systems: The Psychological consequences for children (Second Edition) (pp. 347 - 369). Hillsdale, NJ: Lawrence Erlbaum Associates, Publishers.


	Santo, L. (1985). Ethnicity in Parenting; A perspective on families and cultural identity. Family Resource Coalition Report, No. 2.


	Sarason B., Sarason, I., & Pierce, G. (1990). Traditional views of social support and their impact on assessment. In B. Sarason, I. Sarason, & G. Pierce (Eds.), Social support: An Interactional view. (pp. 9-25). New York: John Wiley & Sons.


	Sigel, I.E. (1982). Distancing strategies and cognitive behavior. In L. Lanosa, & I. Sigel (Eds.), Families as learning environment for children. New York: Plenum.


	Sigel, I. E. (Ed.). (1985). Parental belief systems: The Psychological consequences for children. Hillsdale, NJ: Lawrence Erlbaum Associates.


	Sigel, I. McGillicuddy-DeLisi, A., & Goodnow, J. (Eds.). (1992). Parental belief systems: The Psychological consequences for children (Second Edition). Hillsdale, NJ: Lawrence Erlbaum Associates, Publishers.


	Smetana, J. (Ed.). (1994). Beliefs about parenting: Origins and developmental implications. In W. Damon (chief ed.), New Directions for child development. San Francisco: Jossey-Bass.


	Smith, C. (1980). Parents as people teachers: The Prosocial skill enhancement of children. In N.Stinnett, B. Chesser, J. De Frain, & P. Knaub (Eds.), Family strengths: Positive models for family life. Lincoln NE: University of Nebraska Press.


	Sparling, J., & Lowman, B. (1983). Parent information needs as revealed through interests, problems, attitudes, and preferences. In R. Haskins, & D. Adams, (Ed.). Parent education and public policy (pp 304- 323). Norwood, NJ: Ablex Publishing Corporation.


	Steele, M., & Marigna, M. (1998). Strengthening multi-ethnic families and communities: A Violence prevention parent training program. 122- S. Sierra Bonita Ave., Los Angeles, CA.


	Swift, M. (1995). Rethinking discipline. Family Information Services, Minneapolis, MN. audio tape


	Thomas, R. (1998). What curricular perspectives can tell us about parent education curricula. Presentation at the University of Wisconsin Parenthood in America Conference, April, 19-21.


	Veiel, H., & Baumann, U. (Ed.). (1992). The Meaning and measurement of social support. New York: Hemisphere Publishing Corporation.


	Wiegerink, R., & Comfort, M. (1987). Parent involvement: Support for families of children with special needs. In S. Kagan, D. Powell, B. Weissboard, & E. Zigler (Eds.), American family support programs: Perspectives and prospects. (pp. 182-206). New Haven: Yale University Press.






Copyright © 1998 Harriet Heath.





Parent Power


Sylvia Ann Hewlett, PhD1



In the mid-1990s the Larry King Radio Show was one of those hugely popular call-in radio shows that reached vast numbers of people across the country. It aired between 10:00 p.m. and 2:00 a.m. and all kinds of people called in to talk to Larry: lonely truck drivers spinning along interstate highways trying to stay awake; security guards and insomniacs killing the dead hours at the middle of the night--and new moms and dads struggling to deal with 2:00 am feedings.


One particular Monday night "Gary" called in to the show to talk to Larry King. He was 27 years old and lived in Phoenix, Arizona. Gary wanted to talk about what was going on in his family. He and his wife had just put their three-week-old baby daughter in a kennel.


"A kennel!" Larry was shocked and disbelieving. 'You put your baby in a kennel?'


"Hold on," Gary said, becoming defensive. "Let me explain."


Gary and his wife Brenda both worked full time. He was a maintenance person at a local office complex; she worked as a check-out clerk at a convenience store. Together they earned $23,000 a year, a sum of money that 'didn't go a whole distance in Phoenix.' After taxes their joint take-home pay was just over $400 a week, half of which went to pay the rent. When their daughter Jenny was born, they found themselves dealing with some heavy duty problems. For starters, neither of their jobs carried medical insurance, and, consequently, Jenny's birth triggered some huge bills. $3,930 to be precise. As Gary put it, 'Jenny will be three years old before we have paid off the obstetrician.' Another problem they faced was neither of them was entitled to parenting leave. They worked for small employers and did not qualify for job protected leave under the terms of the Family and Medical Leave Act--which excludes businesses with fewer than 50 employees. Brenda couldn't simply quit her job as Gary's paycheck did not even cover rent and utilities.


They coped with the actual birth by fudging and lying through their teeth. Brenda called in sick for ten days and then used up a week of accumulated vacation. When Jenny was two and a half weeks old they hit the daycare market in Phoenix and found that the only thing they could afford was 'informal' family daycare, which in their neighborhood boiled down to a private home where two elderly women--unlicensed and untrained--looked after eighteen babies and toddlers. When Gary dropped Jenny off, he discovered to his horror that the other children were strapped into car-seats, watching television, dirty and disconsolate. Despite a frantic search Gary and Brenda had so far failed to find something better. Their budget was $40 a week--tops--and this is what it bought you on the private daycare market in Phoenix. In Gary's bitter words "Dogs and cats have a better deal, at least kennels are tightly regulated in this city and are require to live up to some kind of standard of cleanliness and care."


Gary's parting shot was bitter: "We're not welfare cheats, We're just regular Americans working as hard as we know how to do the right thing for our kid. Why is it so difficult? why is everything stacked against us? We feel such shame that we can't do better by our baby." Gary's voice rose in raw, sharp pain as he faded off the air.


There was a short silence as Larry King struggled to absorb the meaning of Gary's poignant words. He then cleared his throat and offered some tentative sympathy. What a stressful situation. How could any family deal well with such an impossible set of circumstances?



Gary's story is far from being exceptional. In a nation of plummeting blue collar wages and thread-bare social supports, hundreds of thousands of Americans are in precisely the same situation as Gary and Brenda when they embark on the serious business of raising a child. Unlike new parents in other rich nations, American moms and dads are expected to do a stellar job without the benefits of a living wage, medical coverage or parenting leave. In 1996 there were six million American families where two adults held four jobs in order to keep the show on the road. Falling wages and heightened insecurity are forcing more and more parents to work longer hours. Like hamsters on a wheel they are running harder and harder to stay even.





The War Against Parents


Despite the importance of parents we have made it extremely difficult for moms and dads to do
a good job by their kids. For thirty years big business, government and the wider culture have waged
a silent war against parents undermining the work that they do. Mothers and fathers have been hurt by
falling wages, pounded by tax and housing policy, undercut by divorce laws and invaded and degraded
by the media. Our leaders talk as though they value families but act as though families were a last
priority. We live in a nation where market work, centered on competition, profits and greed, increasingly
crowd out nonmarket work, centered on sacrifice, care and commitment. In the late 1990s, what really
counts in America is how much you get paid and what you can buy. Small wonder then that parenting
is a dying art. Small wonder then than that parents have less and less time for their children. And time
is, of course, at the heart of the child-raising enterprise. Being a good parent requires providing a child
with the gifts of love, attention, energy, and resources, generously and unstintingly over a long period
of time. It involves nourishing a small body, but it also involves growing a child's soul--sharing the
stories and rituals that awaken a child's spirit and nurturing the spiritual bonds that create meaning and
morality in that child's life. None of these tasks are easily undertaken by stressed out contemporary
parents.




A Shared Struggle


One of the greatest surprises of my work with Cornel West over the last three years has been the
discovery of powerful common ground. Despite our obvious differences--and what could be more
different that a black father from a blue-collar neighborhood in Sacramento and a white mother from
a working class community in South Wales--we share the bedrock stuff: We are crazy about our kids.
This might not be obvious every hour of every day, because our teenagers are capable of being as
exasperating and challenging as any others, but when push comes to shove, we know we would give our
lives for them. There is not a whole lot in life that can compete with this commitment.


We also share a load of frustration and guilt. For two decades we have been on the frontlines
wrestling with the enormous challenge of trying to be a good mother and a good father in this parent-hurting society of ours. We have dealt with the same problems as millions of moms and dads across the
country--too much work, too little support or recognition, and never enough time or energy for our kids.


For me the most painful crunch came with my second pregnancy when I discovered I was
carrying twins. I gave serious thought to taking a leave of absence from my job, but my place of work
had no maternity or parenting leave policy. In fact my boss told me if I took time off I would lose my job.
Twelve years of grinding work had gone into this career of mine and I just couldn't toss it aside--my
paycheck was just too important to my growing family. So I decided to stick by my job and stamp down
my worries.


When I was six months pregnant I was sitting in my office in a state of utter exhaustion after a
ten-hour work day, trying to summon up enough energy to go home, when liquid began to trickle down
my legs. As the trickle turned into a stream, I realized in horror that my waters had broken and that it
was much too early to go into labor. I was rushed to the hospital and two days later I gave birth to twins.
One baby was dead, the other was dying. For a long time afterwards life was truly hard to bear. I
mourned my children with an intensity that frightened me. I felt I had failed to protect my babies and
therefore had no pity on myself.


That dark winter of 1979-80 put me in touch with the significance of social supports. The right
to parenting leave would have made an enormous difference to the life chances of my babies. At the time
I wondered how other women dealt with hostile work environments. And the fact is they don't. The sad
fact is millions of American women are pushed to the edge when they give birth to a child. Despite the
Family and Medical Leave Act of 1993, 30% of working women still have no right to time off for
pregnancy or childbirth because they work for a company with fewer than 50 employees. They are in
precisely the same position I was in when I lost the twins: they have to choose, either their baby or their
job.






Parents Make a Difference


Parents are an enormously powerful force in the lives of children. Whether Johnny can read,
whether Johnny knows right from wrong, whether Johnny is a happy, well-adjusted kid, or sullen and
self-destructive, has a whole lot to do with the kind of parenting Johnny has received. If Johnny's mom
and dad have been able to come through with sustained, steadfast, loving attention, the odds are Johnny
is on track to become a productive, compassionate citizen. If they have not, Johnny is in trouble--and
so is our nation.


Thirty years ago Chicago sociologist James S. Coleman showed that parental involvement
mattered far more in determining school success than any attribute of the formal education system.
Across a wide range of subject areas, in literature, science and reading, Coleman estimated that the
parent was twice as powerful as the school in determining achievement at age fourteen. Psychologist
Lawrence Steinberg, who recently completed a six-year study of 20,000 teenagers in nine different
communities, confirms the importance of parents. Steinberg shows that one out of three parents is
"seriously disengaged" from his or her adolescent's education, and this is the primary reason why so
many American students perform below their potential-- and below students in other rich countries.


A weight of evidence now demonstrates ominous links between absentee parents and a wide
range of behavioral and emotional problems in children. A 1997 study of 90,000 teenagers --the Add
Health Project undertaken by the Carolina Population Center and the Adolescent Health Program at the
University of Minnesota--found that youngsters are less likely get pregnant, use drugs or become
involved in crime when they spent significant time with their parents. This study found that the mere
physical presence of a parent in the home after school, at dinner and at bedtime significantly reduces
the incidence of risky behavior among teenagers.




Parents Strive to do the Right Thing


Parents are not less well-intentioned than they used to be. They do not love their children less.
They are as passionately attached to their children as they have ever been. In their gut they understand
that they are indispensable--that three weeks old infants should not be in "kennels," that eleven-year-olds
should not be home alone--and they strain and stretch to buck the trends and come through for their
children.


"You have to work more than one job just to keep up with where you were three, four, five years
ago," said Ed Gagnon, a New York City police sergeant who moonlights at two other jobs because of
mortgage payments and tax bills.


Ed has spent sixteen years on the force and now earns $65,000 a year, but that only brings in
$3,000 a month in terms of take home pay. Of this Ed shells out $2,100 a month in carrying charges for
the modest home he bought five years ago. "We don't have a huge mortgage by New York City standards
but the rate is high (8%) and our property taxes are crazy--they just hit $700 a month. I reckon I spend
close to 70% of my sergeant's pay on housing. With a wife and two kids there is just no way that I can
make the $900 left over stretch an entire month.


So four years ago I took on a second job--working nights as a security guard at a shopping mall.
Then that wasn't enough, so last year I took on this third job at the weekends--I load passengers and
luggage for the Royal Caribbean Cruise Lines.


I try real hard to see my kids in the afternoons. I just got my police shift changed to the 6:00 a.m.
to 2:00 p.m. slot so I can pick up my 11-year-old from the bus stop. Now that's made a difference. You
should see his eyes light up when he sees me waiting there. He's handicapped and goes to this special
school and he kind of relies on his dad to be his buddy. It would be great to have more time for him at
the weekends."






What To Do?


So how do we turn this thing around and give new support to parents? Over the past three years
we have gathered testimony from parents in communities across America and constructed a Parents' Bill of Rights--a document imbued with healing and hope for beleaguered mothers and fathers everywhere.
Whether you are black, brown, male or female, whether your family income is $23,000 or $85,000 a
year, these measures can help you come through for your children.




The Power of Collective Action


Which brings us to a crucial question. How do we turn this Parents' Bill of Rights into a reality?
The answer lies in collective action. There are 62 million parents in America and the vast majority are
desperately worried about finding enough time and energy for their kids. (According to a survey
undertaken by the National Parenting Association in 1996, 91% of parents see the time crunch as a huge
problem). If moms and dads were to join together and speak with one voice we could produce new clout
for parents in Congress and in board rooms around the country. An AARP for parents could make sure
that American parents finally get the support they need and so richly deserve. We are not talking selfish,
special interest group politics here. Children are not some bit player. They are 100 percent of our
collective future and it behooves us as a nation--parents and non-parents alike--to make sure that moms
and dads do a good job.



Copyright © 1998 Sylvia Ann Hewlett.
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My talk is going to be on the effects of maternal employment on families and children, with the focus on children. I'm
going to present a review of previous research but since I have just completed a large study on this topic I will be drawing
also on data from this. The results of the study will be reported in a book, published by
Cambridge Press, called Mothers at Work: Effects on Children's Well-being by
Lois Hoffman and Lise Youngblade, with Rebekah Coley, Allison Fuligni, and Donna Kovacs. Most of the maternal
employment research and my own study deal with school-aged children, so the bulk of my talk will be on that age group,
but since there is currently a great deal of interest in infants and the impact of maternal employment and nonmaternal care
during the early years, I will also summarize findings for that period.


Prior to the review itself, however, we need to place today's maternal employment in its social context. To understand
its present effects on families and children, we need to understand how patterns of maternal employment have changed
over the years, and how these changes have been accompanied by other social changes that interact with it.





Changing Employment Patterns 


At the present time, most mothers in the United States are employed. This is not only true for mothers of school-aged
children, as it has been for two decades, but it is also true for mothers of infants less than one-year-old. The pace with
which maternal employment rates have increased to this point, however, is so rapid that many people fail to realize its
prevalence. Furthermore, attempts to understand its effects often ignore the fact that this change is part of a whole
complex of social changes. Both employed mothers and homemakers today live in a very different environment than their
counterparts forty or even twenty years ago.



Table 1. Labor Force Participation Rates of Mothers with children under 18, 1946-1996 and 1940

	1940
	8.6%



	1946
	18.2%



	1956
	27.5%



	1966
	35.8%



	1976
	48.8%



	1986
	62.5%



	1996
	70.0%





There are few social changes that are so easy to document as the increased employment of mothers in the United
States. The steady rise in maternal employment rates over the years is clearly illustrated in Table 1. The pattern, rare in
1940, had become modal by 1977. By 1996, seventy percent of the married mothers with children under eighteen were in
the labor force.



Table 2. Labor Force Participation Rates for Wives, Husband Present by age of youngest child, 1975-1995

	
	1975
	1985
	1995



	1 year or younger
	30.8
	49.4
	59.0



	2 years
	37.1
	54.0
	66.7



	3 years
	41.2
	55.1
	65.5



	4 years
	41.2
	59.7
	67.7



	5 years
	44.4
	62.1
	69.6



	6-13
	51.8
	68.2
	74.9



	14-17
	53.5
	67.0
	79.6





Maternal employment rates still differ by age of the youngest child, but this difference has diminished over the years
as the greatest recent increases have occurred among married mothers of infants and preschoolers. The rate of
employment for married mothers of infants one or under almost doubled between 1975 and 1995, from 30.8% to 59.0% (Table 2). As Table 3 shows, in 1960 less than 19% of all married mothers of preschoolers were employed, but by 1996,
that rate had jumped to 62.7%.



Table 3. Labor Force Participation Rates for Mothers by marital status and age of youngest child, 1960-1996

	
	Married
	Widowed, divorced,
separated
	Never married



	
	6-17
	<6
	6-17
	<6
	6-17
	<6



	



	 1960 
	 39.0
	 18.6
	65.9
	40.5
	(NA)
	(NA)



	 1970 
	 49.2
	 30.3
	66.9
	52.2
	(NA)
	(NA)



	 1980 
	61.7
	45.1
	74.6
	60.3
	67.6
	44.1



	 1990 
	73.6
	58.9
	79.7
	63.6
	69.7
	48.7



	 1996 
	76.7
	62.7
	80.6
	69.2
	71.8
	55.1





Table 3 also indicates another change over the years. Whereas in 1960, employed mothers were more likely to be from
single-parent families, this difference has now vanished. For single mothers who have been married, the present
employment rates are slightly higher than those of currently married mothers, but for never-married mothers, employment
rates are notably lower than for either of the others.


These statistics document a major social change in the United States. But changes of this magnitude do not occur in a
vacuum; the change in maternal employment rates have been accompanied by many other changes in family life. Family
size is smaller, modern technology has considerably diminished the amount of necessary housework and food
preparation, women are more educated, marriages are less stable, life expectancy has increased and youthfulness has been
extended, expectations for personal fulfillment have expanded, and traditional gender-role attitudes have been modified
and are less widely held. In addition, women's roles have been reconceptualized, childrearing orientations are different,
and the adult roles for which children are being socialized are not the same as previously.


In considering the research on the effects of maternal employment, it is important to keep these interrelated social
changes in mind. Much of the maternal employment research is built on data that were collected in the 1950's, but it is not
reasonable to assume that findings from that period apply today. Some of the effects suggested by earlier studies are not
found in more recent research because of changes in family patterns or in the larger society.





Review of the Research



The research over the last forty years shows that the mother's employment status is not so robust a variable that the
simple comparison of the children of employed and nonemployed mothers will reveal meaningful differences.
Relationships have had to be examined with attention to other variables that moderated effects; particularly important
were social class, the mother's marital status, whether the employment was full- or part-time, the parents' attitudes, and the
child's gender. (Effects are different in the middle class than in the lower class and different for boys than for girls.)


In addition, however, the path between the mother's employment status and child outcomes is a long one, there are
many steps in between. To understand how maternal employment affects the child, you have to understand how it affects
the family because it is through the family that effects take place. Previous research, as well as my own recent study,
indicate that the particular aspects of the family that are affected by the mother's employment status and, in turn, affect the
child, are the father's role, the mother's sense of well-being, and the parents' parenting styles -- that is, how they interact
with their children and the goals they hold for them.


In my review of the research, I'm going to start with a summary of the research which has examined the direct
relationship between the mother's employment status and child outcomes and then concentrate on the three aspects of
family life that seem to carry the effects: the father's role, the mother's state of well being, and parent-child interaction
patterns. Since findings from my recent study will be reported throughout my talk, I'll give you a brief description of it.


The sample is a socio-economically heterogeneous one of third and fourth grade children and their families residing in
a large industrial city in the Midwest. It includes one-parent families as well as two-parent, African-American and
European American. Because we were interested in effects of the mother's employment status itself, that is -- the effects
of having an employed mother in the family -- and not in transitional employment, we selected for analysis only families
where the mother's employment status had been stable for at least three years. We also dropped from analysis children
who were not living with their mothers. The final sample had 400 families. The data collected were extensive and
included questionnaires from mothers, fathers, and children; personal interviews with mothers and children; standard
achievement test scores provided by the schools, teachers' ratings of the children's social and academic competence, and
ratings by classroom peers of their behavior and how much they were liked. I'm going to refer to this study as the
Michigan study because it was conducted by staff and students at the University of Michigan but the site of the research
was not in Michigan.





Differences Between Children of Employed and Nonemployed Mothers


Many of the studies that have compared the children of employed and nonemployed mothers on child outcome
measures such as indices of cognitive and socioemotional development have failed to find significant differences. The
research that has shown reasonably consistent differences has examined the relationships within subgroups based on
social class and gender. Patterns that have been revealed over the years include the following:



	a. Daughters of employed mothers have been found to have higher academic achievement, greater career success, more
nontraditional career choices, and greater occupational commitment.


	b. Studies of children in poverty, in both two-parent and single-mother families, found higher cognitive scores for
children with employed mothers as well as higher scores on socioemotional indices.


	c. A few earlier studies found that sons of employed mothers in the middle class showed lower school performance
and lower I.Q. scores during the grade school years than full-time homemakers. About ten years ago, there were three
separate studies that looked at that relationship; two of them found no difference, but the third also found lower scores for
sons of employed mothers in the middle-class.


We found no indication of this in the Michigan study. In fact, we found the opposite. In our study, the children of
employed mothers obtained higher scores on the three achievement tests, for language, reading, and math, across gender,
socioeconomic status, and marital status, middle-class boys included. It was our most robust findings for the child
outcome differences. And yes, we controlled on the mother's education.


	d. Previous research has also found some social adjustment differences between children with employed and
nonemployed mothers, but with less consistency. Daughters of employed mothers have been found to be more
independent, particularly in interaction with their peers in a school setting, and to score higher on socioemotional
adjustment measures. Results for sons have been quite mixed and vary with social class and with how old the children
were when they were tested. One finding from the 1970's was that in the blue-collar class, sons of employed mothers did
well academically but there was a strain in the father-son relationship. This was interpreted as reflecting the more
traditional gender-role attitudes in the blue collar class. The mother's employment was seen as a sign that the father was
an inadequate bread-winner, and if the fathers helped out with housework and child care, they resented it. We did not find
this at all and it may reflect the change over the years in gender-role attitudes in the working-class -- the less stereotype
views becoming more pervasive across class.


The other social adjustment findings from the recent Michigan study were generally consistent with previous results
but extended them. Daughters with employed mothers, across the different groups, showed more positive assertiveness as
rated by the teacher (that is, they participated in class discussions, they asked questions when instructions were unclear,
they were comfortable in leadership positions), and they showed less acting-out behavior. They were less shy, more
independent and had a higher sense of efficacy. Working-class boys also showed more positive social adjustment when
their mothers were employed, and this was true for both one-parent and two-parent families. For the middle-class boys,
although their academic scores were higher, there was little evidence of social adjustment benefits from their mothers'
employment. In fact, there was some evidence that those with employed mothers showed more acting-out behavior than
the sons of full-time homemakers.


	e. There is one more result from previous research which was also found in our study: Sons and daughters of
employed mothers have less traditional gender-role attitudes. However, in our research, we used two different measures
of gender-role attitudes: one tapped the child's views about whether or not men could do things that were traditionally
considered part of women's domain (e.g, take care of children, use a sewing machine, teach school); the other tapped the
child's view about whether or not women were capable of doing activities that were traditionally considered part of the
male domain (e.g., fix a car, climb a mountain, fly a plane). [The measure consisted of a long list of activities and
occupations some of which were male-typed, some female typed, and some neutral. For each, they were asked "Who can--?" They had to choose as their answer women, men, or both. We then constructed two scales, one tapping whether they
thought only men could do the male-typed things and the other measuring whether they thought only women could do the
female-typed things.]


Girls with employed mothers were more likely than girls whose mothers were full-time homemakers to indicate that
women as well as men could do the activities that are usually associated with men; that is, employed mothers' daughters
saw women as more competent in the traditionally male domain than the homemakers' daughters did. This result held for
girls in two-parent homes and girls in one-parent homes. For boys, however, employment status was not related to the
measure of women's competence to do male activities. On the other hand, in two-parent families, both sons and daughters
of employed mothers felt that men could do the female activities, while those with full-time homemakers did not, but this
was true only in two-parent families. Subsequent analysis showed that the reason it was only found in two parent families
is that, it was carried by the fact that, in the two parent families, fathers' with employed wives were more active in
traditionally female tasks and in child care. Thus, maternal employment was linked to the less stereotyped view of what
men can do because of the effect of maternal employment on the father's role and, in the absence of a father, the effect did
not occur.








The Father's Role


Now the father's role has long been viewed as an important mediator of the link between the mother's employment
status and child outcomes. The finding that when mothers are employed, fathers are more active in household tasks and
child care was reported in the 1950's and repeatedly through the years. Further, evidence has been provided which
suggests that the father's role-sharing is an effect of maternal employment and not just a selective factor. Even when the
researcher controls on gender-role attitudes, this effect is found, and the increased involvement of fathers in household
tasks and child care is reported by mothers as a change that occurred when they re-entered the labor force. However, two
studies, one by Nan Crouter at Penn State and the Michigan study, found that the greater involvement of fathers with
children is confined to the functional interactions. Fathers in employed mother families, in general, are not more active in
leisure/fun interaction. However, there is an interesting gender effect: fathers in single-wage families interact more with
sons than daughters, but fathers in dual-wage families interact with sons and daughters equally.



The father's role was a major variable in the Michigan study and a clear link was shown to daughters' better academic
performance and to their greater sense of efficacy. In addition, although maternal employment was directly related to
daughters' views that women are competent in activities generally seen as male activities, higher father involvement
increased this effect. And the view that women are competent was a major link to girls sense of efficacy and test scores.
The fathers' higher involvement in child care, the merging of roles there, was also related directly to both boys' and girls'
test scores. The amount of time fathers spent with children in leisure/fun activities, on the other hand, showed no
relationship to test scores for either boys or girls.


Thus, there is a path from the mother's employment status to the father's role to the children's academic performance.
In accommodation to the mother's employment, fathers take on a larger share of the household tasks and child care. Their
higher participation in child care operates to increase the academic competence of both boys and girls, but particularly for
girls. We also found a direct link from the mother's employment itself for girls across class and marital status: When
mothers are employed, girls view women as more competent and this view mediated the girls' own higher sense of
efficacy and their academic performance as rated by teachers as well as by the test scores.





The Mother's Sense of Well-being


The second aspect of family life that is often seen as linking the mother's employment status to effects on the child is
the mother's sense of well-being, and numerous studies have compared employed mothers to full-time homemakers on
various indices of mental health and life satisfaction. Most of this research has found a higher level of satisfaction and
morale, and lower scores on stress indicators and measures of depressive mood among the employed.


But, while the bulk of the research on employment status and mothers' mental health has found higher morale among
employed mothers, some investigators found no significant differences. However, when you sort out which studies find
that employed mothers have higher morale and which studies find no difference, it turns out that the studies that find no
difference were conducted with middle-class women. None of these studies find the morale of the full-time homemakers
higher in either class. We found none and these same conclusions are reported in other reviews. But some studies have
found no difference, and all of these were conducted with middle-class mothers. Now this class difference may seem
strange. You would think that employment was more likely to up the mothers' morale in the middle class because middle-class jobs are more interesting. But the fact is that the mental health advantage of employment is more consistently found
in working class or poverty samples. For working-class women, studies show that the satisfactions from employment are
not from the job per se but from the increased social support and stimulation provided by co-workers, the marked
advantages that their wages bring to their families, and the greater sense of control they feel over their lives. (In our study,
it was the third -- employment gave them a sense of control over their lives-- that was particularly important.)


This social class difference is important because the research looking at the mother's employment status and child
outcomes has also shown more consistent advantages of maternal employment for children in the working and poverty
classes than in the middle class, particularly for boys. So a viable hypothesis is that the greater advantage of maternal
employment for working-class children is because of its more positive effect on the mother's sense of well-being.


Furthermore, the possibility that the mother's well-being carries the relationship between maternal employment and
child outcomes is bolstered by the fact that there is a large body of research demonstrating a positive relationship between
maternal mental health and both more effective parenting and children's cognitive and emotional adjustment.


We explored the role of maternal well-being in the Michigan study and found that employment did show a positive
health advantage in the working class for both single and married mothers. (And in the poverty class.) Employed mothers
had lower scores on a measure of depressive mood (the CES-D) and higher scores on a measure of positive morale. No
relationship between employment status and either measure was found in the middle-class. We also found that, in the
working class, employed mothers were less likely than full-time homemakers to use either authoritarian or permissive
parenting styles and more likely to use a style called authoritative. Authoritative parenting refers to a pattern in which the
parents exercise control, but provide explanations rather than relying on power assertive controls and harsh discipline. In
addition, employed mothers in the working class indicated a higher frequency of positive interactions with their children
than did the full-time homemakers. The analysis also indicated that the relationship between the mother's employment and
her parenting was carried by the mother's sense of well-being. Furthermore, the parenting variables were related to child
outcomes. For example, the permissiveness of the married working-class homemakers was associated with acting out
behavior in their sons, and authoritarian control was related to problem behavior in daughters.





Childrearing Patterns


So this brings us to the third route by which the mother's employment status can affect outcomes for school-aged
children --- through differences in childrearing. A number of researchers have suggested that the childrearing dimension
which includes encouragement of independence, maturity demands, and autonomy granting is particularly important. This
is a dimension that can encompass in its extreme overprotection, on the one hand, and neglect on the other. Previous
research has presented some evidence that employed mothers encourage independence in their children more than
nonemployed mothers do. The encouragement of independence is consistent with the situational demands of the dual role
since it enables the family to function more effectively in the mother's absence. Urie Bronfenbrenner has suggested that
encouraging independence and granting children autonomy may have a negative effect on boys because it increases the
influence of the peer group which, for boys, is more likely to be counter to adult standards. The encouragement of
independence and autonomy in girls, on the other hand, would have a positive effect since they are traditionally given too
little encouragement for independence.


A number of studies in developmental psychology have documented a pattern of encouraging dependency in girls.
Beverly Fagot, for example, has conducted a series of studies of toddlers, based on behavioral observations, which
demonstrate this. In one set of studies, she shows that mothers of daughters reward dependency by responding too quickly
to their bids for help, while mothers of boys are more likely to encourage them to work the problem out for themselves.


Such gender-based differences in childrearing, however, are less prevalent in employed-mother families. In the
Michigan study, we found that, across social class, employed mothers in contrast with full-time homemakers, showed less
differentiation between sons and daughters in their discipline style and in their goals for their children. We also found that
employed mothers, compared to full-time homemakers, were more likely to cite independence as a goal for their
daughters and less likely to indicate that "obedience" or "to be feminine" was their goal. And, mothers who cited the goal
of obedience, or the goal "to be feminine", were more likely to have daughters who were shy, nonassertive in the
classroom, and had a lower sense of efficacy, while citing the goal of independence showed the opposite effects.


The issue of supervision and monitoring and the concept of "latch key" children is associated with maternal
employment, but only a few studies have examined the actual tie to maternal employment. Nan Crouter, at Penn State,
with a sample of children from small communities and rural areas, found no relationship between the mother's
employment status and how well children were monitored. However, she also found that when children were
unmonitored, boys with employed mothers were the ones likely to show negative effects in conduct and school grades. In
our urban sample, we found only one effect of maternal employment on supervision and monitoring: Boys in dual-wage
working class families were more likely to be left unsupervised and unmonitored. Maternal employment was not related
to supervision and monitoring in middle-class families, in single-mother families, or for working-class girls. Being
left unsupervised, but monitored by phone, showed no negative effects, but being left unsupervised and unmonitored showed negative effects among lower income children.


Only a limited group of parenting variables have been examined over the years for their relationship to the mother's
employment status. The Michigan study was the first to consider a broad range of parenting attitudes and behaviors to see
if they provided a link between the mother's employment and child outcomes. I have already mentioned that, in the
working-class, full-time homemakers used more authoritarian control, less authoritative control, and more permissiveness.
In addition, across class and marital status, full-time homemakers used more authoritarian control and stronger discipline
and stressed obedience as a goal for their children. These differences in parenting, in turn, related to a number of child
outcomes. For example, the higher use of authoritative controls by employed mothers in the working class, a style in
which the child is given reasons and explanations, was related to their children's higher academic performance, and the
more punitive style of the homemakers predicted conduct problems in school.


Mothers also reported the frequencies of their interactions with their children over the previous week. In the middle
class, the full-time homemakers indicated more frequent positive and educational activities with their children than the
employed mothers; but in the working class, more frequent positive and educational activities with daughters were
reported by the employed mothers and there was no difference for sons. However, on a measure of how often mothers
expressed overt affection toward their children, employed mothers were higher across class and marital status. In
addition, employed married mothers held higher educational goals for their children and this was related to children's test
scores.


Now in these analyses, we control for many variables, including the mother's education, but it is possible that there are
some self-selection factors involved nevertheless. Thus, it is possible, that mothers who elect to stay home and avoid
employment, may be mothers who are particularly committed to obedience and that this difference may not only be a
function of employment status but also a precursor. And similarly, higher educational goals for children may be a
motivation for employment. We examined these possibilities in our analyses, and the data supported a direction of
causality from the mothers' employment status to parenting styles to child outcomes, but there may also be some self-selection involved.





Maternal Employment and Nonmaternal Care During the Early Years


I'm going to turn now from my focus on school-aged children to discuss the research on maternal employment during
the child's infancy and toddler years. This has been a topic of considerable interest and controversy.


Whereas most of the maternal employment research on older children has looked mainly at child outcomes, the
research on infants and preschoolers has looked directly at parent-child interaction. This is because for infants and young
children, valid outcome measures are difficult to obtain. These studies have looked at the quantity and quality of the
mother-child interaction, the home environment, and the parent-child attachment relationship.


In general, findings indicate that full-time employed mothers spend less time with their infants and preschoolers than
part-time and nonemployed mothers, but this effect diminishes with maternal education and with the age of the child. In
addition, the effect is also less when the nature of the interaction is considered. Data indicate that employed mothers tend
to compensate for their absence in the proportion of direct interaction and in the amount of time with the child during
nonwork hours and on weekends. Several studies that used behavioral observations of mother-infant interaction showed
that employed mothers were more highly interactive with their infants, particularly with respect to verbal stimulation.
Some studies have examined the mothers' sensitivity in interactions with their infants and found no difference between
the employed and nonemployed mothers.


A particularly active area of maternal employment research since 1980 has involved the comparison of dual-wage and
single-wage families with respect to mother-infant attachment. In most of these studies, no significant differences were
found. However, in research by Jay Belsky (and in a study by Barglow and his colleagues), although the majority of
mother-infant attachments in the full-time employed-mother group was secure, the number of insecure attachments was
higher when the mothers were employed full-time. Furthermore, in reviews that combined subjects across studies, full-time employed mothers were more likely than part-time employed and nonemployed mothers to have insecurely attached
infants.


The results showing an association between early maternal employment and mother-infant attachment have received a
great deal of attention in the media. A problem with this research, however, is that the measure of attachment used is a
laboratory measure called the Strange Situation. The measure involves having the mother and toddler enter a room
furnished like a waiting room, with children's toys. A young woman comes in and then the mother leaves. There are two
maternal departures, and reunions a few minutes later. This measure was set up as a strange situation to observe how the
toddler acts toward the mother when anxious. Although this measure has proven useful over the years in predicting
subsequent childhood behavior, it's validity had not been established for employed-mother families. The problem is that
the situation may not be anxiety-producing for a child who has experienced regular nonmaternal care, thus the behavior
may not be a basis on which to judge the attachment relationship. In the studies that found more insecure attachment for
the children with full-time employed mothers, the type of insecure attachment found was what is called the "avoidant"
pattern. The avoidant infant is one who seems to be independent. This independence may be a defense against anxiety as
it has been shown to be in earlier research, but it may also be an appropriate behavior if the child is not anxious in the
situation; thus, distinguishing between "avoidant" insecurity and lack of anxiety can be difficult.


The most recent and most extensive investigation of these issues is an on-going study of the effects of nonmaternal
care in early childhood conducted by the National Institute of Child Health and Development. This is a collaborative
effort involving multiple sites and a large team of prominent researchers. Data have been presented which support the
validity of the Strange Situation measure as used in this study. In this study, the amount of nonmaternal care (whether the
infant received more than thirty hours a week or less than ten) was not related to the security of the attachment, nor was
the child's age at onset of the mother's employment. The high quality of this investigation, and the fact that the consortium
of investigators included researchers from both sides of this highly politicized issue, may have led to more precise coding
operations which eliminated the uncertainties sometimes involved in differentiating less anxiety from insecure-avoidant
attachment. The results of this study indicated, that the quality of the mother-child interaction, and particularly her
sensitivity to the child's needs, affects the security of the attachment, and the amount of nonmaternal care does not.
Neither does the mother's employment status nor the age of the child when the mother resumed work.


This investigation has been following the children since infancy, and their latest reports are based on the data obtained
when the children are three-years old. Previous research on the effects of day care suggested that although day care
experience was often associated with higher cognitive competence, it was also associated with less compliance and more
assertiveness with peers, both positive and negative. The NICHD study found that on multiple measures of the child's
negativity and behavior problems the major variables were again the mother's sensitivity and her psychological
adjustment. Both higher quality of nonmaternal care, and greater experience in groups with other children, predicted
socially competent behavior. It was also the case, however, that more time in child care and less stable care predicted
problematic and noncompliant behavior at 24 months. On the whole, the results of this investigation have indicated that
the home environment is the major influence on child outcomes, but the quality and stability of the nonmaternal care does
have an effect.







Conclusions


Twenty years ago, it would have seemed strange to give a talk on maternal employment and not focus on it as a social
problem, but there is little in these data to suggest it is. The mother's employment status does have effects on families and
children, but few of these effects are negative ones. Indeed, most seem positive -- the higher academic outcomes for
children, benefits in their behavioral conduct and social adjustment, and the higher sense of competence and effectiveness
in daughters. On the whole, these research results suggest that most families accommodate to the mother's employment
and in doing so provide a family environment that works well. In two-parent families, the fathers take on a larger share of
the household tasks and child care and this seems to have benefits for the children. In the working class, employed
mothers indicated a higher level of well-being than full-time homemakers and this, in turn, affects their parenting in
positive ways. Even in the middle-class, where employed mothers did not show a higher level of well-being, neither did
they show a lower one. While the quality and stability of nonmaternal care for infants and young children is important,
the mother's employment itself does not seem to have the negative effects often proclaimed. We are dealing here with a
change in society, and while there are adjustment yet to be made -- more affordable, quality day care; after-school
programs; more liberal postpartum leave policies -- even these are slowly responding to the realities of Parenthood in
America today.




Copyright © 1998 Lois Wladis Hoffman.
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Abstract


In contrast to the common practice of pitting love and limits against each other, several
research programs have shown that optimal parenting combines the two. This paper outlines a
conditional sequence model of optimal disciplinary responses and shows its consistency with a
wide range of research. The model suggests that optimal disciplinary responses begin with less
severe tactics, such as reasoning, but proceed to firmer disciplinary tactics when the initial tactic
achieves neither compliance nor an acceptable compromise. The firmer tactics can be
nonphysical punishment initially with nonabusive physical punishment reserved as a back-up for
the nonphysical punishment. This is consistent with many studies showing that a combination of
reasoning and punishment is more effective than either one alone and with new evidence that this
sequence enhances the effectiveness of milder disciplinary tactics with preschoolers.


Childrearing advice to American parents has always been amazingly diverse, with major
changes between generations and contradictory advice at any one time. The founder of
behaviorism wrote a leading childrearing book in the 1920s that advocated strictness and rigidity,
even warning mothers against the dangers of expressing love toward their children (Watson, 1928). Spock's Child and Baby Care (1968) introduced a better balance between love and
discipline, while affirming the common sense that most parents have.





Polarization of Love and Limits



Popular Books


Current popular childrearing books often emphasize either nurturance and
communication on the one hand or firm control on the other. Take, for example, the three best-selling popular books from my bookshelf. Thomas Gordon's (1975) book on Parent Effective Training emphasizes communication. Seven of his 16 chapters deal with communication. Not
only does he advocate good communication, he is against forceful disciplinary tactics. "One
thing [to learn] from this book," he said, is that "each and every time they force a child to do
something by using their power or authority, they deny that child a chance to learn self-discipline" (p. 158). At the other extreme is James Dobson's (1970) book, Dare to Discipline.
Four of his 7 chapters are on disciplinary responses to misbehavior. He is not against nurturance
or communication, but the first of his five key elements is the following: "Developing respect for
parents is the critical factor in child management." Elsewhere he said, "When a youngster tries . .
. stiff-necked rebellion, you had better take it out of him, and pain is a marvelous purifier" (p.
16).


A third best-seller presents more of a balance between the two extremes represented by
Gordon and Dobson. Fitzhugh Dodson emphasizes both nurturance and control in his title, How to Discipline with Love. Although 6 of his 9 chapters are on discipline responses, his balance is
represented by the following quote: "I believe it is far better to solve a conflict by negotiation and
agreement rather than through power. However, in extreme cases . . . I believe we have to fall
back on sheer power" (p. 92).





Social Science


The same polarization exists in empirical, social scientific literature. Cognitive developmental psychology and behavioral parent training have had the most sustained series of empirical studies on parental discipline. They complement each other in many important ways, as shown in Table 1. However, they often hold contradictory views about optimal disciplinary responses. Cognitive developmentalists recommend reasoning as a disciplinary response (Grusec & Kuczysnki, 1997; Grusec & Goodnow, 1994; Hoffman, 1977). Their measures of parental discipline often reflect this by including reasoning and gentle discipline tactics at one end of a continuum and harsh punishment at the other end (e.g., Kochanska, 1991; Weiss, Dodge & Bates, 1992). In contrast, behavioral parent trainers feature consistent use of punishment as a response to misbehavior in training parents to manage their disruptive children more effectively (Barkley, 1987; Eyberg & Boggs, 1989; Forehand & McMahon, 1981; Patterson, 1982). They generally regard reasoning as an ineffective discipline tactic (e.g., Blum, Williams, Friman & Christopherson, 1995), except for descriptions of the contingencies of punishment and reinforcement.



Table 1. Emphases of Behavioral and Cognitive Developmental Views of Parental Socialization of Children

	



	Issue
	Cognitive
	Behavioral



	



	Research Methods:




	Families Studied

	Typical, often Middle-Class

	Clinic-Referred




	Design

	Correlational, Longitudinal

	Clinical Trials, Single-N Designs




	Validity Strength

	Ecological

	Internal




	Theoretical:




	Emphases

	Moral Internalization, Dispositional

	Contingencies, Environmental




	Issues Incorporated

	Developmental Changes, Attributions

	Learning Principles




	Recommendations:




	Foundations for Socialization

	Quality of Parent-Child Relationship

	Positive Reinforcement




	Primary Socialization Goals

	Moral Internalization, Prosocial Behavior

	Reduce Anti-Social Behavior




	Proactive Discipline

	Explanations, Modeling

	Clear Commands, Select Target Misbehaviors




	Primary Discipline Response

	Reasoning

	Response Cost, Time-out




	Other Issues

	Age-Appropriate Autonomy

	Functional Analysis




	Adapted from Larzelere et al. (1996). Copyright 1996, Haworth Press, Used by permission.





A few experts have bridged this conceptual gap, most notably Diana Baumrind in her work on parenting styles. She contrasted three major parenting styles, authoritarian, authoritative, and permissive. Authoritarian parents emphasized firm control, permissive parents emphasized nurturance, whereas authoritative parents emphasized both. In addition, authoritative parents emphasized communication with their children and encouraged age-appropriate skills and autonomy. The children of authoritative parents generally showed more individual initiative and social responsibility in Baumrind's studies, compared to children of the other two types of parents.


The contradictory recommendations of cognitive developmental vs. clinical behavioral
research concerning reasoning vs. punishment is an important puzzle that needs solved to have a
good scientific foundation for advising parents. Solving that puzzle has been a major goal of my
own research program. Something is wrong when the most recommended disciplinary tactic in
developmental psychology is totally ignored in clinical behavioral work with parents and when
the centrality of effective punishment in the clinical work is directly contradicted in the
developmental literature. The two literatures generally ignore each other on this matter, with a
few exceptions.


This strange situation is reflected in the kinds of research questions asked and the
measures used, which often assume the correctness of the author's implicit recommendations.
For example, few studies investigate differences between effective and counterproductive use of
a particular disciplinary tactic, whether reasoning or punishment. Instead, the preferred
disciplinary tactic is assumed to be invariably effective and the other one invariably ineffective,
thus thwarting finer discriminations about their respective effectiveness. In contrast, my research
program attempted to compare the effectiveness of reasoning and punishment with each other
and with other disciplinary responses.







Combining Reasoning With Punishment



My most important studies focused on maternal disciplinary responses to misbehavior of
2- and 3-year-olds. Mothers were asked to record all occurrences of disobedience or fighting over a 4-week period. Using the Discipline Record (Larzelere & Merenda, 1994), they recorded the time of each incident and the discipline tactics they used to respond to it. The most common outcome variable was the delay until the next recurrence of the same kind of misbehavior. Presumably, the more effective the disciplinary response, the longer the delay until the next recurrence.


One major finding was that the combined use of reasoning and punishment was more effective in delaying misbehavior recurrences than was either one alone (see Figures 1 and 2). This was replicated for two kinds of misbehavior: fighting and disobedience. However, the evidence that this association represented a causal influence of the maternal disciplinary response on subsequent child misbehavior was stronger for fighting incidents than for disobedience incidents (Larzelere, Schneider, Larson & Pike, 1996).



[image: Bar graph]
Figure 1. Mean delay until next fighting recurrence (Larzelere et al., 1996).
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Figure 2. Mean delay until next disobedience recurrence (Larzelere et al., 1996).




Most previous research on parental discipline has been done in such a way that it was impossible to detect the effectiveness of a reasoning-punishment combination. It has almost always been an effective disciplinary response when a research investigator looked for it. In some studies the superior effectiveness of a reasoning-punishment combination was shown in terms of immediate compliance (Chapman & Zahn-Waxler, 1982; Crockenberg & Litman, 1990; Davies, McMahon, Flessati & Tiedemann, 1984; Goodenough, 1931; Lytton & Zwirner, 1975), whereas other studies showed it in terms of moral internalization (Cheyne & Walters, 1969; Dix & Grusec, 1983; Hoffman, 1977; Israel & Brown, 1979; LaVoie, 1974; Parke, 1969). Our own study demonstrated the effectiveness in terms of subsequent misbehavior inhibition, a potential precursor of moral internalization.





Punishment Enhances Reasoning


Another advantage of a reasoning-punishment combination is that it enhances the subsequent effectiveness of reasoning when used by itself. Three different analyses of my data showed that disciplinary reasoning with 2- and 3-year-olds was ineffective unless it was backed up with punishment periodically. The children whose behavior improved the most over the next 20 months were those whose mothers frequently used reasoning alone (i.e., without punishment), but also backed up the reasoning with punishment when necessary. In contrast, the children whose behavior deteriorated the most had mothers who frequently used reasoning alone, but rarely backed it up with punishment.


The same kind of conditional sequencing of disciplinary tactics has been studied with a stronger research design by Mark Roberts and his colleagues. Behavioral parent training has been shown to be one of the most effective treatments for disruptive children (Kazdin, 1987). Roberts did a series of studies to identify the components of that treatment that accounted for its effectiveness. The treatment includes five major components: positive reinforcement of appropriate behavior, clear instructions, a single warning of impending time out, time out, and a back-up for time-out noncompliance, traditionally a 2-swat spank for 2- to 6-year-olds. With particularly noncompliant children, time out was often ineffective without a back-up procedure to enforce compliance with the time out. The spank back-up was effective in enforcing compliance with the time out, thus making the time out effective and minimizing the subsequent need for the spank back-up. Roberts and his colleagues investigated 3 alternative back-up procedures, but a brief room isolation was the only back-up that proved to be as effective as the original spank back-up. Similar to my research, contingent use of a more severe back-up procedure enhanced the subsequent effectiveness of a less severe disciplinary tactic, in this case time out.







A Conditional Sequence Model



Putting these two research programs together suggests the kind of conditional sequencing
of discipline tactics as shown in Figure 3. This method of combining love and limits begins with
reasoning first. If that did not achieve the disciplinary goal, then it would be backed up with time
out. If the child did not comply with time out, it would be backed up with an enforcer such as a
2-swat spank or a brief room isolation.



[image: Reasoning → Noncorporal Punishment → Non-abusive Corporal Punishment]
Figure 3. Simple conditional sequence model of parental disciplinary responses.




As an idealized disciplinary sequence, this conditional sequencing model has several
important features. First, it is consistent with authoritative parenting, as opposed to either
authoritarian or permissive parenting. Authoritative parenting uses both reasoning and firm
control. Authoritarian parenting tends to skip the reasoning and go immediately to punishment.
Perhaps they would also be more likely to go directly to harsher punishment without first trying a
milder form of punishment. Permissive parenting is less likely to try to modify children's
behavior with either reasoning or punishment.


Second, this conditional sequence model tries gentler love-motivated disciplinary responses first, followed by firm punishment only when necessary. Third, the conditional sequence model is consistent with empirical research that shows that the effectiveness of milder disciplinary tactics depends upon their being backed up by more severe disciplinary tactics when necessary (e.g., Larzelere, Sather, Schneider, Larson & Pike, 1998; Roberts & Powers, 1990).


Fourth, the conditional sequence model has the potential of reconciling the contradictory recommendations of cognitive developmentalists and behavioral clinicians. It implies that particularly disruptive children are going to need contingent punishment more often. These are the kinds of children who get referred to behavioral parent training programs. Successful use of the conditional sequence model will result in well-behaved children whose parents use reasoning effectively and rarely resort to punishment. This is consistent with the correlations that have provided the empirical support for reasoning's presumed superiority over punishment in the developmental psychology literature. Relatedly, Straus (personal communication) has reported that, in three of the five cohorts in Straus et al. (1997), the outcomes of spanking frequency depended upon the initial level of the child's antisocial behavior. Spanking frequency reduced antisocial behavior in the most antisocial children, but increased it in the least antisocial children. This is consistent with the idea that contingent punishment is particularly important for turning around the misbehavior of disruptive children, but that parents should be resorting more often to gentler tactics such as reasoning with better behaved children.





Predictions of the Model


The conditional sequence model makes a variety of predictions that are consistent with the evidence to date, some of it counter-intuitive. First, it predicts that the correlational superiority of reasoning over punishment will be more evident among easily managed children than among difficult children. This is consistent with Grusec and Goodnow's (1994) assessment of the cognitive developmental literature. Disciplinary reasoning was associated with better child outcomes than was punishment, but mostly in samples of middle-class mothers. Samples of fathers, working-class families, preschoolers, boys, and temperamentally difficult children have generally failed to find such associations. Kochanska (1991) used a measure that contrasted power assertion at one extreme with rational growth encouragement at the other extreme. She found that power assertion predicted less conscience development in high-anxiety children, but not in low-anxiety children. She concluded that there were different paths to conscience development in the two types of children. An alternative conclusion is that parents could phase out the punishment aspects of the conditional sequence model faster for high-anxiety children than for low-anxiety children. A more equal balance between reasoning and punishment would then have been optimal for the low-anxiety children, which her measure would have missed (because an equal balance was represented in the muddled middle of her measure).


A second prediction is that the superiority of punishment over reasoning will be most evident among particularly difficult children. Patterson (1982) initially tried to help parents manage their disruptive children better by emphasizing reinforcement of appropriate behaviors. By 1982, he concluded, "If I were allowed to select only one concept to use in training parents of antisocial children, I would teach them how to punish more effectively" (p. 111), referring to time out as the punishment of choice.


Thirdly, the conditional sequence model predicts that children's aggression may be decreased more by conditional recommendations against spanking than by universal recommendations against spanking. Universal anti-spanking advice may make gentler disciplinary tactics less effective unless an equally effective back-up replaces spanking. Some evidence from Sweden is consistent with that prediction. Figure 4 shows the frequency of assaults by minors against minors since Sweden banned spanking in 1979. Figure 5 shows a possible reason for that: Swedish parents are less likely to use recommended alternative disciplinary tactics such as reasoning and time out, but they are more likely to use yelling and restraining (Palmerus & Scarr, 1995). Instead, the conditional sequence model implies that spanking should be discouraged as a first response to misbehavior and as a second response to continued misbehavior, but it should not be prohibited as a back-up enforcer for nonphysical punishment, unless a replacement enforcer is used.



[image: Line graph]
Figure 4. Frequency of child abuse and assaults by minors against minors, 1981 to 1994 (Statistics Sweden, 1995).
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Figure 5. Discipline practices reported by parents in Sweden and the United States (from Palmerus & Scarr, 1995).




This is consistent with behavioral parent training, which discourages spanking except to enforce time-out compliance. Outcome studies support the effectiveness of this treatment for reducing disruptive behavior (Kazdin, 1995). In addition, four studies found that behavioral parent training reduced parental spanking. Two of them used the spank back-up for noncompliance with time out (Eyberg, 1993; Roberts, 1984), and two of them used alternative back-ups for time out (McNeil, Clemens-Mowrer, Gurwitch & Funderburk, 1994; Webster-Stratton, 1990). How spanking is used is more critical than whether it is used.


A fourth prediction of the conditional sequence model is that early prevention programs that discourage the use of parental punishment will be more effective for general populations than for at-risk populations. Guterman (1997) reviewed the 18 most rigorous evaluations of early parenting programs to prevent child abuse. He found that 8 of the 10 programs targeted to general populations were effective in reducing subsequent child abuse, but only 1 of the 8 programs for at-risk populations showed similar effectiveness. The programs all featured support services and parent education. Presumably the support services would help any family, but the parent education component may have helped parents deal with easily managed children more than it helped with at-risk children. I am assuming that the parent education components often discouraged punishment, but I cannot document that.


Finally, the conditional sequence model predicts that features of the model will minimize the risk of escalation within discipline incidents. Some support for this is shown by the evidence summarized above that behavioral parent training decreases subsequent use of spanking. It also seems consistent with the escalation processes differentiating aggressive from non-aggressive families, as identified by Snyder and his colleagues (Snyder, Edwards, McGraw, Kilgore & Holton, 1994). They found that parents of aggressive sons tended to match their sons' level of aversiveness, whereas parents of non-aggressive sons were more likely to respond at a slightly lower level of aversiveness. Further, parents of aggressive sons were more likely to respond to any de-escalation of the conflict by escalating the incident themselves. In contrast, parents of non-aggressive sons were likely to respond to the child's de-escalation by bringing the incident to a close. Thus parents of non-aggressive sons out-persist their children, but do not out-escalate them. In one sense, this may seem to contradict the conditional sequence model, implying that parents should never escalate to spanking. As discussed above, however, the spank back-up enhances subsequent effectiveness of less severe disciplinary tactics, helping persistence to work later without resorting to spanking. Parents should typically persist until either compliance is achieved or the child de-escalates the situation in an appropriate way (e.g., specifying when he will do the requested chore). They should prefer the least aversive tactics that will accomplish that end, but be willing to resort to more aversive, but non-abusive disciplinary tactics when necessary.





Expanding the Model


To this point, this paper has focused on a simple three-step conditional sequence model. Although it suggests a way to reconcile contradictory recommendations and successfully makes several innovative predictions, actual parental practices are more varied. This section uses empirical evidence to suggest helpful ways to expand the simple model. First, there is some evidence that a single warning can dramatically reduce the need to move to the next level of severity without compromising the effectiveness of the overall disciplinary strategy. Roberts (1982) found that a single time-out warning reduced the need to use time out by 74% without diminishing the effectiveness of the overall parental disciplinary sequence. Multiple warnings reduce the effectiveness of the overall discipline somewhat (Sherrill, O'Leary & Kendziora, 1992).


The tactics used can also be expanded beyond the three featured in the simple conditional sequence model. My major research was designed to investigate a wide range of disciplinary responses with 2- and 3-year-olds. As indicated above, the combination of reasoning and punishment was associated with the longest delay until the next recurrence of misbehavior. Some other disciplinary responses, however, were nearly as effective as the reasoning-punishment combination. Four of 13 other discipline responses were never significantly worse in delaying misbehavior recurrences. Three were combinations of an aversive verbal disciplinary response with some kind of action. Aversive verbal tactics included scolding or shaming, threatening, and yelling. The actions were either punishment, forced compliance, or promoting positive behavior. Aversive models without one of these action components were significantly less effective than other discipline responses. The remaining effective disciplinary response was a combination of reasoning and forced compliance. Thus five of six possible combinations of a verbal disciplinary tactic with an action component were the five most effective disciplinary responses at delaying the next misbehavior recurrence.


The most promising of these is the combination of reasoning and forced compliance. Like
the reasoning-punishment combination, it tended to delay the next misbehavior recurrence more
than did either forced compliance or reasoning alone. However, the combination of forced
compliance and reasoning did not enhance the subsequent effectiveness of reasoning as
consistently as the reasoning-punishment combination did. One possible reason is that
punishment communicates to the child that he or she should have made a better behavior choice.
The reasoning component clarifies what that choice should have been and why. In contrast,
forced compliance communicates that the parent will rescue the child from difficulty whenever
he or she gets entangled in a problem, thus minimizing the need for the child to make a better
choice in the future. Nonetheless, the combination of reasoning with forced compliance seems to
be an effective disciplinary response even though it is limited in enhancing the subsequent
effectiveness of reasoning.


The combinations of aversive verbal tactics with actions seem problematic despite their effectiveness. Taken to excess, aversive verbal tactics should not be recommended. Some findings that affective intensity enhances the effectiveness of reasoning might help account for this somewhat (Chamberlain, Reid, Ray, Capaldi & Fisher, 1997; Pfiffner & O'Leary, 1989). Zahn-Waxler, Radke-Yarrow, and King (1979) explored the affective intensity of maternal explanations to 15- to 29-month-old preschoolers in some detail. They found that verbal explanations were used in 40% of disciplinary incidents. In most of these cases, the mothers communicated intensely with moralizing and judgmental components. Affectively and morally charged explanations were positively associated with child reparations and altruism. Neutrally communicated explanations were the only form of explanations that failed to correlate positively with child reparations. Similarly, one of our earlier studies found that, when reasoning alone resulted in no child distress, it was a less effective disciplinary response than when it resulted in some child distress for about a minute or two (Larzelere & Merenda, 1994).


Perhaps the affective intensity is the aspect of aversive verbal tactics that make them
effective when combined with an action component. Further research is needed to clarify when
such verbal intensity becomes counterproductive.


Sather (1992) examined whether the effectiveness of other verbal disciplinary tactics was enhanced by being backed up with punishment. He found some evidence that each verbal tactic was subsequently more effective after being combined with punishment. The verbal tactics included scold/shame or yell, threaten, label behavior bad, and commanding. The effectiveness of a punishment back-up for enhancing subsequent use of the verbal tactic was found for both disobedience and fighting incidents for labeling the behavior bad, but only for one type of incident for the other four verbal tactics.


I have recently investigated whether other forceful backup procedures would also
enhance the subsequent effectiveness of reasoning. One obvious alternative is forced compliance.
As summarized above, it rarely enhanced the subsequent effectiveness of reasoning by itself,
perhaps because of different motivational implications than is the case for punishment.


Another conclusion from my studies concerns the level of child distress associated with maximal effectiveness. Research on punishment has found that the stronger the punishment, the more effective it is. That suggests that effectiveness will be maximized when the child is most distressed. That is what we found when punishment was used alone (Larzelere & Merenda, 1994). However, when reasoning was used, whether by itself or in combination with punishment, an intermediate level of child distress was associated with optimal effectiveness. This is consistent with previous research that found that adding reasoning to punishment changed two important parameters of punishment's effectiveness. Once reasoning was added to punishment, its effectiveness no longer depended on its severity. Second, punishment's effectiveness no longer depended upon its precise timing once reasoning was added to it (Cheyne &Walters, 1969; Parke, 1969). As will be seen, this pattern is also consistent with Hoffman's (1977) theory of moral internalization.







Related Theories


There have been several theories proposed to explain the presumed greater effectiveness of reasoning in developmental psychology. Three of these will be briefly considered for their consistency with the conditional sequence model. Hoffman (1977) posited that all disciplinary responses have an element of power assertion and an element of reasoning, which he called induction. The reasoning component was most crucial for moral internalization. Its effectiveness was influenced by combining it with the right amount of power assertion. Parents needed to use just enough power assertion for the child to attend to the reasoning component, but not so much as to undermine the child's cognitive processing capability.


Hoffman's theory predicts that an intermediate level of power assertion would maximize the effectiveness of reasoning as a disciplinary tactic, which Larzelere and Merenda (1994) found. The finding that reasoning was associated with better child behavior than was punishment had been the primary empirical support for the theory previously. The effectiveness of reasoning is greatest at an intermediate level of child distress when reasoning is combined with punishment, but not when it is combined with forced compliance (Larzelere & Merenda, 1994;Merenda, 1992). This provides a little support for the motivational differences between punishment and forced compliance described above. Hoffman has not taken into account the effect of previous conditional sequences of disciplinary tactics on how current disciplinary tactics are associated with moral internalization. The conditional sequence model suggests that children will attend more to disciplinary reasoning if their parents have previously backed up reasoning with punishment when necessary.


Mark Lepper (1983) has used attribution theory to explain the supposed greater effectiveness of mild disciplinary responses compared to severe disciplinary responses. It seems to be a plausible theory of moral internalization even though several replicated findings provide evidence against it. The contradictory evidence includes the fact that the combination of reasoning and punishment is more effective than reasoning alone and that reasoning is more effective when parents communicate more intensely, thus raising the level of child distress a little bit.


Lepper's theory assumes that children make attributions about their own behavior in the
same way that adults do. Children do not fully develop these tendencies until about age 7. In
particular, they do not use the discounting principle to explain other people's behavior until then.
The discounting principle implies that internal reasons for good behavior (for oneself and others)
gets discounted to the extent that there are external reasons for that behavior (e.g., an
overbearing, punitive parent). Unlike adults, preschool children use the additive principle, that
external reasons enhance attributed internal motivations for good behavior. Thus parental
punishment will not undermine moral internalization in children until they are about 7 years of
age. The conditional sequence model fits right into those developmental changes. Punishment
has a role during the preschool years when it would not undermine moral internalization. But its
major role should be to enforce gentler disciplinary tactics such as reasoning, preparing for the
day when mild disciplinary responses will be optimal for moral internalization. Lepper's theory
assumes that gentler disciplinary responses will be as effective in gaining compliance as more
forceful responses. The conditional sequence model suggests how gentler disciplinary responses
come to have the effectiveness necessary for them to facilitate moral internalization.


Finally, Bell's (1986) control system model overlaps with the conditional sequence model in important ways. A classic article by Bell (1968) had argued that most associations between parental disciplinary tactics and child behavior could reflect the child's influence on the parent rather than the parent's influence on the child. The control system model goes beyond that by focusing on how parents and children regulate each other in ways similar to a thermostat. When children's behavior gets too inappropriate, then parents respond with upper limit controls to reduce or redirect such excess behavior. When children are too shy and withdrawn, then parents respond with lower limit controls to prime or stimulate appropriate behavior. To extend this model further, parents may have yet another set of responses to maintain or direct appropriate child behavior in between upper and lower limit controls.


The relevance of Bell's theory for the conditional sequence model is that the punishment tactics may need to be used more often as upper limit controls than as maintenance responses or lower limit controls. Punishment will be elicited more often by children who act out, a conclusion consistent with a wide range of research. Whether punishment is more effective with more aggressive children is debatable, but there are some supporting lines of evidence. First is the finding that children referred for disruptive disorders are helped by a behavioral parent training that emphasizes contingent punishment. A second piece of evidence is from the Straus et al. (1997) data set. In three of the five cohorts, the apparent effect of spanking frequency depended upon the initial level of antisocial behavior (Straus, 1997, personal communication). For children initially high on antisocial behavior, spanking frequency reduced their subsequent level of antisocial behavior. For children who were lowest on antisocial behavior, spanking frequency increased their subsequent level of antisocial behavior. In terms of Bell's control system model, this suggests that punishment is more effective as an upper limit control than as a maintenance or lower limit control. Consistent with the conditional sequence model, parents should be looking for opportunities to use gentler disciplinary responses when they can. The Straus et al. evidence suggests that frequent spanking becomes counterproductive with relatively well behaved children.


In conclusion, this paper has outlined a conditional sequence model of optimal disciplinary responses, along with supporting evidence. In focusing so much on disciplinary responses, this paper has ignored many important aspects of positive parenting. Table 1 suggests some important aspects of the larger parenting context.


The major focus of this paper, however, has been on optimal ways to combine love and limits in disciplinary responses. This fits Baumrind's classic work on authoritative parenting. Table 2 summarizes a range of specific parenting practices that were significantly more characteristic of authoritative parents than of either authoritarian or permissive parents (Baumrind, 1967). Many of these characteristics are consistent with the conditional sequence model. Other characteristics go beyond it in important ways, particularly in the specifics of nurturance and maturity demands. This paper must be considered within the larger parenting context. Nurturance, age-appropriate autonomy, skill development, family routines, and family rituals are some of the characteristics of optimal parent-child relationships. These characteristics are important in their own right and also important for setting the stage for optimal disciplinary responses. Those responses should reflect the best balance of love and firmness. Hopefully, this paper will help parents and parent educators clarify that appropriate balance.



Table 2. Significant Differences Between Authoritative Parents vs. Authoritarian and Permissive Parents

	Parenting Measure
	vs.
Authoritarian
	vs.
Permissive



	



	Parental Control
	
	



	Positive outcome by persistence
	
	*



	Doesn't give in to whining
	*
	*



	Avoids evasion as response to child
	
	*



	Less disciplinary friction
	
	*



	Coordination & clarity of household rules
	
	*



	Effectiveness of rules
	
	*



	Source of power not disguised
	
	*



	Strictness
	
	



	Care of family property (F)
	
	*



	Neatness (F)
	
	*



	Orderliness responsibilities (M/F)
	*
	*



	Negative sanctions
	
	



	Corporal punishment
	
	



	Less love withdrawal (M)
	
	*



	Less ridicule (M)
	
	*



	Less frightening the child (M)
	*
	



	Maturity Demands
	
	



	In teaching
	*
	*



	In play
	*
	*



	Independence training, control
	
	*



	Independence training, non-control
	
	*



	Less babying
	
	*



	Reward self-sufficiency (M)
	
	*



	Introduces new experiences (F)
	
	*



	Perceives child's individuality (M)
	*
	



	Communication
	
	



	Respects child's decision
	*
	*



	Uses reason to get compliance
	*
	*



	Encourages verbal give and take
	*
	*



	Nurturance
	
	



	Satisfies child
	*
	*



	Supports child
	*
	



	Uses positive reinforcement
	*
	



	Acceptance of child
	*
	



	Expression of affection
	*
	



	Warmth
	
	



	Loving relationship (M)
	*
	



	Approval (M)
	*
	



	Empathy (M)
	*
	



	Sympathy (M)
	*
	



	(M) = mothers only (F) = fathers only (M/F) = first column for mothers, second for fathers.

	* ꝑ < .05 in Baumrind (1967)
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The title of my talk is not a typo. While I will be discussing the nature of adoptive parenthood,
my fundamental point is that adoptive parenthood is essentially natural. That is, the crucial
cement for the construction of parenthood is the motivation to parent and the action of parenting.
The psychological achievement of parenthood is the natural response to the child's need to be
nurtured--the behavioral, emotional, cognitive--in a word--social--relationship of parenting.
Thus, the crucial stage of development highlighted by Erik Erikson (1953) is generativity,
embodied in the need to care for, raise, and mentor the young. While this readiness to parent
may be viewed as naturally built into our species, it is not instinctively inevitable. As with any
developmental phase, generativity is sensitive to what has been learned or not learned before.
Inadequate parents are not likely to have experienced good parenting as children. As important
as reproduction is for most couples in ushering in parenthood, that act is neither necessary nor
sufficient for true parental ties to be made.


The primary purpose of my discussion will be to elaborate a positive model of adoptive
parenthood. My goals are twofold. First and foremost, I believe there are aspects of adoptive
parenthood which optimally meet children's needs. The overall quality of biological parenting
may be improved by incorporating some of these features of adoptive parenthood. Secondly, a
positive model of adoptive parenthood is long overdue. Too often adoptive families have been
told that adoption is the last resort, that adoption leaves a battalion of scarred birthmothers and
wounded adoptees, that being adopted is a cultural metaphor for being different from one's
family and not fitting in (Remember those old sibling childhood taunts--in biological
families--of not really belonging, of being adopted.) A positive model for adoptive parenthood
may be seen to benefit prospective adoptive parents as well as parenthood in general.


My intent is not to gloss over the very real losses and challenges that adoption presents for
adoptive parents. Infertility is no easy loss to grieve. Adoptive parents must learn to attach to
their child without experiencing pregnancy, the period during which that bond usually begins and
grows. Adoptive families are denied the powerful joys of biological connection, which need to
be addressed and resolved by them. I am convinced, however, that most difficulties resulting
from adoption are not due to the nature of adoption in and of itself, but the prejudice, often
subliminal but pervasive, against it in our society. The critical issues in adoption are less, I
believe, about facing inevitable loss than recognizing and challenging culturally induced shame
and stigma.


Nor is my intent to be antagonistic to biological parenthood or to establish an artificial
dichotomy between adoptive and biological parenting. The two are much more alike than
different and how good a parent one is has much less to do with whether one is a biological or
adoptive parent but rather, well, how good a parent one is. Many of the advantages of adoptive
parenthood which I discuss are true of most biological parents. While biological parenthood
should remain the norm of parenthood in our culture, how biological parenthood is put into
practice in our society can and should be challenged. In defining parenthood in our culture, there
is simply too much emphasis on the act of procreation than the ongoing process of parenting.
Children should be viewed less as offspring owned by the creating couple than a developing
person whose needs should be met by competent parents.


A major controversy in adoption continues to be the question of opennness--whether the
adoptive family knows and has some degree of contact with the birthparents. While the jury is
still out on the impact of openness in adoption, sufficient evidence suggests that when freely
chosen by adoptive parents, openness can reinforce the adoptive parents' sense of entitlement to
parent and increase their empathy with birthparents (Berry, 1990; Grotevant et al., 1994). It is
not yet clear that openness leads to a better adjustment by adoptees (Berry, 1993; Wrobel et al.,
1996).


An important, though often overlooked aspect of openness is less the actual relationship with
or even information about the birthparents, than the acceptance by adoptive parents of the reality
of adoption which is concretized in openness. When closed adoption masks a wish to deny being
an adoptive parent and a protest that adoption is identical to biological parenthood, I believe less
adaptive maneuvers may be used to grapple with the underlying shame and stigma typically
provoked by adoption--that is, I can feel comfortable as an adoptive parent as long as I can make
believe that birthparents do not exist. Optimally, adoption can be built on a stronger foundation.
While I will not be discussing aspects of open adoption relationships per se, my positive model
implies an acceptance of openness, that believing one is able to be a complete, real parent to
one's child is not overly threatened by knowing the people who created that child. Also implied
is the acceptance of one's child as one's own without sharing the blood and genetic connections
which, admittedly, we are taught from early on make one a son or daughter.





This positive model of adoptive parenthood encompasses eight separate factors which I will
now discuss:



1. Adoptive parenting is truly planned parenthood.


More than half of all pregnancies are
unplanned. While unplanned does not inevitably mean unwanted, when parents are not prepared
or motivated to parent, their children suffer. Long-term studies indicate that when mothers are
denied elective abortions (Forssman & Thuwe, 1966, 1988; Maatejcek et al., 1978; 1979) or
decide to parent their children after first making adoption plans (Bohman & Sigvardsson, 1990),
their children have significant emotional difficulties as they grow up. In the most extreme cases,
unwanted children are killed. Resnick (1970) reported in a worldwide study of infanticide that
83% of newborns killed and 11% of children killed by their mothers had been born of unwanted
pregnancies. More highly motivated parenthood may improve competence. One study
(Golombok et al., 1993) suggests that adoptive parents and biological parents who experienced
infertility demonstrated significantly greater parental warmth, maternal emotional involvement,
and parental interaction than their peers.


Not all motives for parenting are necessarily positive. But parenting is such a daunting task
and such an important responsibility, not having sufficient motivation is a recipe for disaster.
How ironic that the cultural stigma attached to adoptees (of being unwanted by their "real"
parents) is more likely to apply to children raised by biological parents. Adoptive parenthood
chooses and wants to parent first, a propitious beginning for all parenthood.





2. Adoptive parents are licensed.


Jack Westman has written so comprehensively and
convincingly about the value of establishing a few basic requirements to parent, I urge all of you
to read his fine book, Licensing Parents (1994). There simply is no better way of helping all
children now than by insuring competent parenting.


All prospective adoptive parents must possess sufficient mental health, maturity, motivation
and money in order to be considered qualified to parent. Sadly, in our time, what I believe
should be the least important criterion--financial status--has become the decisive one in the new
changes in welfare legislation.


Licensing parents presents a paradox. On the one hand, the very idea of demonstrating the
most minimum qualifications to parent is often seen as a futuristic, totalitarian threat to American
freedom and privacy. On the other hand, the absence of any criteria to parent clearly indicates
that as a society we consider children second-class citizens, not entitled to the same rights and
basic protections of other individuals. Parenting is a role, perhaps the most important one for
most people in their lives. But as important as that role is, it is not life itself. Not so with
children. Their lives, their development, their futures depend on those who take care of
them--their parents, their family.


The homestudy, the certification which all prospective adoptive parents must pass, is often
considered at best, a necessary hurdle, and at worst, the bane of adoption. Such a process is
better viewed as an appropriate regard for the importance of children and the quality of parenting
they receive. How much better it would be for all children coming into this world to have their
basic needs anticipated with reasonable expectations for those needs to be met by their parents,
biological or adoptive.





3. Adoptive parenthood makes the child-parent relationship, not procreation, the essence of what it means to be a parent.


All good parents, of course, love and nurture their children. But because
in our culture, being a "real" parent means creating one's child, biological parents may be
inclined to believe that their genetic connection with their offspring will inevitably solidify the
emotional bond with their young. It may feel a bit less important to parent when one is so
assured of being the parent. Adoptive parents, not having that genetic connection, must rely on
the actual parent-child bond as the principal determinant of parenthood. Attachment theory
(Bowlby, 1969; Karen, 1994) and developmental/clinical theory (Goldstein, Freud, & Solnit,
1979) make it clear that in the eyes of a child the sense of Mommy and Daddy is based on who
takes care of that child, meeting that child's needs, and knowing that child's uniqueness and
individuality in moment-by-moment daily interactions.


Adoptive parenthood holds the potential for the development of attachments becoming the
essence of what it means to be a parent. All parenthood can and should aspire to that meaning.
It provides the best chance for children to develop in the most secure and productive fashion.





4. Adoptive parents may be able to become less disappointed in their children than biological parents.


Parents who come to adopt after infertility are usually warned to grieve their losses, lest
their hurt and lowered self-worth is put into (or as we say, projected) onto their children. Yet,
might not adoptive parents also possess some protection from the disappointments that biological
parents may be inclined to feel when their children do not measure up to wishes and
expectations? The genetic connection with one's offspring commonly leads to a blurring of
boundaries between biological parent and child. How often parents look to their children to
compensate for their own felt deficiencies--the father hoping his son will be the football star he
never became or the mother wishing her daughter will have the successful career which eluded
her. Time and time again in my clinical practice, I see parental disappointments in a child,
followed by withdrawal from or criticism of a child, damaging that child's development. And
when parents are unable to sustain a basic sense of goodness in themselves, it may be difficult or
impossible to feel the children they created can be any better. Might adoptive parents, lacking
this genetic connection, not have their own self-esteem affected as much by the achievements
and limitations of their children?





5. Adoptive parents may be more ready than biological parents to tolerate personality and temperament differences in their children.


Adoptive parents are frequently warned not to expect
the similarities in styles, temperaments, talents, and so forth that are usually taken for granted in
biological families. With the now constant reporting of genetic contribution to human behavior,
today's adoptive parents are probably even more primed to face inborn differences with their
children. As we all know, however, genetic connections work in mysterious ways. How
common it is in families to have one child be the "spittin' image" of a parent and another seem,
well, different. While some families comfortably tolerate differences, others do not. Might
adoptive parents be more ready to accept and even enjoy these differences, assuming that has
been part of their preparation for adoption? Both the readiness to accept inborn differences in
one's children and the less likely tendency to invest one's self-worth in their achievements, may
help adoptive parents to better appreciate their children as unique individuals in their own right.





6. Adoption is not sexist; fathers are equal-opportunity parents.


Biological differences between
men and women in the role of reproduction may reinforce our cultural values which favor
women playing the primary role in parenting. After carrying a baby during pregnancy, giving
birth to that child, and then being uniquely equipped to nurse that child, a mother may feel more
than a leg up on being the primary caregiver. With those reproductive activities favoring the
maternal role absent, adoption may enable a more equal involvement in parenting by mothers
and fathers right from the outset. Fathers may become more important as parents.


More equally shared parenting roles may also lead to happier and more lasting marriages. It
is well documented that becoming a family is not the blissful ideal our culture likes to imagine.
Marital satisfaction often plummets after biological children arrive, usually due to the dramatic
differences in parental responsibility and role changes (Belsky & Kelly, 1994; Cowan & Cowan,
1992). The myth of the supermom--and the strains it places on overburdened mothers and tense
marriages--may only be effectively put to rest when fathers fulfill in action, not intent, their
being full-fledged, not part-time, parents. Interestingly, in a recent large-scale study comparing
adoptive and biological families, adoptive parents were significantly more likely to remain
together than their more frequently divorcing biological parent counterparts (Benson et al.,
1994). One wonders if a more planned parenthood or a more shared experience in parenting
may better prepare and sustain them for the rigors of parenthood, and help contribute to the
greater stability of adoptive families.





7. Adoptive parents are potentially less likely to feel a sense of ownership of their children in which they are viewed and sometimes treated as physical belongings.


 "Children are not property." Our 1998 sensibilities tell us this is self-evident. But for most of our history just the
opposite was true. From the colonial period into the 19th Century, children belonged to their
fathers as an economic asset, as property. The parent-child relationship most closely resembled
the master-servant relationship. Children were valued for what they produced and they were
frequently traded. In fact, most of the settlers of colonies south of New England were indentured
child servants, apprenticed to non-biological households. Whom you lived with (or worked for)
mattered more than blood ties. As recently as the late 19th Century, older children--whose labor
was valued - were much more likely to be adopted than babies, who had no economic value.
Adoption battles in the 19th Century usually revolved around whether adoptees possessed
inheritance rights, rather than custody decisions.


While we are rightly repelled by the idea of children carrying a price tag on their heads, too
often our legal system treats children as property of their biological parents. As a member and
director of HEAR MY VOICE, a national child advocacy organization, I have too often seen
family preservation programs blindly promote the return of children to biological parents who
are virtual strangers to them. When birthparents wait months until the final day they can legally
claim their child, one must question whether what they truly wish is to parent that child or not to
give up what is felt to be rightfully theirs. Adoption may conceive parenthood based not on
legal ownership and possession, but on psychological, though no less permanent, ties.





8. Adoption potentially offers an expansive vision of family built on relating to others rather than the restrictive determination of biological families based solely on blood relations.


Sharing our very being and substance can certainly reinforce the sense of belonging, permanence, continuity, and connection which are vital to family stability and functioning. The biological
basis of family can provide a feeling of being grounded, a sure sense of where one fits in. This is
an especially valued haven in a postmodern world too full of flux, ambiguity, and isolation.


Of course, the high incidence of premarital births, single parenthood, and divorce shatter the
illusion that biology in and of itself provides the strength to keep people and families together. It
does not. Finally, there is the much uglier flip side to the belief that it is blood bonds that tie us
together. That is the increasingly dominant reality that biological differences tear us apart. With
the widespread fall of Communist ideology, virtually all the major international or civil conflicts
in the world now rest on ethnic differences, whether built on different religious beliefs or
national ties. From Bosnia to Rwanda, from Ireland to the Middle East, from Kosovo to our own
racially divided country, tribalism rules. The belief of loving one's own transformed, becomes,
hatred of the other. Never mind that the genetic differences between racial groups are always
less than those within a group. We are not talking science here, but prejudice.


Adoption offers a different concept of family and community, one in which the sharing of life
together matters more than the sharing of genes. It continues to be a radical idea, challenging
what we usually call family. Like interracial marriage, it says the most intimate of human
relationships need not be restricted to "one's own," but may reach out to embrace others to make
them "one's own." It potentially loosens the boundary between us and them, enlarging, not
confining, what it means to be family and deepening, not fracturing, what it means to be a
community. It may potentially change not only how we view family, but how we see ourselves
and how we are most importantly connected to people. Close friends and birthfamilies may
assume in some instances a familial status in adoptive families as those boundaries are made
more porous and open. In a country in which all of us, excepting native Americans, are
descended from those who adopted and were adopted by this country, it seems only natural that
we develop and not derail the potential of this institution, integrating its elements, when
applicable to biological families at large.









A Few Concluding Thoughts 


Much of what I discussed is a vision of adoption, one that may be more possible to realize
once it frees itself of the bias against it. It is a vision which views parenthood less as a right, but
more as a privilege; less as a role taken for granted, but more as a responsibility to be earned. It
is a vision in which parenthood is ultimately never an accident, a mistake, or an inevitability, but
a choice. It is a vision which promotes the opportunity for children to develop their fullest
individuality while fostering the deepest sense of community and connection with others based
not on blood similarities but shared human relationships. It is a vision which says what matters
most is not where and who you came from, but what you create and sustain with others. It is a
vision which says children belong to their parents, but are owned by no one. It is a vision not
only of adoption but for all parenthood. It is a vision based not on the rights of adults but rather
on what all children need and deserve.
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Adolescence has been described as a phase of life beginning in biology and
ending in society (Petersen, 1988). Indeed, adolescence may be defined as the period
within the life span when most of a person's biological, cognitive, psychological, and
social characteristics are changing from what is typically considered child-like to what is
considered adult-like (Lerner & Spanier, 1980). For the adolescent, this period is a
dramatic challenge, one requiring adjustment to changes in the self, in the family, and in
the peer group. In contemporary society, adolescents experience institutional changes as
well. Among young adolescents, there is a change in school setting, typically involving a
transition from elementary school to either junior high school or middle school; and in
late adolescence there is a transition from high school to the worlds of work, university,
or childrearing.


Understandably, then, for both adolescents and their parents, adolescence is a time
of excitement and of anxiety; of happiness and of troubles; of discovery and of
bewilderment; and of breaks with the past and yet of links with the future. Adolescence
can be, then, a confusing time--for the adolescent experiencing this phase of life; for the
parents who are nurturing the adolescent during his or her progression through this
period; for other adults charged with enhancing the development of youth during this
period of life, and--with disturbing, historically unprecedented frequency--for adolescents
who themselves find themselves in the role of parents.





On the Nature of Parenting


Parenting is both a biological and a social process (Lerner, Castellino, Terry,
Villarruel &McKinney, 1995; Tobach & Schneirla, 1968). Parenting is the term
summarizing the set of behaviors involved across life in the relations among organisms
who are usually conspecifics, and typically members of different generations or, at the
least, of different birth cohorts. Parenting interactions provide resources across the
generational groups and function in regard to domains of survival, reproduction,
nurturance, and socialization.


Thus, parenting is a complex process, involving much more than a mother or
father providing food, safety, and succor to an infant or child. Parenting involves
bidirectional relationships between members of two (or more) generations; can extend
through all or major parts of the respective life spans of these groups; may engage all
institutions within a culture (including educational, economic, political, and social ones);
and is embedded in the history of a people--as that history occurs within the natural and
designed settings within which the group lives (Ford & Lerner, 1992). Given, then, the
temporal variation that constitutes history, the variation of culture and of its institutions
that exist in different physical and designed ecological niches, and the variation, within
and across generations, in strategies for and behaviors designed to fit with these niches,
we may note that diversity is a key substantive feature of parenting behavior. Focus on
this variation, rather than on central tendencies, is necessary in order to understand
parenting adequately. In addition, there are multiple levels of organization that change in
and through integrated, mutually interdependent or "fused" relationships; these
relationships occur over both ontogenetic and historical time (Lerner & Lerner, 1987;
Tobach & Greenberg, 1984). As such, context, as well as diversity, is an important
feature of parenting.


Developmental contextualism is a theory of human development (Lerner, 1986,1991, 1992; Lerner, et al., 1995) that focuses on the changing relations--or, better,
coactions (Gottlieb, 1997)--between the developing individual and his or her context. We
believe developmental contextualism is a perspective that is useful for understanding the
contemporary challenges involved in studying adolescents and parenting and for
designing programs pertinent to promoting the positive development of youth--either in
relation to enhancing the parenting they receive and/or to addressing the challenges faced
by adolescents who are in the role of parents. That is, the challenges of adolescence
derive from the fact that youth today are both in need of parenting that promotes their
positive development and, at the same time, historically unprecedented numbers of
adolescents are themselves becoming parents and, typically, unmarried parents
(Children's Defense Fund, 1996). Indeed, in America an adolescent girl has a baby every
minute of each hour of the day (Children's Defense Fund, 1996).





Developmental Contextualism


Developmental contextualism (Lerner, 1986, 1991, 1995, 1998) is an instance of a
theoretical orientation to human development termed "developmental systems theory"
(Ford & Lerner, 1992; Sameroff, 1983; Thelen & Smith, 1998). Developmental
contextualism has its roots in the multidisciplinary and multiprofessional field of home
economics (Lerner & Miller, 1993; Miller & Lerner, 1994), a field now labeled family
and consumer sciences. In addition, developmental systems theory, generally, and
developmental contextualism, more specifically, have emerged within the current study
of human development as representing important, and arguably the key theoretical
orientations within the field because of their "co-evolution" with the life-span view of
human development (Baltes, 1987; Baltes, Lindenberger, & Staudinger, 1998), the life-course study of human development (Elder, 1974, 1980; Elder & Caspi, 1988), and the
ecological view of human development (Bronfenbrenner, 1979; Bronfenbrenner &
Crouter, 1983; Bronfenbrenner & Morris, 1998).


The life-span developmental perspective extends the study of development across
the course of life by conceptualizing the basic process of development as relational in
character, that is, as involving associations between the developing individual and his or
her complex and changing social and physical context, or ecology. The broadest level of
this ecology is history. As explained above with regard to family diversity and family
policy, embedding change within a historical context provides a temporal perspective to
the study of a phenomenon. Linking the changes that characterize lifespan individual
development with an ecology that includes temporality focuses scholarship on the degree
of plasticity (of the potential for systematic change; Lerner, 1984) that may exist across
life. In addition, there is a concern with the characteristics of the person and his or her
context that may foster continuity or discontinuity in development.


The life course and the human ecological views of human development also take a
view of developmental processes as relational in character. The life course perspective
significantly extends the analysis of the developmental process beyond the individual by
considering the contributions that institutional structure, function, and change make to the
person-context relation and, as well, to the experience of both individuals and groups of
individuals (cohorts) developing within specific historical periods. For example, people
who were children during the economically difficult period of the Great Depression
developed differently across their lives than did people who experienced their childhood
years in more economically favorable historical periods (Elder, 1974).


In turn, the human ecological perspective provides understanding of the levels,
networks, or social systems or subsystems within which person-context relations occur.
This perspective provides developmentalists with an understanding of the dynamics of
person-context relations occurring within a specific setting (e.g., the home) within which
a person develops (a microsystem); the interconnected set of specific systems (e.g., the
home, the classroom, the neighborhood) within which the person develops (the
mesosystem); the settings (termed the "exosystem") in which the person does not
interact (e.g., the workplace of a young child's parent) but wherein developments occur
(e.g., the experience of job-related stress) that influence behavior in the micro- or meso-system; and the broad social institutional context (the macrosystem) that, by virtue of its
cultural and public policy components, textures social commerce and influences all other
systems embedded within it.


For instance, public policies pertinent to the eligibility of adults to receive public
assistance for their children (e.g., Aid for Dependent Children), and cultural attitudes
about people who receive such welfare support, may result in specific communities
placing time limits on an adult's eligibility for welfare and requiring that the person
enter either job training or educational programs. The challenges and stressors that a
person has in such a program may influence the emotional character of interactions with
his/her child, and the child may carry the "residue" of his/her interaction in the home
with the parent into the child's interactions with peers in the classroom.


This example of the applicability of the human ecology perspective can be
extended by reference to the life-course viewpoint. Here we might consider the effects on
cohorts of poor children growing up in a context wherein there are major changes in their
family life occurring as a consequence of a historically significant change in public policy
regarding welfare. In turn, the life-span perspective would extend this example still
further by asking questions about whether and how the course of personal development
was altered as a consequence of the specific changes that occurred in individual-context
relations as a consequence the historically non-normative change in public policy.


Clearly, then, there are important interconnections between the life-span, the life-course, and the human ecology perspectives. All viewpoints focus on the linkages that
exist between changes within a person over the course of his or her life and the changing
structure and function of his or her family, peer group, school, workplace, and
community setting, which in turn are embedded within policy, cultural, and historical
contexts. All viewpoints are concerned with the way in which the pattern or system of
these relations shape human development over the course of life. Simply, all perspectives
are concerned with the developmental system and, specifically, with development-in-relation-to-context. By providing a theoretical frame for these viewpoints, developmental
contextualism offers a means to integrate and further understanding of the dynamic (that
is, bidirectional or reciprocal) relations between people and the settings within which they
live their lives.


Accordingly, developmental contextualism takes an integrative approach to the
multiple levels of organization presumed to comprise the nature of human life; that is,
"fused" (Tobach & Greenberg, 1984) and changing relations among biological,
psychological, and social and physical contextual levels comprise the process of
developmental change. Rather than approach variables from these levels in either a
reductionistic or in a parallel-processing way, the developmental contextual view rests on
the idea that variables from these levels of analysis are dynamically interactive--they are
reciprocally influential over the course of human ontogeny.


Thus, within developmental contextualism, levels are conceived of as integrated
organizations. If the course of human development is the product of the processes
involved in the "fusions" (or "dynamic interactions"; Lerner, 1978, 1979, 1984) among
integrated levels, then the processes of development are more plastic than often
previously believed (cf. Brim & Kagan, 1980). Within this perspective, the context for
development is not seen merely as a simple stimulus environment, but rather as an
"ecological environment . . . conceived topologically as a nested arrangement of
concentric structures, each contained within the next" (Bronfenbrenner, 1979, p. 22) and
including variables from biological, psychological, physical and sociocultural levels, all
changing interdependently across history (Riegel, 1975, 1976a, 1976b).


Given this conception, it is clear why the central idea in developmental
contextualism is that changing, reciprocal relations (or dynamic interactions) between
individuals and the multiple contexts within which they live comprise the essential
process of human development (Lerner, 1986; Lerner & Kauffman, 1985). Moreover,
because time--history--cuts through all the levels of this developmental system, all
portions of the system of person-context relations envisioned in developmental
contextualism change across time. Diversity (variation) within time is created as change
across time (across history) introduces variation into all the levels of organization
involved in the human development system. Accordingly, within developmental
contextualism diversity--changes within a person over time (intraindividual change) and
differences between people (interindividual differences) in their patterns of
intraindividual change--is a topic of central importance.


Through the diverse interactions a child has with his or her parents, the child
influences the parents that are influencing him or her. The child is thereby shaping a
source of his or her own development. In this sense, children are producers of their own
development (Lerner, 1982), and the presence of such child effects constitutes the basis of
bidirectional relations between parents and children. Of course, this bidirectional relation
continues when the child is an adolescent and an adult. And corresponding relations exist
between the person and siblings, friends, teachers, and indeed all other significant people
in his or her life.


There is diversity in these child-social context relations. As a consequence of
their characteristics of individuality, children elicit differential reactions in their parents,
and these reactions provide the basis of feedback to the child, that is, there is return
stimulation which influences his or her further individual development. The bidirectional
child-parent relationships involved in these relationships may be termed "circular
functions"(Schneirla, 1957); these functions underscore the point that children (and
adolescents, and adults) are producers of their own development and that people's
relations to their contexts involve reciprocal exchanges (Lerner, 1982; Lerner & Busch-Rossnagel, 1981). The parent shapes the child, but part of what determines the way in
which the parent does this is the child himself or herself.


Moreover, the child-parent relationship is embedded in social networks which, in
turn, are embedded in still larger community, societal, cultural, and historical levels of
organization. These relations are illustrated in Figure 1. Time--history--cuts through all
the systems. This feature of the figure is introduced to remind us that, as with the people
populating these social systems, change is always occurring. Diversity within time is
created as change across time (across history) introduces variation into all the levels of
organization involved in the system depicted in Figure 1.


As such, the nature of parent-child relations, of family life and development, and
of societal and cultural influences on the child-parent-family system are influenced by
both "normative" and "non-normative" historical changes (Baltes, 1987) or, in other
words, by "evolutionary" (i.e., gradual) and "revolutionary" (i.e., abrupt; Werner, 1957),
historical changes. This system of multiple, interconnected, "fused," or coacting levels
comprises a complete depiction of the integrated organization involved in the
developmental contextual view of human development (Lerner, 1986, 1991); this system
provides a useful frame for studying the nature of child-parent relations at this moment in
our nation's history. In addition, the system of individual-context relations represented in
developemntal contextualism provides a frame for interventions pertinent to promoting
desired changes across the life span (Lerner, 1995).



[image: Diagram of interconnected circles]
Figure 1. The developmental contextual view of human development: Parent-child
relations, and interpersonal and institutional networks, are embedded in and influenced by
particular community, societal, cultural, and designed and natural environments, all
changing across time (across history).




Although we shall return again to the implications of developmental
contextualism for the design of youth programs, we should reiterate here the point that
the contemporary context within which we may study the intersection of the life stage of
adolescence and the role of parenting is characterized by an historically unprecedented
coincidence of the need to understand (a) how to parent adolescents; and (b) the need to
understand adolescents as parents. We discuss each of these topics successively.





Parenting: Child Rearing Styles, Socialization, and Parent-Adolescent Relationships



The key function of a child's family is to raise the young person in as healthy a
manner as possible (e.g., see Bornstein, 1995). The parents' role is to provide the child
with a safe, secure, nurturant, loving, and supportive environment, one that allows the
offspring to have a happy and healthy youth; this sort of experience allows the youth to
develop the knowledge, values, attitudes, and behaviors necessary to become an adult
making a productive contribution to self, family, community, and society (Lerner, et al.,
1995).


What a parent does to fulfill these "duties" of his or her role is termed parenting;
in other words, parenting is a term that summarizes behaviors used by a person--usually,
but, of course, not exclusively, the mother or father--to raise a child. Given the above-described characteristics of this set of activities, it is clear that parenting is the major
function of the family.


However, adolescents live in different family structures. These contexts are
presented in Table 1. This variation influences both the way parents interact with youth
and, in turn, the behavior of adolescents. For instance, in a study of urban, African
American adolescents living in either (1) single-mother, (2) step parent, (3) dual parent,
(4) mother-with-extended-family (e.g., grandparent, aunt, or uncle), or (5) extended-family-only settings (e.g., only an aunt is present), the social support provided to youth
was generally the same across family types, with one exception: Youth living in single-mother families were given more support than the youth in the other four family types
(Zimmerman, Salem, & Maton, 1995).



Table 1

	Examples of Contemporary "Family" Contexts of Children and Youth



	
	Intact Nuclear (and biological)

	Single Parent (biological)

	Intact Nuclear (adoptive)

	Single Parent (adoptive)

	Intact (blended)
	
	{Heterosexual;Homosexual}




	Single parent (step)

	Intergenerational

	Extended, without parent
	
	{e.g., Child-Aunt}




	In loco parentis families/institutions
	
	Foster Care Homes

	Group Homes

	Psychiatric hospitals

	Residential treatment facilities

	Juvenile detention facilities




	Runaways

	Street children/youth
	
	{e.g., Adolescent prostitutes}




	Homeless children






	Source: From Lerner, et al. (1995)






In turn, support to mothers, especially when provided by relatives, can enhance
adolescent and maternal adjustment, and improve the mother's parenting skills (Taylor &
Roberts, 1995). For example, among 14- to 19-year-old African American youth, social
support from kin was related to self-reliance and good school grades; however, when
kinship support was low the youth experienced feelings of distress (Taylor, 1996).
However, although differences in regard to academic achievement and high school grades
are slight among youth living in either intact, single-parent, and remarried families, large
differences exist in regard to school drop-out (Zimiles & Lee, 1991). Students from intact
families are least likely to drop out. Similarly, youth from such families are less likely to
experiment with drugs than are adolescents from single-parent families (Turner, Irwin,
Millstein, 1991).


Of course, however, adults differ in the ways in which they enact their role as
parent. They show different styles of raising their children. Differences in child rearing
styles is associated with important variation in adolescent development.





Child rearing styles in adolescence


The classic research of Diana Baumrind (1967, 1971) resulted in the identification
of three major types of child rearing styles: Authoritative, authoritarian, and permissive.
The first style of rearing is marked by parental warmth, the use of rules and reasoning
(induction) to promote obedience and keep discipline, non-punitive punishment (e.g.,
using "time out" or "grounding" instead of physical punishment), and consistency
between statements and actions and across time (Baumrind, 1971; Lamborn, Mants, Steinberg & Dornbusch, 1991). Authoritarian parents are not warm, stress rigid adherence
to the rules they set (obey--just because we, the parents, are setting the rules), emphasize
the power of their role, and use physical punishment for transgressions (Baumrind, 1971;
Belsky, Lerner & Spanier, 1984). Permissive parents do not show consistency in their use
of rules, they may have a "laissez-faire" attitude towards their child's behaviors (i.e., they
may either not attend to the child or let him or her do whatever he or she wants), and they
may give the child anything he or she requests; their style may be characterized as being
either more of a peer or, instead, as an independent "observer" of their child. Indeed,
because of the diversity of behavioral patterns that can characterize the permissive
parenting style, Maccoby and Martin (1983) proposed that this approach to parenting can
best be thought of as two distinct types: Indulgent (e.g., "If my child wants something, I
give it to her") and neglectful (e.g., "I really don't know what my child is up to. I don't
really keep close tabs on her").


Whether the three categories of rearing style originally proposed by Baumrind
(1967, 1971), the four categories suggested by Maccoby and Martin (1983), or other
labels are used, it is clear that the behavioral variation summarized by use of the different
categories is associated with differences in adolescent behavior and development
(Lamborn, et al., 1991). For example, in a study of over 4,000 14 to 18 year olds,
adolescents with authoritative parents had more social competence and fewer
psychological and behavioral problems than youth with authoritarian, indulgent, or
neglectful parents (Lamborn, et al., 1991). In fact, youth with neglectful parents were the
least socially competent and had the most psychological and behavioral problems of any
group of adolescents in the study. In turn, youth with authoritarian parents were obedient
and conformed well to authority, but had poorer self concepts than other adolescents.
Finally, while youth with indulgent parents had high self confidence, they more often
abused substances, misbehaved in school, and were less engaged in school.


Similarly, in a study of about 10,000 high school students, adolescents whose
parents are accepting, firm, and democratic achieve higher school grades, are more self
reliant, less anxious and depressed, and less likely to engage in delinquent behavior than
are youth with parents using other rearing styles (Steinberg, Mounts, Lamborn &
Dornbusch, 1991); this influence of authoritative parenting held for youth of different
ethnic and socioeconomic backgrounds and regardless of whether the adolescent's family
was intact. Moreover, adolescents with authoritative parents are more likely to have well-rounded peer groups, that is, groups that admire both adult as well as youth values and
norms, e.g., academic achievement/school success and athletics/social popularity,
respectively (Durbin, Darling, Steinberg & Brown, 1993). In turn, youth with uninvolved
parents had peer groups that did not support adult norms or values, and boys with
indulgent parents were in peer groups that stressed fun and partying (Durbin, et al., 1993).


Considerable additional research confirms the generally positive influence on
adolescent development of authoritative parenting and, in turn, of the developmental
problems that emerge in youth when parents are authoritarian, permissive, indulgent, or
uninvolved (e.g., Almeida & Galambos, 1991; Baumrind, 1991; Brown, et al., 1993;
Feldman & Wood, 1994; Melby & Conger, 1996; Paulson, 1994; Simons, Johnson, &
Conger, 1994; Wentzel, Feldmen, & Weinberger, 1991). Moreover, this research
confirms as well that the positive influences of authoritative parenting extend to the
adolescent's choice of, or involvement with peers (e.g., Brown, et al., 1993). Thus, the
influence of parents is often highly consistent with the influence of peers among
adolescents (Lerner & Galambos, 1998).





Socialization in adolescence


Whatever style parents use to rear their adolescents, the goal of parenting is to
raise a child who is healthy and successful in life, who can contribute to self and to
society, who accepts and works to further the social order. The process--the behaviors
that are used over time--to reach these goals is termed socialization. Although all
societies socialize their youth (in order that, as future contributors to society, the society
can survive and prosper), there are marked differences in what different societies, or
groups within society, want to see in a youth that has been "successfully" socialized. Said
another way, there is great diversity in the specific goals parents have in socializing their
youth.


One way of illustrating this contextual variation and, as well, of judging whether
parents and society at large have been successful in shaping youth to accept social values,
is to ask youth what it means to be a good or a bad child. In one study that took this
approach American, Japanese, and Chinese adolescents were asked "What is a bad kid?"
(Crystal & Stevenson, 1995). In America, youth answered that a lack of self control and
substance abuse were the marks of being bad. In China, a youth who engaged in acts
against society was judged as bad. In Japan, a youth who created disruptions of
interpersonal harmony was regarded as bad.


Another way of understanding the socialization process is to see how immigrants
to a new country give up the values and customs of their country of origin and adopt
those of their new one--a set of changes termed acculturation. This approach was used in
a series of studies involving youth of Chinese ancestry, who were either first generation
Americans (their parents were born in China and immigrated before the adolescent was
born) or second generation Americans (their grandparents were born in China, but their
parents had been born in the United States). These youth were contrasted to Chinese
adolescents from Hong Kong, to youth of Chinese ancestry whose parents had
immigrated to Australia, to European American youth, and to Anglo Australian youth. In
one study both first and second generation Chinese American youth were similar to the
non-immigrant youth groups in their levels of adolescent problems (Chiu, Feldman, &
Rosenthal, 1992). However, immigration resulted in lowered perceptions of parental
control; but it was not related to views about their parents' warmth. In turn, Chinese
American adolescents' value on the family as a residential unit changed across the
generations (in the direction of placing less value on the family for this function), and
thus showed variation consistent with acculturation to both Anglo Australian and
European American values (Feldman, Mont-Reynaud, & Rosenthal, 1992); however, the
Chinese Americans still differed from these other groups in this value.


Still another approach to understanding socialization is to appraise whether
different groups within a society direct their youth to comparable developmental
achievements. Research in Israel, for instance, suggests that youth from Arab Israeli
families are raised to view the father as having more power than the mother; in turn,
Jewish Israeli youth see more maternal than paternal power (Weller, Florian, Mikulincer,
1995). Similarly, in Japan, problems of adolescent adjustment are most likely to occur for
boys who are aligned with their mothers, but whose mothers and fathers disagree about
socialization practices (Gjerde & Shimizo, 1995). In turn, male and female adolescent
immigrants from Third World countries to Norway differ in their attitudes toward
acculturation (Sam, 1995); although both groups place a lot of importance on maintaining
their cultural heritage, boys favor acculturation more than girls.


In the United States, while there is evidence of consistency in some socialization
practices across diverse groups (e.g., in regard to the development of mental health
among Latino and European American youth; Knight, Virdin, & Roosa, 1994), there is
also research indicating that practices differ in different American groups. For instance,
African American parents more frequently discuss prejudice with their adolescent
children than is the case for Japanese American or Mexican American parents (Phinney &
Chavira, 1995); in addition, both African American and Japanese American parents
emphasize adaptation to society more so than is the case with Mexican American parents.


How successful are parents' attempts at socialization? By virtue of the fact that
society continues to evolve, and is not characterized by intergenerational warfare or
revolution, and that the vast majority of youth become contributing adults to society, we
can conclude that socialization "works," that the "apple does not fall far from the tree"
(Adelson, 1970; Lerner, 1986). Indeed, during adolescence very few families--estimates
are between 5% to 10%--experience a major deterioration in the parent-child relationship
(Steinberg, 1990). Moreover, not only do parents expect to see change in their sons' and
daughters' behaviors as they socialize them during adolescence (Freedman-Doan,
Arbreton, Harold & Eccles, 1993), but--through their interactions on a day-to-day basis--parents can model and/or shape the cognitive, emotional and behavioral attributes they
desire to see in their offspring (e.g., Eisenberg & McNally, 1993; Larson & Richards,
1994; Simons, Whitbeck, Conger & Conger,1991; Whitbeck, 1987). It is through the
relationships that parents and their adolescent children have that the most immediate
bases are provided of youth behavior and development.





Parent-child relationships in adolescence


There are a range of behaviors and associated emotions exchanged between
parents and their adolescent offspring: Some of these exchanges involve positive and
healthy behaviors and others involve the opposite; some of the outcomes for adolescent
development of these exchanges reflect good adjustment and individual and social
success, whereas other outcomes reflect poor adjustment and problems of development.
As is true for all facets of human development, there is then diversity in the nature and
implications of parent-child relations in adolescence.



Parent-adolescent relationships involving supportive behaviors and positive emotions


Among American youth, warm parental interactions are associated with
effective problem solving ability in both the adolescent and the family as a whole;
however, hostile interactions are associated with destructive adolescent problem solving
behaviors (Ge, Best, Conger & Simons, 1996a; Rueter & Conger, 1995). Similarly,
among German adolescents, parental behaviors marked by approval and attention to the
positive behavior of the youth is associated with an adolescent who feels he or she is
capable of controlling events that can affect him or her (Krampen, 1989); however, when
parental behaviors disparage the child and fail to attend to his or her specific behavior, the
adolescent feels that chance determines what happens to him or her in life.


As illustrated by the above studies, warmth, nonhostility, and closeness seem to
be characteristics of parent-adolescent interaction that are associated with positive
outcomes among youth. Other research confirms these linkages. Feelings of closeness in
the parent-adolescent relationship is related to parents' views of their parenting as
satisfying to them and to the youth's self esteem and to his or her participation in family
activities (Paulson, Hill, & Holmbeck, 1991).


In turn, nonhostile parent-adolescent relations are associated with better
adjustment by the adolescent to the transition to middle school and greater peer
popularity (Bronstein, Fitzgerald, Briones & Pieniadz, 1993); in addition, nonhostility is
related to a better self concept for girls and better classroom behavior for boys. Moreover,
when parents are attuned to their child's development and support his or her autonomy in
decision making, the youth is better adjusted and gains in self esteem across the junior
high school transition (Lord, Eccles, & McCarthy, 1994). Furthermore, parental
religiosity, cohesive family relationships, and low interpersonal conflict are associated
with low levels of problem behaviors and with self regulation among rural, African
American youth (Brody, Stoneman, & Flor, 1996).


The characteristics of parent-child interaction that are associated with positive
outcomes for the adolescent are similar in that they reflect support for and acceptance of
the developing youth. Indeed, when parent-adolescent relationships provide support for
the youth's behaviors, interest, and activities, numerous positive developmental outcomes
are likely to occur. For instance, support has been associated with better school grades
and scholastic self concept (DuBois, Eitel, & Felner, 1994); with perceiving that social
relationships could be more beneficial to one's development than risky (East, 1989); with
being more satisfied with one's life (Young, Miller, Norton & Hill, 1995); and with a
decreased likelihood of involvement in drinking, delinquency, and other problem
behaviors (Barnes & Farrell, 1992).


Certainly, receiving support from one's parents may elicit in the young person
feelings of positive regard, or emotions characterized by a sense of attachment. When
such emotions occur in adolescence, positive outcomes for the youth are seen. For
instance, parent child relations marked by attachment are associated with high self-perceived competence, especially across the transition to junior high school, and with low
feelings of depression or anxiety (Papini & Roggman, 1992). In addition, attachment is
linked to feeling cohesive with one's family (Papini, Roggman, & Anderson, 1991). Other
research has found also relationships among attachment, a positive sense of self, and low
levels of problematic behaviors/emotions, such as depression (Kenny, 1993).


In sum, then, parent-child relationships marked by behaviors supportive of the
youth and by positive feelings connecting the generations are associated with
psychologically and socially healthy developmental outcomes for the adolescent.
However, some families do not have parent-child relations marked by support and
positive emotions; and no family has such exchanges all the time. Families experience
conflict and negative emotions. Such exchanges also influence the adolescent; but, as we
might expect, the outcomes for youth of these influences differ from those associated
with support and positive emotions.





Parent-adolescent relations involving conflict and stress


Family conflicts seem
inevitable (Fisher & Johnson, 1990). At the least, conflicts are a ubiquitous part of all
families at some times in their history. Just as the reasons for conflicts between
individuals, on the one hand, or nations, on the others, varies, so too do the reasons for
conflicts in families. For example, adolescents report that conflicts often arise because
they feel that parents are not providing the emotional support they want, or because youth
or parents believe the other generation is not meeting the expectations held for them, or
because of a lack of consensus about family or societal values (Fisher & Johnson, 1990).


In turn, in a study of over 1,800 Latino, African American, and European
American parents of adolescents, conflicts were said to occur in the main over everyday
matters, such as chores and style of dress, rather than in regard to substantive issues, such
as sex and drugs (Barber, 1994). [Similar findings were reported in research conducted a
generation earlier (Lerner & Knapp, 1975), suggesting that the nature of parents' views of
reasons for arguing with their children may not change very much across time.] Parents
from all racial/ethnic groups reported arguing about the same issues; however, European
American parents reported more conflict than parents from the other two groups (Barber,
1994).


Moreover, although other research reports that adolescents and their parents are in
conflict about the same sorts of issues--chores, appearance, and politeness--there is a
decrease in arguments about these issues as the adolescent develops (Galambos &
Almeida, 1992); however, conflict over finances tend to increase at older age levels. In
turn, as youth develop they are less likely to concede an argument to parents; as a result
conflicts may be left unresolved, especially it seems in families with boys (Smetana, Yau,
& Hanson, 1991). The presence of conflicts between youth and parents is, then, a fact of
family life during adolescents. Arguments with their youngsters are events with which
parents must learn to cope.


Nevertheless, despite its developmental course, the presence of conflict at any
point in the parent-adolescent relationship may influence the behavior and development
of the youth. For instance, family conflicts may lead the adolescent to think negatively
about himself or herself, and can even eventuate in his or her thinking about suicide
(Shagle & Barber, 1993). In addition, conflict is associated with "externalizing" problems
(e.g., such as hostility) among youth (Mason, Cauce, Gonzales, Hiraga & Grove, 1994).
In adolescent girls, the experience of menarche is associated with increased conflict,
especially in the mother-daughter relationship, and as a consequence less positive
emotions and more negative ones characterize adolescent-parent exchanges (Holmbeck &
Hill, 1991; Steinberg, 1987). In short, then, conflicts in the parent-adolescent relationship
result in problems in youth development (Rubenstein & Feldman, 1993). A vicious cycle
may be created in that, in turn, adolescent problems can increase parent-adolescent
conflicts (Maggs & Galambos, 1993).


Moreover, the negative emotions exchanged between adolescents and their
parents can themselves result in problems for the youth. For instance, fathers' feelings of
stress are associated with adolescents' emotional and behavioral problems (Compas,
Howell, Phares & Williams, 1989) and, as well, maternal stress is associated with
"internalizing" problems (e.g., anxiety, depression) in adolescent boys and with poor
school grades for adolescent girls.


The process through which parents' stress is linked to adolescent problems seems
to involve the experience of depression in parents as a consequence of their stress which,
in turn, disrupts effective parental discipline, and leads to adolescent problem behaviors
(Conger, Patterson, & Ge, 1995). Other research finds that parental depression is
associated with depression in youth (Gallimore & Kurdek, 1992), and that ineffective
parenting behaviors (e.g., low self-restraint among fathers) eventuates in problem
behaviors in their offspring (Baumrind, 1991; D'Angelo, Weinberger, & Feldman, 1995;
Feldman & Weinberger, 1994; Simons, et al., 1991).


Moreover, parents of tenth graders with conduct problems are more hostile than
parents of tenth graders with depression (Ge, et al., 1996a); in addition, parents of tenth
graders who are both depressed and showing problem behaviors have high levels of
hostility and low levels of warmth when their children are in Grades 7, 8, and 9.
Similarly, depression among both European American and Asian American adolescents is
associated with family relations marked by low warmth and acceptance and high levels of
conflict with mothers and fathers (Greenberger & Chan, 1996). In addition, anger,
hostility, coercion, and conflict shown by both parents and siblings have a detrimental
effect on adolescent adjustment (Pike, McGuire, Hetherington, Reiss & Plomin, 1996).


Clearly, then, parents' negative emotions can lead, through the creation of
problematic parenting behaviors, to negative outcomes in adolescent development.
Moreover, the presence of problem behaviors in parents per se is linked to problems in
adolescent development. For instance, psychiatric disorders among parents are related to
the occurrence of antisocial and hostile behaviors among adolescents (Ge, Conger,
Cadoret & Neiderhiser, 1996b). In addition, problematic alcohol consumption--problem
drinking or alcoholism--in parents is associated with alcohol use and abuse problems
their adolescent offspring--a relation that occurs in European American, African
American, and Latino families (Barrera, Li, & Chassin, 1995; Hunt, Streissguth, Kerr &
Olson, 1995; Peterson, et al., 1994). Similarly, parental drug use results in a host of
behavioral, cognitive, and self esteem problems in their offspring (Kandel, Rosenbaum,
& Chen, 1994), maternal smoking is associated with smoking in their adolescent children
(Kandel & Wu, 1995), and in fact parental substance use in general is linked to numerous
problems of adolescent personal and social, including experience with the substances
(drugs, alcohol, cigarettes, etc.) used by parents (e.g., Andrews, Hops, Ary & Tildesley,
1993; Stice & Barrera, 1995). Moreover, when fathers have an emotionally distant
relationship with their wives, and as a consequence turn to their adolescent daughters for
intimacy and affection, the daughters show depression, anxiety, and low self esteem
(Jacobvitz & Bush, 1996).


In short, the rearing of adolescents is not accomplished in the same way and with
the same outcomes by all parents. Adults vary in their parenting styles and in the manner
in which they socialize their children. This variation is linked to different individual
characteristics of parents and, as well, to the features of the proximal and distal contexts
within which parents and families are embedded. This variation is associated also with
differences in other contextual factors--relating, for instance, to parental education,
family social support, parental mental health, family stability, and poverty.


For instance, IQ scores for youth are lower in larger families, wherein mother's
educational attainment and the family's social support are low, and where the family is of
minority background and poor (Sameroff, Seifer, Baldwin & Baldwin, 1993; Taylor,
1996). In turn, in regard to family stability, there is a considerable body of research that
indicates that divorce is associated with social, academic, and personal adjustment
problems, including those associated with early initiation of sexual behavior (e.g, Brody & Forehand, 1990; Carson, Madison, & Santrock, 1987; Demo & Acock, 1988; Doherty
& Needle, 1991; Hetherington, 1991; Hetherington, Cox, & Cox, 1985; Simons, et. al,
1994; Wallerstein, 1987; Whitbeck, Simons, & Kao, 1994; Zaslow, 1988, 1989). In
addition, parent-child relations are less hierarchical and children are pushed to grow up
faster in divorced families (Smetana, 1993).


Moreover, the period following separation and divorce is quite stressful for youth
(Doherty & Needle, 1991), especially if the adolescent is caught between divorced
parents engaged in continuing, conflictual, and hostile interactions (Brody & Forehand,
1990; Buchanan, Maccoby, & Dornbusch, 1991). Furthermore, in some cases there are
gender differences in the reaction of adolescents to divorce. For instance, although girls
tend to react more negatively than boys prior to the parents' separation, they also tend to
adapt better than boys after the divorce (Doherty & Needle, 1991; Hetherington, et al.,
1985).


However, in the case of remarriage, there is evidence that although both male and
female adolescents may have difficulty interacting with stepfathers, girls may have
particular problems (e.g., Lee, Burkam, Zimiles & Ladewski, 1994). Moreover, both male
and female adolescents show no improvement in relationships with their step fathers, or
in behavior problems (e.g., regarding school grades) associated with the divorce--and this
is the case even two years or more after the remarriage (Hetherington, 1991; Lee, et al.,
1994).


In turn, living under the custody of one's natural father is linked as well to
problems for both male and female adolescents (Lee, et al., 1994). For instance,
adolescents living with their fathers adjust more poorly than youth living in other
arrangements (e.g., with their mothers), a reaction that seems to be due to the closeness
they have with, and the monitoring provided by, the parent with whom they are living
(Buchanan, Maccoby, & Dornbusch, 1992). On the other hand, living with a stepfather,
as compared to living with a stepmother, is associated with more positive self esteem
among both male and female adolescents (Fine & Kurdek, 1992).





Effects of maternal employment


After divorce, it is still the case that most youth
live with their mothers, often for at least a period in a single-parent household
(Furstenberg & Cherlin, 1991), Moreover, because of unwed pregnancies or paternal
death, almost one-fourth of all American families are headed by a single female (Center
for the Study of Social Policy, 1995). These women must support themselves and their
children and thus, in such contexts, maternal employment is virtually a necessity.


Of course, women work outside the home even when they live in intact, two-parent families. Indeed, the majority of American mothers work outside the home, and do
so for personal, social, and economic reasons that correspond to those found among men
(Hernandez, 1993; J. Lerner, 1994).


Despite their reasons for working, maternal employment per se has generally not
been found to have adverse affects on the personal or social development of youth (J.
Lerner & Galambos, 1985, 1991). Adolescents whose mothers work outside the home do
not differ from youth with non-employed mothers in regard to variables such as
adjustment (Armistead, Wierson, & Forehand, 1990; Galambos & Maggs, 1990); the
nature of the mother-adolescent relationship (Galambos & Maggs, 1990); adolescent
responsibility and self management (Keith, Nelson, Scholaback & Thompson, 1990); and
adolescent sexual attitudes and behaviors (Wright, Peterson, & Barnes, 1990).


Maternal employment can affect the mother's sense of "role strain," that is, (a) the
feeling that she is finding it difficult to balance the demands of her role of worker with
the demands of her role as mother; or simply (b) when she is dissatisfied with her role.
Such role strain occurs when the mother feels there is a poor match between her
aspirations or education and her job duties (Joebgen & Richards, 1990), or when she is in
the midst of work transitions (Flanagan & Eccles, 1993). Simply, the mother feels stress
because of the nature of her multiple roles. When such stress or role strain is experienced,
an influence on adolescent adjustment can occur (Galambos, Sears, Almeida & Kolaric,
1995; J. Lerner, 1994; J. Lerner & Galambos, 1985, 1991).





Parental work and adolescents in self-care


In addition, there may be implications
for youth simply because, when their mother is at work, there is no parent in the home.
Indeed, a mother's time at work is obviously associated with the amount of unsupervised
time a youth experiences after, and sometimes before, school (Muller, 1995; Richards &
Duckett, 1994). Unsupervised time, especially the hours of 3:00 pm to 8:00 pm, does
represent a problem period for youth; they often do not spend their time profitably during
such periods (i.e., they "just hang out"), or they engage in high risk and/or illegal
behaviors during such times (Carnegie Corporation of New York, 1992). However, in
such cases it is the lack of supervision and not maternal employment per se that is the
source of these difficulties for youth.


These problems can be counteracted, however. For example, when parents exert
firm control over the way their youngsters spend time in "self care" at home, problem
behaviors can be reduced (Galambos & Maggs, 1991). In addition, effective community
programs for youth, for example, 4-H, Boys and Girls Clubs, and community athletics,
can provide youth with attractive, positive, and productive ways to spend their time.
Current opinion among leaders of such youth-serving organizations is that if such
community programs are strengthened young adolescents will have richer experiences
and fewer life problems (Carnegie Corporation of New York, 1992).


However, the positive effect of community programs may not be as readily
achieveable when the parents in a family are themselves adolescents. In such cases, the
risks to offspring are increased. "Adolescents as parents" represents the second
scholarly focus we must address in order to understand the contemporary linkage between
adolescence and parenting. We turn, then, to this focus.









Adolescents as Parents


According to the data presented in the 1993 Kids Count Data Book, 45% of the
1.7 million new American families were started in 1990 by the birth of a new baby were
at major risk of experiencing problems such as having inadequate family resources (that
is, of living below the poverty line) or witnessing negative developments for the child
(e.g., poor school performance) because of the presence of at least one of three factors:
(1) The mother had less than 12 years of schooling; (2) The mother was unmarried to the
child's father; and (3) The mother was a teenager at the time of the birth of her first baby.


Accordingly, when the head of a family is an adolescent, the family and the
children living in it have an elevated probability of experiencing financial and
developmental risks. Unfortunately, there continue to be many American families headed
by adolescents. Illustrations of the magnitude of this problem among contemporary
adolescents include:


	Each year, one million adolescents become pregnant (di Mauro, 1995);
about half have babies. Indeed, about every minute, an American adolescent has a
baby (Children's Defense Fund, 1995);

	Of adolescents who give birth, 46% go on welfare within four years; of
unmarried adolescents who give birth, 73% go on welfare within four years
(Lerner, 1995);

	By age 18 years, 25% of American females have been pregnant at least
once (Lerner, 1995);

	Youth between 15 and 19 years account for 25% of the sexually
transmitted disease (STD) cases each year. Moreover, 6.4% of adolescent
runaways, of which there are between 750,000 and 1,000,000 each year in
America, have positive serum tests for the AIDS virus (Lerner, 1995). These
runaway youth often engage in unsafe sex, prostitution, and intravenous drug use.
Thus, each year in America up to 64,000 "time bombs" are going out onto the
streets of our towns and cities and spreading a disease that will kill them and the
other people with whom they engage in unsafe sexual and drug use-related
behaviors;

	About $25 billion in federal money is spent annually to provide social,
health, and welfare services to families begun by teenagers (di Mauro, 1995).

	About 20% of adolescent girls in grades 8 through 11 are subjected to
sexual harassment, and 75% of girls under the age of 14 who have had sexual
relations are victims of rape (di Mauro, 1995). Thus, sex is usually forced among
young adolescent girls (Carnegie Corporation of New York, 1995).

	Over the last three decades, the age of first intercourse has declined.
Higher proportions of adolescent girls and boys reported being sexually
experienced at each age between the ages of 15 and 20 in 1988 than in the early
1970s. In 1988, 27% of girls and 33% of boys had intercourse by their fifteenth
birthday (Carnegie Corporation of New York, 1995).

	Pregnancy rates for girls younger than 15 years of age rose 4.1%
between 1980-1988, a rate higher than for any other teenage age group (Carnegie
Corporation of New York, 1995).

	In 1993 the proportion of all births to teenagers that were to unmarried
teenagers was 71.8%. As shown in Figure 2, this rate represents an increase of
399% since 1963.
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Figure 2. The proportion of births to teenagers that were to unmarried teenagers, 1948-1993. Source: Children's Defense Fund (1996, p. 47).





	Women who become mothers as teenagers are more likely to find
themselves living in poverty later in their lives than women who delay
childbearing. Although 28% of women who gave birth as teenagers were poor in
their 20s and 30s, only 7% of women who gave birth after adolescence were
living in poverty in their 20s and 30s (Carnegie Corporation of New York, 1995). 

	In 1992, the federal government spent nearly $34 billion on Aid to
Families with Dependent Children, Medicaid, and food stamps for families begun
by adolescents (Carnegie Corporation of New York, 1995).

	By the end of adolescence about 80% of males and about 70% of
females have become sexually active. As shown in Figure 3 these rates represent
significant increases across the last 15 years (Alan Guttmacher Institute, 1994;
Carnegie Corporation of New York, 1996).
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Figure 3. Current cohorts of adolescents are more sexually active than cohorts of just 15 years ago: Percentages of adolescent males and adolescent females who have had intercourse by age and in relation to the dates in which they reached their twentieth
birthdays. Source: Carnegie Corporation of New York (1995).





	Among sexually active female adolescents, 27% of 15 to 17 year olds,
and 16% of 18 to 19 year olds use no method of contraception. Among Latino,
African American, and European American adolescents, the percentage of females
not using contraception is 35%, 23%, and 19%, respectively (United States
Department of Health and Human Services, 1996).

	Among sexually active male adolescents in 1991, 21% report using no
contraception at their last intercourse. An additional 56% of males used a condom
and 23% relied on their female partner to use contraception (United States
Department of Health and Human Services, 1996).

	By age 20, 74% of males, and 57% of females, who became sexually
active by age 14 or younger have had six or more sexual partners (United States
Department of Health and Human Services, 1996).

	In 1991, 38% of the pregnancies among 15 to 19 year olds ended in
abortion (United States Department of Health and Human Services, 1996).

	By age 19, 15% of African American males have fathered a child; the
corresponding rates for Latinos and European Americans is 11% and 7%,
respectively (Lerner, 1995).

	However, 39% of the fathers of children born to 15 year olds, and 47%
of the fathers of children born to 16 year olds, are older than 20 years of age
(United States Department of Health and Human Services, 1996).




The breadth and variation of the above-noted problems pertinent to contemporary
adolescent sexual behavior is staggering. The magnitude and diversity of the
manifestation of these problems is challenging the educational, health care, and social
service systems of America. The complexity of these problems is due at least in part to
their connection to the other risk behaviors of adolescence and to numerous individual
and contextual influences on adolescents (Luster & Small, 1994).


To illustrate the several individual and contextual levels playing a role in
adolescent sexual problems, we may note that biological, cognitive, and behavioral
variables, and peer, family, and community ones influence adolescent sexual problems.
For example, in regard to individual influences, ambivalent attitudes toward childbearing,
contraception, contraceptive efficacy, and abortions are related to adolescent childbearing
(Zabin, Astone, & Emerson, 1993). Similarly, possession of attitudes that reject societal
norms, when combined with nonconforming behavior, is associated with early initiation
of sexual intercourse among both African American and European American adolescents
(Costa, Jessor, Conovan & Fortenberry, 1995). In addition, among both male and female
adolescents, poor psychological adjustment is linked to early initiation of sexual
intercourse (Bingham & Crockett, 1996).


The peers of adolescents also influence their sexuality. For example, peer
rejection in the sixth grade is associated with the number of sexual partners females will
have over the next four years (Feldman, Rosenthal, Brown & Canning, 1995). In turn,
however, peer acceptance, when it is associated with both a lot of dating and use of
alcohol with classmates, is associated as well with the number of sexual partners
adolescents have by tenth grade (Feldman, et al., 1995).


Moreover, the number of sexually active girlfriends that an adolescent female has,
as well as the number of her sexually active sisters, and whether she has an adolescent
childbearing sister, are linked to her possessing permissive sexual attitudes, having
positive intentions for future sex, and being more likely to be a non-virgin (East, Felice,
& Morgan, 1993). Thus, both peer and family contexts can combine to influence
adolescent sexuality. This point is underscored by other research. Among African
American and European American males and females, possession of a girl friend or a boy
friend, respectively, one's educational expectations, and the educational background of
one's mother were associated with being sexually active (Scott-Jones & White, 1990);
although these associations did not differ across the groups of African Americans and
European Americans, it was the case that the former group of youth were less likely to
use contraception than the latter group.


Family and peer contexts also influence the likelihood that adolescent girls will
experience an incident of unwanted sexual activity (Small & Kerns, 1993). About 20% of
girls report that unwanted sexual experiences have occurred within the past year.
Approximately one-third of these encounters involved forced sexual intercourse; the other
two-thirds of the events involved unwanted touching. Most of these experiences were
initiated by boyfriends, dates, friends, or acquaintances (in this order). A girl's history of
sexual abuse, a tendency to conform to peers, and having parents whose rearing style was
either authoritarian or reflective of low monitoring were predictive of her being a target
of an unwanted sexual advance. Similarly, in divorced families, a mother's dating
behavior and her possession of sexually permissive attitudes influences both daughters'
and sons' sexual activity (Whitback, Simons, & Kao, 1994).


The community context also influences adolescent sexuality. In poor
communities, youth have higher rates of abortion and lower rates of marriage (Sullivan,
1993). In turn, among both African American and European American female
adolescents, living in a socially disorganized, low income community, one wherein
family planning services are not readily available, is associated with the initiation of
sexual intercourse and with the young women's subsequent sexual activity.





Conclusions About the Parenting of Adolescents and Adolescents as Parents


Parents are charged with an awesome responsibility by society. Through the
family they create parents must develop the human resources--the people--who will carry
society forward into the future. The children that the parents rear constitute as a group
this future. Society expects parents to do a good job, to create healthy and productive
citizens. In most cases, parents fulfill these expectation. However, there are failures as
well.


We have seen that parents vary in their rearing styles, in the directions in which
they socialize their youth, and in the types of relationships they have with, and behaviors
and emotions they show to, their offspring. A good deal of this diversity is not only quite
healthy but is, in fact, necessary to maintain the richness of culture and experience that
enhances human life. On the other hand, other instances of this variation--involving for
instance, indulgent, neglectful, or authoritarian rearing styles, hostile interactions marked
by negative emotions, and the display of problem behaviors--can result in significant
problems for youth.


This diversity that exists in family functioning, in parenting, coupled with the
diversity we have seen to exist in regard to family structure, together have pervasive
implications for adolescent development. Families, in their structure and function,
influence virtually all facets of the youth's psychological and social functioning. This
influence may be associated with both positive and negative characteristics of adolescent
behavior and development. As we have noted, all-too-often in today's society there are
problematic outcomes of adolescents' relations with their families. In many cases these
outcomes are associated with the adolescent himself or herself being a parent. Although
family influences are not the only source of problems in adolescence, they covary with
these other sources in affecting the incidence of problem behavior; at the same time
family of origin influences can protect youth from the occurrence of problem behaviors.


Indeed, insofar as the limits of scientific generalization permits, most youth have
the personal, emotional, and social context resources necessary to meet successfully the
biological, psychological, and social challenges of this period of life--either by
themselves or as a consequence of intervention programs that may capitalize on their
"plasticity" (Lerner, 1984), that is, on their potential for systematic development change
(cf. Dryfoos, 1990; Hamburg, 1992; Lerner, 1995). There are numerous examples of
community-based programs that are indicative of this potential for successful
interventions (e.g., see Dryfoos, 1990, 1994; Hamburg, 1992). Such programs provide
evidence that with a supportive social context attuned to the developmental changes and
individuality of youth, healthy and successful people may emerge from the period of
adolescence.


We have emphasized, however, that the challenges we must address to produce
such positive outcomes on a more regular and sustained basis are more daunting when the
developmental period of adolescence is coupled with the role of parent. As such, a key
task for future scholarship is to identify the bases of successful development under such
circumstances and, then, to translate such successes into appropriately scaled and
sustained programs and policies.





References



	Adelson, J. (1970). What generation gap? New York Times Magazine, 10-45.


	Alan Guttmacher Institute. (1994). Sex and America's teenagers. New York: Alan Guttmacher Institute.


	Almeida, D.M., & Galambos, N.L. (1991). Examining father involvement and the quality of father-adolescent relations. Journal of Research on Adolescence, 1(2), 155-172.


	Andrews, J. A., Hops, H., Ary, D. V., & Tildesley, E. (1993). Parental influence on early adolescent substance use: Specific and nonspecific effects. Journal of Early Adolescence,13(3), 285-310.


	Armistead, L., Wierson, M., & Forehand, R. (1990). Adolescents and maternal employment: Is it harmful for a young adolescent to have an employed mother? Journal of Early Adolescence, 10(3), 260-278.


	Baltes, P.B. (1987). Theoretical propositions of life-span developmental psychology: On the dynamics between growth and decline. Developmental Psychology, 23, 611-626.


	Baltes, P. B., Lindenberger, U., & Staudinger, U. M. (1998). Life-span theory in developmental psychology. In R. M. Lerner (Ed.), Theoretical models of human development (5th ed., Vol. 1, pp. 1029-1143). New York: Wiley.


	Barber, B.K. (1994). Cultural, family, and person contexts of parent-adolescent conflict. Journal of Marriage and the Family, 56, 375-386.


	Barnes, G.M., & Farrell, M.P. (1992). Parental support and control as predictors of adolescent drinking, delinquency, and related problem behaviors. Journal of Marriage and the Family, 54, 763-776


	Barrera, M., Li, S.A., & Chassin, L. (1995). Effects of parental alcoholism and life stress on Hispanic and non-Hispanic Caucasian adolescents: A prospective study. American Journal of Psychology, 23(4).


	Baumrind, D. (1967). Child care practices anteceding three patterns of the preschool behavior. Genetic Psychology Monographs, 75, 43-88.


	Baumrind, D. (1971). Current patterns of parental authority. Developmental Psychology Monographs, 4, (No. 1, Part 2).


	Baumrind, D. (1991). The influence of parenting style on adolescent competence and substance use. Journal of Early Adolescence, 11(1), 56-95.


	Belsky, J., Lerner, R.M., & Spanier, G.B. (1984). The child in the family. Reading, MA: Addison-Wesley.


	Bingham, C.R. & Crockett, L.J. (1996). Longitudinal adjustment patterns of boys and girls experiencing early, middle, and late sexual intercourse. Developmental Psychology, 32(4), 647-658.


	Bornstein, M.H. (Ed.), (1995). Handbook of parenting, Vol. 3: Status and social conditions of parenting. Mahwah, NJ: Lawrence Erlbaum Associates, Inc.


	Brim, O. G., Jr., & Kagan, J. (Ed.). (1980). Constancy and change in human development. Cambridge: Harvard University Press.


	Brody, F., & Forehand, R. (1990). Interparental conflict, relationship with the noncustodial father, and adolescent post-divorce adjustment. Journal of Applied Developmental Psychology, 11, 139-147.


	Brody, G.H., Stoneman, Z., & Flor, D. (1996). Parental religiosity, family processes, and youth competence in rural, two-parent African American families. Developmental Psychology,32(4), 696-706.


	Bronfenbrenner, U. (1979). The ecology of human development. Cambridge, MA: Harvard University Press.


	Bronfenbrenner, U., & Morris, P. A. (1998). The ecology of developmental processes. In R. M. Lerner (Ed.), Theoretical models of human development (5th ed., Vol. 1, pp. 993-1027). New York: Wiley.


	Bronstein, P., Fitzgerald, M., Briones, M., & Pieniadz, J. (1993). Family emotional expressiveness as a predictor of early adolescent social and psychological adjustment. Journal of Early Adolescence, 13, 448-471.


	Brown, B. B., Mounts, N., Lamborn, S. D., & Steinberg, L. (1993). Parenting practices and peer group affiliation in adolescence. Child Development, 64(2), 467-482.


	Buchanan, C.M., Maccoby, E., & Dornbusch, S.M. (1991). Caught between parents: Adolescents' experience in divorced homes. Child Development, 62, 1008-1029.


	Buchanan, C.M., Maccoby, E.E., & Dornbusch, S.M. (1992). Adolescents and their families after divorce: Three residential arrangements. Journal of Research on Adolescence, 2, 261-291.


	Carnegie Corporation of New York (1992). A Matter of Time: Risk and Opportunity in the Nonschool Hours. New York: Carnegie Corporation of New York. 152 pp.


	Carnegie Corporation of New York (1994). Starting Points: Meeting the Needs of Our Youngest Children. New York: Carnegie Corporation of New York. 132 pp.


	Carnegie Corporation of New York (1995). Great Transitions: Preparing Adolescents for a New Century . New York: Carnegie Corporation of New York. 55 pp.


	Carson, A., Madison, T, & Santrock, J. (1987). Relationships between possible selves and self-reported problems of divorced and intact family adolescents. Journal of Early Adolescence, 7(20, 191-204).


	Center for the Study of Social Policy (1995). Kids Count Data Book. Washington, DC: Author.


	Childrens Defense Fund (1995). The state of America's children yearbook. Washington D.C.: Childrens Defense Fund.


	Childrens Defense Fund (1996). The state of America's children yearbook. Washington D.C.: Childrens Defense Fund.


	Chiu, M.L., Feldman, S.S., & Rosenthal, D.A. (1992). The influence of immigration on parental behavior and adolescent distress in Chinese families residing in two western nations. Journal of Research on Adolescence, 2(3), 205-239.


	Compas, B. E., Howell, D. C., Phares, V., & Williams, R. A. (1989). Risk factors for emotional/behavioral problems in young adolescents : A prospective analysis of adolescent and parental stress and symptoms. Journal of Consulting and Clinical Psychology, 57(6), 732-740.


	Conger, R.D., Patterson, G.R., & Ge, X. (1995). It takes two to replicate: A mediational model for the impact of parents' stress on adolescent adjustment. Child Development, 66, 80-97.


	Costa, F.M., Jessor, R., Conovan, J.E., & Fortenberry, J.D. (1995). Early initiation of sexual intercourse: The influence of psychosocial unconventionality. Journal of Research on Adolescence, 5, 93-122


	Crystal, D.S. & Stevenson, H.W. (1995). What is a bad kid? Answers of adolescents and their mothers in three cultures. Journal of Research on Adolescence, 5(1), 71-91.


	D'Angelo, L.L., Weinberger, D.A., & Feldman, S.S. (1995). Like father, like son? Predicting male adolescents' adjustment from parents' distress and self-restraint. Developmental Psychology, 31(6), 883-896.


	di Mauro, D. (1995). Sexuality research in the United States: An assessment of social and behavioral sciences. New York: The Social Science Research Council.


	Demo, D.H., & Acock, A.C. (1988). The impact of divorce on children. Journal of Marriage and the Family, 50(3), 619-648.


	Doherty, W.J., & Needle, R.H. (1991). Psychological adjustment and substance use among adolescents before and after a parental divorce. Child Development, 62, 328-337.


	Dryfoos, J.G. (1990). Adolescents at risk: Prevalence and prevention. New York: Oxford University.


	Dryfoos, J.G. (1994). Full service schools: A revolution in health and social services for children, youth and families. San Francisco: Jossey-Bass.


	Dubois, D.L., Eitel, S.K., & Felner, R.D. (1994). Effects of family environment and parent-child relationships on school adjustment during the transition to early adolescence. Journal of Marriage and the Family, 56, 405-414.


	Durbin, D. L., Darling, N., Steinberg, L. & Brown, B. B. (1993). Parenting style and peer group membership among European-American adolescents. Journal of Research on Adolescence, 3(1), 87-100.


	East, P.L. (1989). Early adolescents' perceived interpersonal risks and benefits: Relations to social support and psychological functioning. Journal of Early Adolescence, 9(4), 374-395.


	East, P. L., Felice, M. E., & Morgan, M. C. (1993). Sisters' and girlfriends' sexual and childbearing behavior: Effects on early adolescent girls' sexual outcomes. Journal of Marriage and the Family, 55, 953-963.


	Eisenberg, N., & McNally, S. (1993). Socialization and mothers' and adolescents' empathy-related characteristics. Journal of Research on Adolescence, 3(2), 171-191.


	Elder, G. H., Jr. (1974). Children of the Great Depression: Social change in life experiences. Chicago: University of Chicago Press.


	Elder, G. H., Jr. (1980). Adolescence in historical perspective. In J. Adelson (Ed.), Handbooks of adolescent psychology (pp. 3-46). New York: Wiley.


	Elder, G. H., Jr., & Caspi, A. (1988). Human development and social change: An emerging perspective on the life course. In N. Bolger, A. Caspi, G. Downey, & M. Moorehouse (Eds.), Person in context: Developmental processes. Human development in cultural and historical contexts (pp. 77-113). New York, NY: Cambridge University Press.


	Feldman, S.S., Mont-Reynaud, R., & Rosenthal, D.A. (1992). When east moves west: The acculturation of values of Chinese adolescents in the U.S. and Australia. Journal of Research on Adolescence, 2(2), 147-173.


	Feldman, S.S., Rosenthal, D.R., Brown, N.L., & Canning, R.D. (1995). Predicting sexual experience in adolescent boys from peer rejection and acceptance during childhood. Journal of Research on Adolescence, 5(4), 387-412.


	Feldman, S.S., & Weinberger, D.A. (1994). Self-restraint as a mediator of family influences on boys' delinquent behavior: A longitudinal study. Child Development, 65, 195-211.


	Feldman, S.S., & Wood, D.N. (1994). Parents' expectations for preadolescent sons' behavioral autonomy: A longitudinal study of correlates and outcomes. Journal of Research on Adolescence, 4(1), 45-70.


	Fine, M.A., & Kurdek, L.A. (1992). The adjustment of adolescents in stepfather and stepmother families. Journal of Marriage and the Family, 54, 725-736.


	Fisher, C.B., & Johnson, B.L. (1990). Getting mad at mom and dad: Children's changing views of family conflict. International Journal of Behavioral Development, 13(1), 31-48.


	Flanagan, C.A., & Eccles, J.S. (1993). Changes in parents' work status and adolescents' adjustment at school. Child Development, 64, 246-257.


	Ford, D. L., & Lerner, R. M. (1992). Developmental systems theory: An integrative approach. Newbury Park, CA: Sage.


	Freedman-Doan, C. R., Arbreton, A. J., Harold, R. D., & Eccles, J. S. (1993). Looking forward to adolescence: mothers' and fathers' expectations for affective and behavioral change. Journal of Early Adolescence, 13(4), 472-502.


	Furstenberg, F.F. & Cherlin, A.J. (1991). Divided families: What happens to children when parents part. Cambridge, MA: Harvard University press.


	Galambos, N.L., & Maggs, J.L. (1990). Putting mothers' work-related stress in perspective: Mothers and adolescents in dual-earner families. Journal of Early Adolescence, 10(3), 313-328.


	Galambos, N.L., & Maggs, J.L. (1991). Out-of-school care of young adolescents and self-reported behavior. Developmental Psychology, 27(4), 644-655.


	Galambos, N.L., Sears, H.A., Almeida, D.M., & Kolaric, G.C. (1995). Parents' work overload and problem behavior in young adolescents. Journal of Research on Adolescence, 5(2), 201-223.


	Gallimore, M., & Kurdek, L.A. (1992). Parent depression and parent authoritative discipline as correlates of yound adolescents' depression, Journal of Early Adolescence, 12(2), 187-196.


	Ge, X., Best, K.M., Conger, R.D., & Simons, R.L. (1996a). Parenting behaviors and the occurrence and co-occurence of adolescent depressive aymptoms and conduct problems. Developmental Psychology, 32(4), 717-731.


	Ge, X., Conger, R.D., Cadoret, R. J., Neiderhiser, J. M. (1996b). The developmental interface between nature and nurture: A mutual influence model of child antisocial behavior and parent behaviors. Developmental Psychology, 32(4), 574-589.


	Gjerde, P. F., & Shimizu, H. (1995). Family relationships and adolescent development in Japan: A family-systems perspective on the Japanese family. Journal of Research on Adolescence, 5(3), 281-318.


	Gottlieb, G. (1997). Synthesizing nature-nurture: Prenatal roots of instinctive behavior. Mahwah, NJ: Erlbaum.


	Greenberger, E., & Chen, C. (1996). Perceived family relationships and depressed mood in early and late adolescence: A comparison of European and Asian Americans. Developmental Psychology, 32(4), 707-716.


	Hamburg, D.A. (1992). Today's children: Creating a future for a generation in crisis. New York: Time Books.


	Hernandez, D.J. (1993). America's children: Resources from family, government, and the economy. New York: Russell Sage Foundation.


	Hetherington, M.E. (1991). Presidential address: Families, lies, and videotapes. Journal of Research on Adolescence, 1(4), 323-348.


	Hetherington, M.E., Cox, M., & Cox, R. (1985). Long-term effects of divorce and remarriage on the adjustment of children. Journal of the American Academy of Child Psychiatry, 24, 815-830.


	Hetherington, M.E., Cox, M., & Cox, R. (1986). Long-term effects of divorce and remarriage on the adjustment of children. Annual Progress in Child Psychiatry and Child Development, 407-429.


	Holmbeck, G. N., & Hill, J. P. (1991). Conflictive engagement, positive affect, and menarche in families with seventh-grade girls. Child Development, 62, 1030-1048.


	Hunt, E., Streissguth, A.P., Kerr, B., & Olson, H.C. (1995). Mothers' alcohol consumption during pregnancy: Effects on spatial-visual reasoning in 14-year-old children. American Psychological Society, 6(6), 339-342.


	Jacobvitz, D. B., & Bush, N. F. (1996). Reconstructions of family relationships: Parent-child alliances, personal distress, and self-esteem. Developmental Psychology, 32(4), 732-743.


	Joebgen, A. M., & Richards, M. H. (1990). Maternal education and employment: Mediating maternal and adolescent emotional adjustment. Journal of Early Adolescence, 10(3), 329-343.


	Kandel, D. B., Rosenbaum, E. & Chen, K. (1994). Impact of maternal drug use and life experiences on preadolescent children born to teenage mothers. Journal of Marriage and the Family, 56, 325-340.


	Kandel, D. B., & Wu, P. (1995). The contributions of mothers and fathers to the intergenerational transmission of cigarette smoking n adolescence. Journal of Research on Adolescence, 5(2), 225-252.


	Keith, J. G., Nelson, C. S., Schlaback, J. H., & Thompson, C. J. (1990). The relationship between parental employment and three measures of early adolescent responsibility: Family-related, personal, and social. Journal of Early Adolescence, 10(3), 399-415.


	Kenney, M.E. (1993). Contributions of parental attachments to view of self and depressive symptoms among early adolescents. Journal of Early Adolescence, 13(4), 408-430.


	Kids Count Data Book. (1993). Michigan Kids Count 1992 data book: County profiles of child and family well-being. Available from the Michigan League for Human Services, 300 N. Washington Avenue, Suite 401, Lansing, MI 48933.


	Knight, B.P., Virdin, L.M., & Roosa, M. (1994). Socialization and family correlates of mental health outcomes among Hispanic and Anglo American children: Consideration of cross-ethnic scalar equivalence. Child Development, 65, 212-224.


	Krampen, G. (1989). Perceived childrearing practices and the development of locus of control in early adolescence. International Journal of Behavioral Development, 12(2) 177-193.


	Lamborn, S. D., Mants, N. S., Steinberg, L., & Dornbusch, S. M. (1991). Patterns of competence and adjustment among adolescents from authoritative, authoritarian, indulgent, and neglectful families. Child Development, 62, 1049-1065.


	Larson, R. W., & Richards, M. H. (1994). Family emotions: Do young adolescents and their parents experience the same states? Journal of Research on Adolescence, 4(4), 567-583.


	Lee, V. E., Burkam, D. T., Zimiles, H. & Ladewski, B. (1994). Family structure and its effect on behavioral and emotional problems in young adolescents. Journal of Research on Adolescence, 4(3), 405-437.


	Lerner, J. V. (1994). Working women and their families. Thousand Oaks, CA: Sage.


	Lerner, J. V. & Galambos, N. L. (1985). Mother role satisfaction, mother-child interaction, and child temperament: A process model. Developmental Psychology, 21(6), 1157-1164.


	Lerner, J. V. & Galambos, N. L. (Eds.) (1991). Employed mothers and their children. New York, NY: Garland Publishing.


	Lerner, R. M. (1978). Nature, nurture, and dynamic interactionism. Human Development, 21, 1-20.


	Lerner, R. M. (1979). A dynamic interactional concept of individual and social relationship development. In R. L. Burgess & T. L. Huston (Eds.), Social exchange in developing relationships (pp. 271-305). New York: Academic.


	Lerner, R. M. (1982). Children and adolescents as producers of their own development. Developmental Review, 2, 342-370.


	Lerner, R. M. (1984). On the nature of human plasticity. New York: Cambridge University Press.


	Lerner, R. M. (1986). Concepts and theories of human development (2nd ed.). New York: Random House.


	Lerner, R. M. (1991). Changing organism-context relations as the basic process of development: A developmental contextual perspective. Developmental Psychology, 27, 27-32.


	Lerner, R. M. (1992). Final solutions: Biology, prejudice, and genocide. University Park: Pennsylvania State University Press.


	Lerner, R. M. (1995). America's youth in crisis: Challenges and options for programs and policies. Thousand Oaks, CA: Sage.


	Lerner, R. M. (In press). Theories of human develoment: Contemporary perspectives. In R. M. Lerner (Ed.), Theoretical models of human development. Volume 1 of the Handbook of Child Psychology (5th ed.), Editor-in-Chief: William Damon. New York: Wiley.


	Lerner, R. M., & Busch-Rossnagel, N. (1981). Individuals as producers of their development: Conceptual and empirical bases. In R. M. Lerner & N. A. Busch-Rossnagel (Eds.), Individuals as producers of their development: A life-span perspective (pp.1-36). New York: Academic.


	Lerner, R. M., Castellino, D. R., Terry, P. A., Villarruel, F. A., & McKinney, M. H. (1995). A developmental contextual perspective on parenting. In M. H. Bornstein (Ed.), Handbook of parenting: Biology and ecology of parenting (Vol. 2, pp. 285-309). Hillsdale, NJ: Erlbaum.


	Lerner, R. M., & Kauffman, M. B. (1985). The concept of development in contextualism. Developmental Review, 5, 309-333.


	Lerner, R. M., & Knapp, J. R. (1975). Actual and perceived intrafamilial attitudes of late adolescents and their parents. Journal of Youth and Adolescence, 4, 17-36.


	Lerner, R. M., & Lerner, J. V. (1987). Children in their contexts: A goodness of fit model. In J.B. Lancaster, J. Altmann, A.S. Rossi, & L. R. Sherrod (Eds.), Parenting across the lifespan: Biosocial dimensions (pp. 377-404). Chicago: Aldine.


	Lerner, R. M., & Miller, J. R. (1993). Integrating human development research and intervention for America's children: The Michigan State University model. Journal of Applied Developmental Psychology, 14, 347-364.


	Lerner, R. M., & Spanier, G. B. (1980). A dynamic interactional view of child and family development. In R. M. Lerner & G. B. Spanier (Eds.), Child Influences on Marital and Family Interaction: A Life-Span Perspective (pp. 1-20). New York: Academic.


	Lord, S. E., Eccles, J. S., & McCarthy, K. A. (1994). Surviving the junior high school transition: Family processes and self-perceptions as protective and risk factors. Journal of Early Adolescence, 14(2), 162-199.


	Luster, T., & Small, S. A. (1994). Factors associated with sexual risk-taking behaviors among adolescents. Journal of Marriage and the Family, 56(3), 622-632.


	Maccoby, E. & Martin, J. (1983). Socialization in the context of the family: Parent-child interaction. In E.M. Hetherington (Ed.), Handbook of child psychology: Socialization, personality, and social development (Vol. 4, pp. 1-101). New York: Wiley.


	Maggs, J.L. & Galambos, N.L. (1993). Alternative structural models for understanding adolescent problem behavior in two-earner families. Journal of Early Adolescence, 13(1), 79-101.


	Mason, C.A., Cauce, A.M., Gonzales, N., Hiraga, Y., & Grove, K. (1994). An ecological model of externalizing behaviors in African-American adolescents: No family is an island. Journal of Research on Adolescence, 4(4), 639-655.


	Melby, J. N., & Conger, R. D. (1996). Parental behaviors and adolescent academic performance: A longitudinal analysis. Journal of Research on Adolescence, 6(1), 113-137.


	Miller, J. R., & Lerner, R. M. (1994). Integrating research and outreach: Developmental contextualism and the human ecological perspective. Home Economics Forum, 7, 21-28.


	Muller, C. (1995). Maternal employment, parent involvement, and mathematics achievement among adolescents. Journal of Marriage and the Family, 57, 85-100.


	Papini, D. R., Roggman, L. A., & Anderson, J. (1991). Early-adolescent perceptions of attachment to mother and father: A test of the emotional-distancing and buffering hypotheses. Journal of Early Adolescence, 11(2), 258-275.


	Paulson, S. E. (1994). Relations of parenting style and parental involvement with ninth-grade students' achievement. Journal of Early Adolescence, 14, 250-267.


	Paulson, S. E., Hill, J. P., & Holmbeck, G. N. (1991). Distinguishing between perceived closeness and parental warmth in families with seventh-grade boys and girls. Journal of Early Adolescence, 11(2), 276-293.


	Petersen, A. C. (1988). Adolescent development. Annual Review of Psychology, 39, 583-607.


	Peterson, P. L., Hawkins, J. D., Abbott, R. D., & Catalano, R. F. (1994). Disentangling the effects of parental drinking, family management, and parental alcohol norms on current drinking by black and white adolescents. Journal of Research on Adolescence, 4(2), 203-227.


	Phinney, J. S., & Chavira, V. (1995). Parental ethnic socialization and adolescent coping with problems related to ethnicity. Journal of Research on Adolescence, 5(1), 31-53.


	Pike, A., McGuire, S., Hetherington, E. M., Reiss, D., & Plomin, R. (1996). Family environment and adolescent depressive symptoms and antisocial behavior: A multivariate genetic analysis. Developmental Psychology, 132(4), 574-589.


	Richards, M. H., & Duckett, E. (1994). The relationship of maternal employment to early adolescent daily experience with and without parents. Child Development, 65, 225-236.


	Riegel, K. F. (1975). Toward a dialectical theory of development. Human Development, 18, 50-64.


	Riegel, K. F. (1976a). The dialectics of human development. American Psychologist, 31, 689-700.


	Riegel, K. F. (1976b). From traits and equilibrium toward developmental dialectics. In W. J. Arnold & J. K. Cole (Eds.), Nebraska sumposium on motivation (pp. 348-408). Lincoln: University of Nebraska.


	Rubenstein, J. L., & Feldman, S. S. (1993). Conflict-resolution behavior in adolescent boys: Antecedents and adaptational correlates. Journal of Research on Adolescence, 3(1), 41-66.


	Rueter, M. A., & Conger, R. D. (1995). Interaction style, problem-solving behavior, and family problem-solving effectiveness. Child Development, 66, 98-115.


	Sam, D. L. (1995). Acculturation attitudes among young immigrants as a function of perceived parental attitudes toward cultural change. Journal of Early Adolescence, 15(2), 238-258.


	Sameroff, A. J. (1983). Developmental systems: Contexts and evolution. In W. Kessen (Ed.), Handbook of child psychology: Vol. 1, History, theory, and methods (pp. 237-294). New York: Wiley.


	Sameroff, A. J., Seifer, R., Baldwin, A., & Baldwin, C. (1993). Stability of Intelligence from preschool to adolescence: The influence of social and family risk factors. Child Development, 64, 80-97.


	Scott-Jones, D., & White, A. B. (1990). Correlates of sexual activity in early adolescence. Journal of Early Adolescence, 10(2), 221-238.


	Shagle, S. C., & Barber, B. K. (1993). Effects of family, marital, and parent-child conflict on adolescent self-derogation and suicidal ideation. Journal of Marriage and the Family, 55, 964-974.


	Simons, R. L., Whitbeck, L. B., Conger, R. D., & Conger, K. J. (1991). Parenting factors, social skills, and value commitments as precursors to school failure, involvement with deviant peers, and delinquent behavior. Journal of Youth and Adolescence, 20(6), 645-664.


	Simons, R. L., Johnson, C., & Conger, R. D. (1994). Harsh Corporal Punishment Versus Quality of Parental Involvement as an Explanation of Adolescent Maladjustment. Journal of Marriage and the Family, 56, 591-607.


	Small, S. A., & Kerns, D. (1993). Unwanted sexual activity among peers during early and middle 	adolescence: Incidence and risk factors. Journal of Marriage and the Family, 55, 941-952.


	Smetana, J. G. (1993). Conceptions of parental authority in divorced and married mothers and their adolescents. Journal of Research on Adolescence, 3(1), 19-39.


	Smetana, J. G., Yau, J. & Hanson, S. (1991). Conflict resolution in families with adolescents. Journal of Research on Adolescence, 1(2), 189-206.


	Steinberg, L. (1983). The varieties and effects of work during adolescence. In M. Lamb, a. Brown, B. Rogoff (Eds.), Advances in developmental psychology (Vol. 3, pp. 1-37). Hillsdale, NJ: Lawrence Erlbaum.


	Steinberg, L. (1987). Impact of puberty on family relations: Effects of pubertal status and pubertal timing. Developmental Psychology, 23, 451-460.


	Steinberg, L. (1990). Autonomy, conflict, and harmony in the family relationship. In S. S. Feldman & G. R. Elliott (Eds.), At the threshold: The developing adolescent (pp. 255-276). Cambridge, MA: Harvard University Press.


	Steinberg, L., Mounts, N. S., Lamborn, S. D., & Dornbusch, S. M. (1991). Authoritative parenting and adolescent adjustment across varied ecological niches. Journal of Research on Adolescence, 1(1), 19-36.


	Stice, E. & Barrera, Jr. (1995). A longitudinal examination of the reciprocal relations between perceived parenting and adolescents' substance use and externalizing behaviors. Developmental Psychology, 31(2), 322-334.


	Sullivan, M. L. (1993). Culture and class as determinants of out-of-wedlock childbearing and poverty during late adolescence. Journal of Research on Adolescence, 3(3).


	Taylor, R., & Roberts, D. (1995). Kinship support and maternal and adolescent well-being in economically disadvantaged African-American families. Child Development, 66, 1585-1597.


	Taylor, R. D. (1996). Adolescents' perceptions of kinship support and family management practices: Association with adolescent adjustment in African American families. Developmental Psychology, 32(4), 687-695.


	Tharinger, D. J., Lambert, N. M., Bricklin, P. M., Feshbach, N., Johnson, N. f., Oakland, T. D., Paster, V. S., & Sanchez, W. (1996). Educational reform: Challenges for psychology and psychologists. Professional Psychology: Research and Practice, 27(1), 24-33.


	Thelen, E., & Smith, L. B. (In press). Dynamic systems theories. In R. M. Lerner (Ed.), Theoretical models of human development. Volume 1 of the Handbook of Child Psychology (5th ed.), Editor-in-Chief: William Damon. New York: Wiley.


	Tobach, E., & Greenberg, G. (1984). The significance of T.C. Schneirla's contribution to the concept of levels of integration. In G. Greenberg & E. Toback (Eds.), Behavioral evolution and integrative levels (pp. 1-7). Hillsdale, NJ: Lawrence Erlbaum Associates.


	Tobach, E., & Schneira, T. C. (1968). The biopsychology of social behavior of animals. In R.E. Cooke & S. Levin (Eds.), Biologic basis of pediatric practice (pp. 68-82). New York: McGraw-Hill.


	Turner, R. A., Irwin, C. E., & Millstein, S. G. (1991). Family structure, family processes, and experimenting with substances during adolescence. Journal of Research on Adolescence, 1(1), 93-106.


	United States Department of Health and Human Services. (1996). Trends in the Well-Being of America's Children and Youth: 1996. Washington, DC: US Department of Health and Human Services, Office of the Secretary for Planning and Evaluation.


	Wallerstein, J. S. (1987). Children of divorce: Report of a ten-year follow-up of early latency-age children. American Journal of Orthopsychiatry, 57(2), 199-211.


	Weller, A., Florian, V., & Mikulincer, M. (1995). Adolescents' reports of parental division of power in a multicultural society. Journal of Research on Adolescence, 5(4), 413-429.


	Wentzel, K. R., Feldman, S. S., & Weinberger, D. A. (1991). Parental child rearing and academic achievement in boys: The mediational role of social-emotional adjustment. Journal of Early Adolescence,11(3), 321-339.


	Werner, H. (1957). The concept of development from a comparative and organismic point of view. In D. B. Harris (Ed.), The concept of development (pp. 125-148). Minneapolis, MN: University of Minnesota Press.


	Whitbeck, L. B. (1987). Modeling Efficacy: The effect of perceived parental efficacy on the self- efficacy of early adolescents. Journal of Early Adolescence, 7(2), 165-177.


	Whitbeck, L. B., Simons, R. L., & Kao, M. (1994). The effects of divorced mothers' dating behaviors and sexual attitudes on the sexual attitudes and behaviors of their adolescent children. Journal of Marriage and the Family, 56, 615-621.


	Wright, D. W., Peterson, L., & Barnes, H. L. (1990). The relation of parental employment and contextual variables with sexual permissiveness and gender role attitudes of rural early adolescents. Journal of Early Adolescence, 10(3), 382-398.


	Young, M. H., Miller, B. C., Norton, M. C., & Hill, E. J. (1995). The effect of parental supportive behaviors on life satisfaction of adolescent offspring. Journal of Marriage and the Family, 57, 813-822.


	Zabin, L. S., Astone, N. M., & Emerson, M. R. (1993). Do adolescents want babies? The relationship between attitudes and behavior. Journal of Research on Adolescence, 3, 67-86.


	Zaslow, M. J. (1988). Sex differences in children's response to parental divorce: I. Research methodology and postdivorce family forms. American Journal of Orthopsychiatry, 58(3), 355-378.


	Zaslow, M. J. (1989). Sex differences in children's response to parental divorce: II. Samples, variables, ages, and sources. American Journal of Orthopsychiatry, 59(1), 118-141.


	Zimiles, H., & Lee, V. (1991). Adolescent family structure and educational progress. Developmental Psychology, 27(2), 314-20.


	Zimmerman, M., Salem, D., & Maton, K. (1995). Family structure and psychosocial correlates among urban African-American adolescent males. Child Development, 66, 1598-1613.






Copyright © 1998 Richard M. Lerner, E. Ree Noh, and Clancie Wilson.





Issues for Lesbian- and Gay-Parented Families


April Martin, PhD
Clinical Psychologist, New York, NY


The issues that arise in lesbian- and gay-parented families are a function of two
things: One is the rich variety of family constellations they comprise, and the other is the
fact that they are living in a society which does not yet value rich variety. The tension
created by this situation generates unique needs for the approximately 5 million gay
and lesbian parents in this country1 whenever they present themselves to the legal
system, the educational system, the mental health profession, religious organizations,
the medical profession, or the insurance industry - to name just a few.


To begin with, it is important to know that family constellations among lesbian-
and gay-parented families are largely quite different from the heterosexually-parented
nuclear family. Our conventional notion of a parenting family contains many
presumptions: that there will be two parents, that they will be one of each gender, that
they will be romantic partners of one another, they will live under one roof, that they will
both be biologically related to the children they raise, and that they will be recognized
legally as a family. This Mom-and-Dad nuclear family is not merely the baseline model
in our culture against which all other models are deviant, but it is also assumed by most
to be an optimal structure for child development, compared to which all other
constellations are viewed as having deficiencies which must be overcome.


This is a model, however, which applies to no lesbian and gay parented families.
Gay and lesbian parents are heading families with one, two, three, or even four parents.
Sometimes there are no men among the parents, sometimes there are no women.
Sometimes there are men and women but they are not romantic partners of each other.
Some families intentionally comprise more than one household. Sometimes both
biological parents are included in the family and sometimes not. Often there is a
biological parent who is not a family member at all. Usually there is at least one parent
who has no biological relation to the child. And perhaps most important, there is almost
always a parent-child relationship that the law does not recognize or protect.


By this time, the ability of lesbian and gay parents to provide just as adequately
as heterosexual parents for the social and emotional health of their children has been
documented repeatedly in the research literature. Over two dozen studies have found
that children raised by gay and lesbian parents were indistinguishable from children
raised by heterosexuals.2 In order to interface effectively with these families, however,
to truly meet their needs in this culture, we have to go beyond a tolerance for their
alternative format. We need instead to radically discard the Mom-and-Dad nuclear
model as any kind of standard. We must accept the premise that it is quality of care,
and not family constellation, which determines what is optimal for children's healthy
development. We must further learn to identify who actually is and isn't a family
member based on the loving bonds of responsibility that have been both intended and
fulfilled, and not on any biological, legal, or conventional definitions of what is a family.


Let me give you some examples of families I know: One 10 year old boy I know
has three parents in two households. In one household is his lesbian biological mother,
and in the other are his two gay dads, neither of whom is biologically related to him. In
fact, they only entered his life a few years ago when he was four. The fathers share half
time custody, including very active involvement in school activities, yet have no legal
rights to the child if anything should happen to the mother. His mother has a partner but
she is not a designated parent in this family system. The biological father is unknown
and not in the picture.


In another family, 12 year old Joshua's two lesbian mothers had him through
donor insemination. The women's relationship broke up when Joshua was a baby but
they continued to coparent from separate households and he has always called both of
them "Mom". In addition, each one now has a lesbian partner, and those partners have
also become his parents, though he calls them by their first names. Each of those
partners has also given birth to a child through donor insemination, and Joshua
considers those children to be his siblings despite their having no biological relation to
him. So his family consists of two households containing four mothers and two siblings.
Meanwhile, his biological father is known to everyone in the family, but he is considered
a sperm donor rather than a family member. In addition, Joshua's biological father was
also the sperm donor for another lesbian in town, making that woman's daughter a
biological half sister to Joshua. Sociologically speaking, however, she is not a sibling in
Joshua's family. (Joshua tells me that the only time this causes trouble for him is when
he's filling out a form that wants to know how many siblings he has.)


In yet another family, the sister of a gay man agreed to become pregnant as a
surrogate mother. She was inseminated with the sperm of his partner, gave birth to a
little girl, and handed her over to the two men. The two men are the child's only parents.
Their biological mother is an aunt, both biologically and in terms of her role in the
family. Her husband is an uncle, and her three children, who are biological half-siblings
to the child, are not functionally siblings at all. They are functionally, as well as
biologically, cousins.


What is especially interesting about all this is the fact that the children in these
families are not the least confused as long as they are being spoken to openly and
honestly about who are the biological parents who made them and who are the
caregiving parents who raise them. The younger the child, the easier it is for them to
grasp. In many cultures other than our own, of course, we see that children are often
being raised by people other than the two who created them, in a variety of family
structures. As long as it is culturally supported, the children experience it as natural.
Increasingly, it appears that our gay and lesbian parenting communities are providing
the kind of supportive subculture that allows these kids to be comfortable in such a
variety of family relationships.


When we have learned to identify a family based on who performs the functions,
takes on the responsibilities, has the bonds of the heart, and was intended to be a
parent, we soon discover that most of the time the family that we define in this way will
fail to meet the legal and social definitions of family. Every form they fill out for their
child will ask for Mother's name and Father's name, and the family will forever be
making decisions about how to identify itself. To opt for total openness - as in crossing
out "Father" and writing in "Other Mother" for example, creates both benefits and
stresses. On the benefit side, the family that chooses to completely disclose the nature
of their family to their neighborhood, their doctors, schools, extended family, etc., puts
itself in the ideal position to receive support, services, and community. Because such a
family is openly known in the school system, the children are in the best position to deal
with whatever social situations might arise from having gay parents. Their parents'
openness gives them the tools to approach their family's difference in a positive way
with people. It teaches them to expect respectful treatment and to trust their own ability
to cope with someone who is negative. It creates an authenticity and genuine intimacy
with friends and extended family that can never be had if there is hiding or secrecy. It
also means that school and medical personnel who are serving a child's needs are in
the best position to understand the nature of the child's experience at home, which
might on occasion be critical to evaluation and decision-making.


On the stress side, however, a family that chooses to identify itself openly as a
gay or lesbian parented family may expose itself to risks of homophobic insults, to loss
of support from extended family, to loss of jobs or housing, and even to violence. For
many families, openness about a parent's homosexual orientation might also result in
loss of custody or visitation with the child. Whether or not these dangers are real for a
given family, the expectation that they could happen creates considerable anxiety.
These are frightening prospects and require very difficult decisions.


Gay and lesbian parented families in hiding about who they are can be
presumed to be everywhere. They may look like heterosexual nuclear families, with no
one outside the family knowing that one or both parents is gay. More often, one sees
what looks like a single mother, perhaps. The fact that she has a committed life
partnership may be hidden from everyone in her life: her employer, her community, and
even her child. I have seen committed long term couples where the mother's partner is
known to all only as a friend. They never live together, never show affection openly,
never appear together at social functions, have no interaction with each other's
extended families, and expect to continue to live that way until the child is grown. Not
only are they themselves under phenomenal stress having to deny so many personal
needs, but the child is deprived of the knowledge that his mother is in a loving
partnership, and is deprived of another adult parent who could be caring for him.


More commonly a parent's partner may be visible - may live with the parent, for
example, and share full time child care. But because the couple themselves may be
stuck in heterosexist thinking, they may never have identified the partner as a parent in
the family system. They may have bought into the notion that a child can only have one
father, for example, so Daddy's partner has to be some kind of friend or uncle. That
may seem logical to everyone who knows them, and they may never be challenged to
rethink that concept of family. There are many consequences of their decision,
however. Daddy's partner Bob may be putting in a full share of the money and an
equivalent amount of time and energy caring for the child, but he is not rewarded with
any social recognition that he is a parent. He does not go to parent teacher conferences
or pediatrician visits. He does not participate in the father-child picnic. His family of
origin don't see this that this is their grandchild or niece or nephew, and makes no
provision in their wills for the child. Daddy doesn't really see that Bob is a parent, or
only sees it sometimes, and at other times undercuts Bob's authority to discipline the
child. Bob himself is not exactly sure he's a parent, and is often resentful about why
he's putting out so much when he has no authority. The child is deprived of the
opportunity to fully bond with Bob, and of the family relationships with Bob's relatives. In
addition, should the child encounter homophobic people in school, the only tools he
has learned so far for dealing with the issue consist of silence and avoidance.


Whether or not a family is open about being headed by gay or lesbian parents,
however, the lack of legal recognition for a nonbiological parent has a profound impact
both on internal family dynamics and on the way the family is integrated into their
community and extended families. The anxiety may be enormous for a parent who
invests his heart and soul in a child with the ever present danger that this child could be
taken from him in an instant if the legal parent died. Grandparents may not want to get
deeply involved with a child to whom they have no legal ties. Employers may not offer
family leave or recognize family emergencies. Insurance will not cover the child of a
nonlegal parent.


The situation is especially serious when a gay or lesbian couple with children
separates. Their lack of legal recognition as a family creates real danger that the
custody and access arrangements that are made will not be in the child's best interests.
The biological mother, for example, in a crisis of anger and hurt, may resort to legal
privilege and view the child as solely hers, thereby ignoring the child's need for
emotional continuity with his other mother. Family and friends, who are understandably
protective of her and feel adversarial to her partner, may pressure her to redefine the
family relationships along heterosexist lines. Meanwhile, a nonbiological mother knows
that she has virtually no chance of succeeding in a court challenge, and so may just get
pushed out of the child's life. The professionals who get involved at this juncture have
tremendous power to either exacerbate the problem, or to turn it around and support
the family to continue coparenting together after separating, despite a complete lack of
legal and societal support for doing so.


The issues I've described so far can be found in many different kinds of gay and
lesbian parented families. I'd like to say a word, however, about the differences
between families in which lesbians or gay men have children within a heterosexual
marriage, perhaps later divorcing and forming stepfamilies with same-sex partners, and
the families we refer to as part of the current "gayby boom", in which gay men or
lesbians choose parenthood outside of the conventions of the Mom-and-Dad
household, usually through donor insemination, surrogacy, or adoption.


Gay or lesbian parented families that start out in heterosexual marriages have
disclosure issues within the family. The children in these families start out believing they
had a Mom-and-Dad heterosexual family, and will at some point learn this is not the
case. It may be at the time of a divorce, in which case it may greatly complicate the
child's understanding of this upheaval in her life, or it may be at the time of integrating a
parent's same-sex partner as a new stepparent.


In general, the rule of thumb is that disclosure should not take place until custody
arrangements are secure. Gay and men and lesbians are in serious danger of losing
their children simply because of their sexual orientation, and it requires careful planning
with a knowledgeable attorney to know how to handle things so that a child does not
tragically lose a parent.


Barring custody problems, however, it is generally advisable to help move a
family toward full disclosure as soon as possible. Many families have been advised by
well meaning but uninformed professionals of various disciplines to not tell Johnny
because he's only in kindergarten, or to avoid telling Jennifer because she's a teenager.
The advice to Johnny is based on an erroneous and damaging assumption that
homosexuality is somehow more about sexual behavior than heterosexuality, and
therefore can not be discussed without reference to sex acts. The advice to Jennifer is
burdened by the completely unsupported fear that a teenager will become homosexual
or somehow confused if she has positive role models of gays and lesbians in her family.


The reality we find is that the most destructive things in families are secrets.
Children should be given truthful relevant information as soon as possible, along with
ongoing support to address their concerns about it. Everyone working with children
should be aware of an organization called C.O.L.A.G.E., the national support
organization whose acronym stands for Children of Lesbians and Gays Everywhere,3
as well as the Family Pride Coalition (formerly the Gay and Lesbian Parents Coalition International).4
There is nothing more powerful for kids than letting them know that they are not the only ones
in their situation, that other kids have families just like theirs, and that there is a forum
for discussing all the issues that come up in school and family.


By contrast, families which don't start in a heterosexual context5 generally have
no issues about coming out to the children. Gay men and lesbians who become parents
through adoption, donor insemination, or surrogacy tend to create families in which the
children grow up with a natural and comfortable awareness of their parents' affectional
lives. These families also tend to be more open in their communities and schools,
though many of them also struggle with being partially closeted due to fears of losing
housing or jobs.


These gayby boom families are uniquely created through a great deal of
planning and decision-making. Because gay people do not automatically assume they
will have children, and have little societal pressure or encouragement to do so, as well
as the fact that there are virtually no accidental pregnancies, these tend to be highly
motivated families who spend considerable time in consultation with therapists and
other advisers before undertaking so important a venture as parenthood. In fact, in
many cities gay men and lesbians are creating what should become a model for
parents of all sexual orientations in their approach to parenthood. It is commonplace for
lesbians and gay men to spend many months in the ongoing workshops on Considering
Parenthood which are proliferating all around the country. In these workshops, in
addition to making the complex decisions about how to define who the intended parents
will be and how to go about accessing adoption and donor insemination options, these
prospective parents also do careful reviews of all their parenting concerns: questioning
whether they have the resources of time, money, maturity, skills, stability of relationship,
physical health, and stamina necessary to be good parents. It would be ideal, of course,
if every child in the world were born to a family that prepared so responsibly.


The fact that these families are thriving despite tremendous social obstacles is
certainly admirable. They have largely done their own advocacy and absorbed the
difficulties as individuals. If our agenda is to see that every member of these families is
optimally cared for medically and educationally, and if our aim is to protect the rights of
children living in these families so that they do not lose a parent due to homophobia
and heterosexist definitions of family, then we must, as professionals and simply as
neighbors and citizens, be proactive about increasing visibility for them. Families who
see themselves welcomed in a school brochure, for example, or mentioned in a
kindergarten class on family diversity, will be far more likely to openly disclose to their
communities. Their visibility, in turn, will help to change the stereotypes and hysteria
that afflict our culture, and make our institutions more realistic and compassionate.


Copyright © 1998 April Martin.



1 Patterson, Charlotte. "Children Lesbian and Gay Parents." In Child Development, October, 1992, Vol. 63, No. 5, 1025-1042.



2 Ibid. See also Patterson, Charlotte: "Children of the Lesbian Baby Boom." In Lesbian and Gay Psychology, Beverly Greene and Gregory M. Herek, eds. Sage Publications, Thousand Oaks, CA, 1994.



3 C.O.L.A.G.E., the organization whose acronym stands for Children Of Lesbians And Gays Everywhere, has newsletters written by and for kids with gay parents offering contact, information, and support. There are also local support groups and an annual
conference.



4 The Gay and Lesbian Parents Coalition International (GLPCI) provides support, information, education, and advocacy for and about gay and lesbian parents and their families. Membership costs $25 annually. Members receive a quarterly newsletter and access to a variety of publications, videos, bibliographies, and other resources. Contact them at GLPCI, 4938 Hampden Lane, #336, Bethesda, MD 20814.



5 See Martin, April. The Lesbian and Gay Parenting Handbook: Creating and Raising Our Families. HarperCollins, New York: 1993. It offers an in-depth discussion of the range of issues this group of families faces, including the intricacies of defining the family structure, understanding the legal ramifications, the methods and implications of various adoption, surrogacy, and donor insemination routes, as well as dealing with children's questions and concerns and functioning in the larger world.








A Multi-Family Approach: Families and Schools Together (FAST) Builds Protective Factors In Potentially Neglectful Families
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Social Isolation, Stress, and Child Abuse and Neglect


Child neglect is now the most widespread form of child maltreatment. It has doubled
in frequency between 1987 and 1993, and neglect is 22 times more prevalent in low income
families than middle income families (Federal ACF report summarized in Capital Times,
Madison, WI., Sept 18, 1996). We also know that the division between rich and poor in this
country has escalated dramatically between 1980 and 1997. We know that the biggest impact
of poverty on children is indirect--i.e. through the mother. If the mother is dispirited,
dejected, marginalized, without emotional and physical resources, stressed with economic
worries related to obtaining basic needs, such as housing and food, and is exhausted from
work, she is probably emotionally unavailable to the children's emotional needs. If in addition,
the parent is socially isolated and has no intimate trusted circle of support for her efforts, there
is reduced protection for the child.


Prospective studies with longitudinal research data demonstrate that the combination of
high levels of stress with social isolation is the biggest predictor of child abuse and neglect
(Egeland et al.; Werner and Smith). What is it about social isolation which is so devastating?
Bronfenbrenner argues for the importance of an ally and a buddy for the parent of small
children. Without a context of intimate social support for the parent, she will have reduced
energy, patience or focus left to parent the infant, small child, or school aged child:


Anonymous Poem: A mother's eyes are her children's skies.



When a child looks up at the world, she sees her mother's face as the source of strength and
meaning; if the mother is distressed, the child will be distressed; if the mother's face is
happy and serene, the child will be happy. Our job as professionals and as citizens is to insure
that the societal context for parenting is supportive to parents on several levels:



	informal intimate social support (partner, lover, husband, mother, sister, best friend)

	informal social support (friends, relatives, kin, neighbors)

	formal social support (church, school, community center, clubs, FAST)

	formal social support (public health nurses, family resource centers)

	formal social support (family therapists, social workers, police)




Our society seems to have abandoned compassion and empathy for the plight of parents
of young children, and especially the mother on public assistance who is trying to make it--and
rather than respecting her for taking care of her small children as a contribution to society, she
is treated as though she is exploiting the system. The blame being heaped onto the low-income mother is disproportionate, on television or in the grocery store using food stamps,
etc., and the impact of that blame is felt by her children everyday. Her children look at her
and see her beaten down, rather than treated with respect, and it makes them feel beaten down.
All parents need to be celebrated, so they can celebrate their baby.


We know that women (Gilligan, 1990) are especially sensitive to contextual cues and
relationship messages as they form their sense of identity and moral values. When all of the
messages from every part of their social ecology are conflicted and degraded and negative, it
is not surprising that a poor, perhaps single, mother with small children withdraws from
societal involvement and then from her children. The coping decisions for poor mothers often
involve living in very dangerous neighborhoods, because of costs of housing. Maybe a
boyfriend is helpful in paying the rent, but then demands the right to deal drugs in the living
room, with threats of violence; where are her options? If the children go outside, it is a life-threatening risk; this isolates the family unit from encounters with others. A single mother
and small children stay together, isolated in an enclosed space, fearful of random bullets and
knives--this is a picture of severe economic and contextual stresses combined with social
isolation. A 1998 sociological study of social isolation in inner cities, reports isolation to have
dramatically increased in the last 10 years...because people are afraid to go out.


When do we stand up and say: This is a toxic environment (Garbarino). We must
take a stand and express our concern for our babies, our children, and our fellow human
beings who are parents.





Families and Schools Together (FAST) Uses Effective Outreach and Engagement of Low Income, Stressed, Isolated Parents


Literature reviews report what we already know: most programmatic efforts to engage
low income families are failures (Special Issue: Journal of Marriage and Family Therapy,
January, 1996). Unfortunately, there seems to be a lack of professional and societal initiative
and responsibility for finding the appropriate positive strategy to effectively reach out to low
income families. Instead, the usual response when low-income parents and youth do not show
up to participate in the parent education/family support interventions being offered, is to blame
the families. This is yet another insult to manage, while the unmet need remains: poor,
stressed and socially isolated families urgently need support for the sake of their children.


FAST has developed very effective outreach and engagement strategy with low income
families which holds, across widely diverse locations, high program retention rates:


if a family attends once on a voluntary basis,

over 80%

will attend between 6-8 multi-family sessions and

will graduate from FAST--this holds

across over 400 schools and communities,

in 28 states, and in three countries


Research based strategies are used in training the outreach workers (a parent-professional team) and maintaining program involvement (Cialdini; Barth). Whether the
families are from rural areas in Iowa, California and Wisconsin, or inner city areas of Watts,
Chicago, Milwaukee, New Orleans, and Atlanta, the children and parents like FAST.
Children urge their parents to attend FAST. Families described by the school staff as "Hard
to Reach" families say that they feel respected by the program process. They say FAST is the
only program they like.


Three domains of information were integrated by the program founder in this process:



	1. academic professional training of a Master's degree in clinical social work (1970) and a PhD
in Psychology (1976) with twelve years as a social work faculty member instructing graduate
social work students in state of the art theory, research and practice in family therapy, family
stress and social support, child development (normal and abnormal), parent-mediated play
therapy, couple counseling, and community organizing; respects research;

	2. practitioner background: twenty years of being a social worker and family therapist in
family counseling agencies, private practice, and a field work supervisor; and being committed
to applications of theory and research into practice and evaluating practice; 

	3. personal background: having been raised in 5 countries and seen a range of cultural styles
of parents working to be the best parent they can be; and raising two wonderful children to
late adolescence, including having been a stressed-out single parent for several years. 




These three knowledge bases were integrated into FAST--a multi-dimensional program
which builds protective factors for children and families. FAST combines the results of
several empirical, published longitudinal studies from social sciences, particularly funded by
National Institute of Mental Health, into an accessible program for practitioners and families.


McDonald conceptualized a multi-family approach to prevention, based on Hill's ABCX
theory of family stress, which could offer opportunities to build relationships to parents of
school children; at FAST one can both build active informal support networks across stressed
and isolated families, while systematically strengthening the bonds within the families, (based
on family therapy by Minuchin and by Alexander, and play therapy by Kogan), and to do this
while having fun and building hope in the family.





Hill's Theory of Family Stress and Buffer Factors


As we review family systems or family stress research studies to examine the critical
variables which lead to child neglect, there is a need to not only assess family stressors, but
also to identify the protective factors which help families to survive multiple contextual
stressors, and to competently parent despite chronic and acute stressors. These include within
family variables, e.g. attachment, positive family bonds, effective communication, as well as
across family variables: i.e. informal and formal social support networks.


Hundreds of studies have documented the positive relationship between illness and
stress. Individuals who experience too many stressors at one time, i.e., multiple changes in
their daily routines and circumstances, are at increased risk within one year for having an
accident, for becoming physically ill (Ell, 1984), for having an impaired immune system, for
becoming violent, or for relapsing (Pianta, Egeland and Sroufe, 1990; Rutter, 1983). Not
only individuals, but families that experience too many stressors at one time are at increased
risk for experiencing aggravated family crises. However, not ALL families with multiple
stresses have crises. Why not?


Professor Reuben Hill's theory of family stress was formulated after the Great
Depression (1947, 1959, 1983, University of Minnesota) based on extensive observations of
families who survived contrasted with those whose families did not. Given the economic
circumstances of families of today's high risk youth, his theory may have some currency for
us. As Hill interviewed families who had lost their jobs and were existing in extreme poverty,
he looked for factors which contributed to family survival of these circumstances. From these
qualitative data, Hill theorized that there are two complex variables which act to buffer the
family from acute stressors and reduce the direct correlation between multiple stressors and
family crisis. These were formulated into what he called his ABCX theory of family stress
(see Figure I; and Wikler, 1983, for further discussion).


The "B" variable refers to the complex of internal and external family resources and
social support available to the family, i.e., the social connectedness within the family, as well
as social connectedness outside the family. Hill theorized that social isolation would
significantly increase the impact of the multiple stresses on the family functioning; in contrast,
positive social supports would minimize the impact. Hill's "C" variable, the perception factor,
was the second predictor of the extensiveness of the impact of stress on the family. This
second complex factor referred to the shared family cognition and perceptions held about the
stressors, e.g., the extent to which the family perceived the changes as a disaster vs. an
opportunity. Hill suggested that some families had positive appraisals which they could make
of changes, which increased their ability to accept their circumstances. Hill's family stress
theory has been significantly expanded upon by McCubbin et al. (1983).



HILL'S ABCX MODEL OF FAMILY STRESS

	
	(B) Internal Family Resources & Informal/Formal Social Supports
	



	Family Stressors (A)
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	Family Crisis (X)



	
	(C) Family Perception & Parental Self-Efficacy
	





Research studies have since offered support for Hill and McCubbin's theoretical
constructs. The combination of high stress with social isolation (the "B" variable) for families
has been highly correlated with many forms of dysfunctional family outcomes (Garbarino and
Abramowitz, 1982; Belle, 1980; Cyrnic, Greenberg, Robinson and Ragozin, 1984; Egeland,
Breitenbucher and Rosenberg, 1980; Ell, 1984; Lindblad-Goldberg, 1987; Marks and
McLanahan, 1993; Simons, Beaman, Conger and Chao, 1993; Tracy, 1990; Wahler, 1983).
Hill and McCubbin consider the lack of "B" and "C" variables as similarly potent and equally
predictive of a family crisis. If a family experiences multiple stressors AND 1) they are
socially isolated and emotionally disconnected to one another, AND 2) they are depressed,
hopeless, and disempowered, THEN they will be at increased risk for illness, accidents, child
abuse and neglect, and substance abuse, delinquency and school failure (Attneave, 1986; Belle,
1980). With a positive set of cognitions, an empowered attitude, and an active informal and
formal support network, there would be a reduction in the likelihood that the stressful life
experiences would result in a family crisis.





Assessing Hill's "B" and "C" Factors as Protective Factors


Family based prevention research for children at risk for neglect could increase our
understanding of the definition, the development, and the maintenance of Hill's two complex
protective factors: the "B and "C" factors. We can assume that the family of each high-risk
youth involved in a prevention program has experienced multiple chronic and acute stresses;
how do these interact with the protective factors for families? How do these two variables
modify the impact of the stressors on parental functioning? what is the interactional process of
the two factors? how does the social support network affect the positive family perception, or
visa versa. We know that people who are depressed stop reaching out socially, and that
isolation further affects the depression. How does depression increase vulnerability to chronic
or acute stressors, and then to parenting? Are the two factors actually equally potent in
predicting parenting behaviors of families under stress? Does the building up of the two
complex buffer factors identified by Hill and McCubbin's theory, really wrap a significant
protective-factor shawl around the family and the high-risk youth that can be described in
pathway models? Is a family with strong "B" and "C" factors a resilient family as it copes with
current circumstances and structural stresses over time?


A current review of prevention research (Institute of Medicine, 1994) criticized the
field for its confusing range of concepts, terms and outcome criteria; they called for an effort
to conceptualize prevention as either the building of protective factors or the reducing of risk
factors to enhance child resiliency, for the sake of building a coherent prevention field. They
also called for expanding the knowledge base for preventive interventions, and conducting
well-evaluated preventive interventions and urged that this be done across all relevant federal
agencies. Hill has specified two theoretically derived multi-variable, buffer factors for
families of high risk youth; this is one step removed from the protective factors of the high
risk youth; by identifying, understanding and ultimately strengthening the family protective
factors -- i.e. positive social connections and an empowered, positive outlook -- high-risk
youth and their families should better survive the multiple chronic and acute stresses of
poverty and neighborhood disorganization over time, and reduce their drug dependency and
associated crime.





The Fast Program Builds Family Resources and Positive Perceptions


Each of FAST's multi-family program activities deliberately build the "B" and "C"
factors. Positive bonds are directly promoted on six distinct levels of the child's ecology
(Bronfenbrenner; Garbarino): at-risk child-to-parent bond, family unit bonds, parent-to-parent
bond, parent to self-help group bonds, parent affiliation to school, and parent linkages to
community treatment/counseling agencies. Each of these specified relationships is
systematically altered with highly structured, mental health research-based interactive activities
to decrease child neglect (See Table on FAST Program Components and Child Neglect). The
routine activities are: 1)a family meal; 2)creating a family flag; 3)singing as a large group;
drawing as a family and taking turns talking; 4)acting out feelings in a charades game as a
family and taking turns talking; 5)buddy time--listening and talking with one other adult; 6)
self-help parent group; 7)child initiated, non-directive, parent-child play time; and 8) lottery
prizes and hosting the meal; and 9)a closing circle with personal achievement announcements.
FAST ends after 8 weeks with a multi-family graduation ceremony. The 2 1/2 hours, weekly
meetings are process oriented, i.e. structuring the participants for each of the interactional
units: 1) family table based activities for one hour; 2) adults pair up in dyads for 15 minutes;
3) adults meet in a self-help group for 45 minutes; while 4) children build peer connections in
age appropriate activity groups for 1 hour; 5) parent and high-risk youth spend 15 minutes of
quality time together; and, finally, 6)the whole group assembles for lottery prizes, personal
achievement announcements, and a final goodbye ritual.


The multiple strategies are tightly sequenced to produce change at multiple levels of
functioning in the family and between families. Conflict and criticism are explicitly blocked
through instructions to the parent and support for the parent. The activities consistently
promote laughter and sharing within families, as well as across families; they are non-verbal as
well as verbal, allowing multi-age participants, with multi-levels of literacy, to enjoy them
together. The synergy of multiple interventions in each family adds to the program impact.





FAST Builds Protective Factors in Potentially Neglectful Families



I. Protective Factor of Support Networks

Increase Positive Informal and Formal Social Support Network For Parents and Family


FAST offers opportunities for multiple families to gather together on a voluntary basis, and on a weekly basis for 8 weeks, to interact with one another repeatedly, positively, personally, in small combinations, to build relationships with each other.



	A. Increase Daily Positive Contact With an Adult Confidant/Buddy/Partner/Best Friend


	1. Attend 8 weeks of FAST groups and spend 15 minutes each week in Buddy time with another adult, conversing about daily stresses and sharing details of parenting challenges, and listening to one another without criticism. This is a form of stress reduction and the experiential learning is that it feels good to talk even briefly with another parent in similar circumstances--just hanging out and clearing the air of hassled living helps get along. Seeing others do it, too.

	2. During FASTWORKS being encouraged to continue to make contact with another Buddy to share daily hassles of child rearing or life in general.







	B. Increase Frequent Contact With a Few Friends/Small Group of Positive Supportive People, With Whom Various Types of Help Are Exchanged


	1. Attend 8 weeks of FAST groups and spend 45 minutes each week in a self-help parent group with other parents of young children where neglect is an issue, as well as low-income, unsafe neighborhoods, etc. During this time the very critical experiential learning is:
	
			I am not alone--there are others like me, and they are neat people; so am I.

			I can give advice to others who will listen about my successes as a parent/person. I must know something after all.

			I can listen and learn new ideas from other mothers who have been through it.

			Small groups of folks with whom you can honestly share on an equal level, i.e. friends, make a huge difference in quality of life and of parenting

	



	2. Maintain contact with the FAST parents from the self-help parent group on a structured monthly basis (FASTWORKS), as well as additional contacts through other informal connections of exchanging baby-sitting, going food shopping, helping each other to move, going to a public park event, sharing a cup of coffee, etc.

	3. In addition, at FASTWORKS, the new FAST graduate parent meets other FAST graduates from other 8 week cycles. Because of their common experience a bond exists prior to meeting because they have all been through FAST. Gradually this informal FAST social structure grows. These positive community connections form a basis for parenting with social support.






	C. Increase Familiarity, Partnership and Positive Feelings of Affiliation With Schools, Community Agencies, and Churches, Etc.


	1. Home visits, i.e. respecting the parental home turf, from a community agency professional and a FAST parent graduate to invite voluntary participation in a positive program, gives a hint of a different approach to human services. These home visits are repeated on an as needed basis throughout the program to link families with services on an individualized, as needed basis.

	2. Attend the multi-family FAST groups for 8 weeks, where the meeting is run by the professional/FAST parent graduate 4 member team, and see that although they direct the activities, the parental experiences of bonding and connecting are with their own children, family, Buddy, and self-help group, and that the professionals stay in the background, only coming forward to ask the question, respectfully, "is there anything I can do to support you as you manage your, or play with your, children. This is experiential learning of a new role for the professional from the perspective of the parent/consumer of services.

	3. The professionals attend the large meetings wearing casual clothes, working in the kitchen, playing with the children while the parents have respite and a cup of coffee, providing fun activities for the families, staying at a friendly, respectful distance but available to support if they are needed. The experiential learning is that they are not trying to get into my business, I am in charge of boundaries in my family, they are human beings--not just a role (e.g. school principal or social worker), they laugh and eat and hangout like the rest of us. This goes on for 8 weeks, without a hidden agenda, Then they congratulate the parents for successfully completing the positive program. The professionals let the families know where they work and what they usually do outside of FAST, but FAST is not where they do their substance abuse counseling, etc.

	4. During FAST and FASTWORKS, parents can refer themselves, or their friends to professionals or their agencies, whom they know on a casual, respectful, human level, rather than from a position of Need and Shame, they can take charge of this process by self-referring. (Of 191 families who had completed FAST 2 to 4 years later (28% of whom never attended FASTWORKS), 27% self-referred to counseling, 8% to substance abuse counseling.)











II. Protective Factor of Strong Family Unit

Increase Family Strengths: Cohesiveness, Family Unity, Family Pride



	A. Family Strengths/Cohesiveness/Unity


	1. Participate each week at the multi-family FAST session, graduate, and then continue participation at the FASTWORKS monthly sessions for 2 years. The activities are based on family therapy techniques developed by Dr. Salvador Minuchin, Dr. James Alexander, Ms. Virginia Satir, Dr. Gerald Patterson, and the family systems theory underlying the activities are family stress theory by Dr. Reuben Hill, and Dr. Hamilton McCubbin.

	2. Structural family therapy experiential activities include to help parent experience being in charge of her children successfully, each week for 2 1/2 hours for 8 weeks at FAST sessions; FAST coaches support the children serving the parent the meal to differentiate hierarchy; FAST coaches are taught to relate to the family only through the parent; FAST coaches are taught to give instructions and information only to the parent, which elevates the parent in the child's eyes. The parent is put in charge of the family. (Minuchin)

	3. Functional family therapy experiential activities include helping families to have structured communication in which each person takes a turn to speak, each person makes positive inquiry to other family members, and practices listening with respect. Conflict is blocked here, to help develop experience of successful family communication. These experiences will help the family to be capable of resolving and mediating family conflicts in the future. (Alexander)

	4. Satir family therapy expects optimum functioning families, family members can say, I want, I think, and I feel to one another. Experiential exercises in the family at FAST practice this every week in feeling charades and in scribbles. Differentiation of self within the family is practiced.

	5. McDonald family therapist says families need to have fun together/play together/laugh/singing together; this happens throughout FAST evenings.

	6. Have family routines/rituals together; this will bring families closer and will reduce substance abuse risks over time. FAST activities are routines which are repeated every week. There is a FAST song, and a FAST closing circle.

	7. Have meals together. McDonald says families that eat together, stay together. At FAST, each family sits at a family designated table, and shares a meal.

	8. Win together. Families naturally feel a benefit from being a unit. This is made overt and over the top in FAST: each family Wins the Lottery, totally fairly distributed across the group--but the family does not know which week they will win, and the children are not told that the lottery is rigged to be fair--instead the parents are told and they tell the children with confidence that their family will also win once.

	9. Work together--the FAST meal each week is planned, purchased, and prepared by the family that won the lottery the previous week--in a reciprocal exchange, the child learned that you win, and then you pay back. Nothing comes for free--always there is respectful exchange of give and take. The family hosts the meal (money is provided by FAST) and is publicly. (Dunst; McDonald)

	10. Anticipate things and afterwards remember together--shared memories for families provide for cohesion and strength. This is fostered in FAST with scrapbooks and with reflective conversations modeled.





	B. Family Pride

	1. Family flag activity

	2. Family picture

	3. Family Graduation Certificate

	4. Family Introduction--Hello











III. Protective Factor of Parenting

Increase Four Parenting Skills: Nurturing, Effective Discipline, Feelings Identification, and Communication



	A. Nurturing
Increase parental ability (and time spent doing it) to positively engage the child in play interactions ("Special Play") without judgement, instruction or direction, to result in stronger attachment and maternal bonding towards the child, i.e. building a positive, caring, intense relationship



	1. To develop skills in conducting parent-mediated, play therapy with child

Attend FAST multi-family program for 8 weeks and learn "Special Play" and practice it every week for 15 minutes at the sessions with trained FAST coaches providing supportive and corrective feedback during the enactment. Special Play is non-judgmental, non-directive, non-instructive play time. This experience will feel extremely nurturing to the child.



	2. To increase the number of days in which parent spends 15 minutes of one to one time in positive, play time with the neglected child

Discuss the homework of practicing "Special Play" at home for 8 weeks with the other FAST mothers and develop strategies for finding one to one time during our busy lives and ways to manage home-life so that one can do "Special Play" at home successfully; during FASTWORKS, 2 years of monthly multi-family meetings continue to mutually monitor and support "Special Play"








	B. Effective Discipline

Increase parental ability to gain compliant behavior of child without threats/abuse by repeated practice of 1 hour per week of making small requests to the child and giving positive attention for compliance, thus reducing need to use coercion practices in parenting



	1. To develop skills in requesting, following through, and praising compliant child behaviors, rather than using threats or physical power to control the child by practicing for one hour/week at 8 FAST sessions, i.e. public, supervised, supportive environment. FAST coaches join the parent by offering support to her, asking her to delegate their behavior to achieve successful control of her children at the FAST family table for behavioral rehearsals, using successive approximation and gradually achieving success with positive control strategies.

	2. Maintain these positive control parenting skills over two years through monthly FASTWORKS contact with informal social support network of FAST parents similarly empowered with skills, and with positive individual connections with professionals from agencies providing mental health and from substance abuse services, who can be contacted for therapy interventions/education.






	C. Feelings Identification

Increase parental ability to tune into child's feelings, to help child to identify his feelings, and to articulate his feelings, and to feel his feelings are understood. Emotional intelligence predicts success in society as adults (Goleman);


Eight universal basic human feelings identified in research are used each week in a feeling cards and feeling charades family game led by the parent. It involves taking turns choosing a feeling card, acting it out non-verbally, having family members guess what it is, and then briefly discussing it; families engage in experiential learning about how each person shows feelings differently and how to translate identification of feelings into non-verbally showing feelings, and reading each others feelings non-verbally and then translating that into words. Families practice over the 8 weeks of FAST.




	D. Communication

Increase parental ability to get child to talk, listen to child talk, and respond in talk, by experiential learning and supported, repeated practice, thus, building trusting communication lines where child can use words to articulate needs and anticipate a verbal response. This provides the underpinning for conflict mediation/resolution.



	1. Practice communication skills with child for a half hour at each FAST session for 8 weeks, in a safe and supportive environment with structured exercises that maximize the parents success; FAST coaches available to give immediate feedback and intervention as needed to help parent be successful with process rules: make sure each child gets a turn to speak; make sure each one asks positive questions of one another (insuring that they listen); make sure that there is no teasing, criticism, negative communication;

	2. A draw and talk game called "Scribbles" is played each week at FAST by each family at their family table; each person draws a creative something out of a basic common design, and then the parent leads the discussion of each family members drawing.











IV. Protective Factor of Mother as Adult Woman

Increase Emotional Well Being of Parents/Adult Functioning



	A Self-Confidence
Increase parental sense of competence, reduce depression, increase self-esteem, increase hope and positive outlook, perception of self as a winner



	1. Participate in FAST 8 weeks of multi-family sessions in which relevant activities and graduate; then participate in FASTWORKS monthly meetings for 2 years.

	2. Experiencing success in the role of parent with her children helps to establish a positive perception of self as an effective person in one of her primary social roles, that of mother; multiple small successes reinforces this feeling.

	3. Win a family prize and host a meal for the FAST families at one session, including planning, purchasing (with program providing $) food, cooking, and bringing the food to the public event.

	4. "Parent Affirmations" presented at the last week to each FAST parent graduate by the FAST team are individualized, behaviorally specific, rejoicings of demonstrated parental competencies during the FAST sessions. They are written up in beautiful form, read out loud to the parent group, and given in a frame personally to the parent. These explicit recognitions in tangible form of good parenting practices are treasured by their recipients.

	5. Feeling respected and valued in the social context of positive, regular social encounters with others helps to shift a woman's self-perception into a positive one through multiple social feedback loops of mini-behavioral sequences with ones' own family, with other families and peers, and with the FAST team of professionals and paraprofessionals. Multiple successful interactions with conflict explicitly blocked and with fun, laughter, conversation, sharing, build self-esteem.






	B. Developing Coping Skills

Increase adult coping skills through structure of FAST/experiential learning



	1. Modeling by the FAST team, which includes a graduated FAST parent in a paid position, offers opportunities for parents in 8 weeks to see watch accomplished other women in both professional and paraprofessional roles; learning through close and positive exposure; modeling by other FAST parents on distinct areas of accomplishment, hearing and seeing each others' successes helps to energize the mothers.

	2. Becoming comfortable in a public setting (usually the school) relating to large groups as a respected participant is gradually accomplished through the 8 weeks by making the connections within the context of your supportive family/children being with you, and by learning the routines through repetition so that you can have a sense of mastery.

	3. Articulating thoughts and sorting out solutions to problems of the family and of life, in a supportive context, enables you to practice talking it out in FAST during Buddy Time and during the Self-Help group for 2 years.

	4. Impulse control: FAST structure assures fairness and helps each person to wait for their turn to win the lottery, and wait for their turn to explain their scribble, etc. Getting in touch with one's own feelings, identification, acting them out, talking about them with the children.

	5. How to ask for help: FAST coaches are taught to bring resources/support to the parent and help the parent to assess when she needs extra support, during the FAST sessions, within a respectful relationship, and the parent learns how to use social support effectively, i.e. how to ask for it or say no thanks. In FASTWORKS, the parent can ask for help from other FAST families and or skillfully get family counseling or substance abuse treatment without shame.

	6. Social skills are practiced in context which is safe and positive; meeting new people, singing and eating together, making new friends, doing skills for confidant building, family social skills, small group social skills and large group.






	C. Opportunities for Parent Development in Community


	1. More involvement in FAST, and as a volunteer leader in schools

	2. More involvement in FAST as a paid parent liaison, paid by schools, etc.

	3. Increase parent involvement in self-help activities outside FAST or schools, e.g. further education, employment, church, community activities, family counseling, drug/alcohol treatment, etc.













Results and Evaluation of FAST




	1. Child Functioning Improves At Home and At School

Measurement of the functioning and mental health of the FAST child at home and at school, as reported by parents and by teachers, pre, post, and 2 year follow-up, using standardized instruments with established reliability and validity.



	2. Two Buffer Factors of Family Relationships and Social Supports, and Family Hope Reduce Child Abuse and Neglect

These two factors, the social support and the perception factors, identified by Reuben Hill, a family stress theorist and sociologist, buffer the family against the crippling, chronic and acute stresses of poverty.









Data Collection Procedures:



	1. Parents filled out the Quay Peterson's Revised Behavior Problem Checklist a mental health tool, Pre FAST, post FAST, 6 months later, 2 years later;

	2. Teachers filled out the Quay Peterson Revised Behavior Problem Checklist Pre FAST and post FAST, but very few participated in follow up;

	3. Parents were interviewed 2-4 years after graduating from the 8 week FAST to determine their perception of how they and the child are doing, and the amount of involvement with informal and formal support networks.







Analysis:



	1. Calculated means and standard deviations;

	2. Because there were no control groups, the FAST children were contrasted with three comparison groups:
	
			the published norms of the instrument for normal children and for clinical (emotionally disturbed) children 

			themselves over time: pre, post, 6 month follow-up

	



	3. Administered 2 tailed, paired t-tests to look for change over time and for level of significance.

	4. Aggregated follow-up responses to questionnaire on social involvement in community and with friends, and family perceptions;

	5. Conducted a factor analysis, rotated matrix, of responses to questionnaire to determine whether Hill's B and C factors clustered statistically.







Results:



	1. FAST children improved statistically significantly on mental health scores on several sub scales, pre, post, and 6 month and 2-4 year follow up. FAST seems using a standardized instrument with established validity to help parents help their children improve in school (by teacher reports) and at home, and these child functioning improvements seems to hold with repeated observations over time using the Revised Behavior Problem Checklist. They moved closer to the normal comparison group on every scale over time.

	2. 191 families reported that since FAST the parents have become more active in community activities, gotten jobs, returned to further education (44%), gone to church, stayed involved in FASTWORKS (28% never went to FASTWORKS) become more involved in children's school as partners; 35% reports that they had sought out counseling for mental health or substance abuse. After 2-4 years, parents were less isolated, had friends, more involved in the community. Of the FAST parent graduates, 86% said that they made new friends at FAST.

	3. Parents, 28% of whom had never attended FASTWORKS, reported 1)an increase in positive perception of child functioning at school, at home, the child's self esteem, the relationship with the parent, in their attitudes towards school, and 2)an increase in their positive perception of themselves as partners with the school, as powerful in helping their own child, and as having more self-esteem. Their attitudes seemed more positive and hopeful about their own prospects and about the community.









Awards and Recognition


Although FAST is not known to many of the child welfare professionals, it has
garnered numerous national awards starting in 1990, (with an Office of Substance Abuse
Exemplary Program Award) from an unusual range of different groups and has been put on a
number of short lists of exemplary, research based, programs. The recognitions have crossed
the divide of public and private sector organizations and types of federal bureaucracies and
funding streams, each of which has reviewed hundreds of programs to generate a short list of
10 to 20 model programs. This diverse recognition has implications for shared funding as
policy makers make decisions about how to institute widespread replication of research based
programs to help children. FAST is included on the following national shorts lists:



	U.S. Department of Education, OERI, School Wide Research Based Reform (top 27)

	Harvard/Ford Foundation Innovative Programs in Government (top 25 out of 1600)

	United Way of America: effective services for children and families (top 20) 

	Family Resource Coalition: model family support programs (top 30) 

	Administration for Children and Families family preservation/family support (top 15) 

	Office of National Drug Control Policy effective drug prevention programs (top 10)

	Office of Juvenile Justice and Delinquency Prevention (OJJDP) family strengthening programs to prevent delinquency (top 25) 

	Office of National Pupil Services programs for Safe Schools (top 12) 

	Family Service America: parent involvement programs for schools (national diss.)

	Communities In Schools: effective family strengthening process (national diss.)

	State of Wisconsin: statewide dissemination as Anti-Drug program through schools

	State of California: statewide dissemination as Juvenile Crime Prevention from Office of Child Abuse and Neglect Prevention




In 1998, Ms. Eloise Anderson recommended FAST as an excellent child abuse and neglect
prevention process to Polygram Records, which makes charity CD's through Hammer and
Lace. They released a record in summer 1998 highlighting FAST with many feature artists
singing for FAST including: Shania Twain, Patti LeBelle, Aretha Franklin, Joan Baez, Rod
Stewart and many others. It is called "Saving Grace" to raise awareness of the issues of
supporting families to reduce abuse and neglect.





Theoretical and Research Underpinnings of FAST



The theory underlying FAST is the family stress theory by Reuben Hill, and adapted
by Hamilton McCubbin. Hill studied and interviewed hundreds of families after the Great
Depression, and postulated that the impact of multiple stressors on families can be buffered by
two important factors: family social connectedness (within and across families) and family
attitude/optimism. The FAST program addresses both of these protective factors in order to
reduce the impact of multiple risk factors on the child (McDonald and Sayger, 1998). The interactive opportunities of the 8 week program pull together NIMH funded research from
the last two decades in child and family functioning, and apply findings from play therapy,
marital therapy, family therapy, and small group and community organizing practice
knowledge. Six distinct types of bonding and social connectedness are addressed each week at
the multi-family program with effective experiential activities bringing people together in
different combinations.





Ultimate Outcomes Expected 



Ultimate child outcomes:


 An elementary school/community which implements FAST should observe a decrease eventually in the likelihood of their adolescents:



	to fail at school/or be suspended

	to enter the court system

	to become addicted to drugs or alcohol

	to be out of control at home/or placed in residential care as adolescents.







Ultimate family outcomes:


Families which participate in FAST would have more friends, more informal and formal social supports, and would be less likely to abuse and neglect kids.







Intermediate Outcomes



Intermediate child outcomes:


The child identified at ages 4-9 by the teacher as being at-risk for later problems based on observed, within classroom behaviors, would demonstrate in just 8 weeks a reduction of mental health and behavior problems at school and at home, which would be maintained over two years, as reported by teachers and parents on standardly used mental health screening instruments with established validity and reliability (specifically on the RBPC/Quay-Peterson, 1987) in the areas of :



	conduct disorder

	motor excess

	anxiety/withdrawal

	short attention span







Intermediate family outcomes:


The families of the "at-risk" youth would attend FAST once, 85% would graduate from
FAST, and 50% would participate in ongoing monthly meetings over two years.


The families of the "at-risk" youth would report an increase in family closeness as
reported by parents on instruments with established validity and reliability (specifically on the
FACES III, by Olsen, with linear analysis by Barnes, 1993)


The parents of the at-risk youth would report a decrease in social isolation as reported
on instruments with established validity and reliability (specifically the Abidin scales)


The parents of the at-risk youth would report an increase in parent involvement in
schools on instruments with established validity and reliability (specifically the Epstein scale
and/or the Witte scale)


The parents would report an increase in friendships, in a feeling of partnership with the
school, and an increase in community involvement in a range of activities.









Who Gets Invited to FAST: Universal or "At-Risk" Families



In 1988, FAST was initially developed for 5-9 year olds (and their whole families) in
elementary school who were identified as being at-risk for later problems by teachers. The
teachers were in charge of referrals, and once the parents sign a release, the collaborative
FAST team makes home visits to recruit them into voluntary participation. This is the target
age and at-risk is the way in which the FAST program which has been so widely replicated.


In 1991, a "universal invitation FAST model" to younger children aged 3-5 was
developed by McDonald. With Center for Substance Abuse Prevention funding (1991-1996),
FAST was adapted and evaluated with Head Start and pre-school aged children and their
whole families. Whole kindergarten classrooms of children and their families are invited in
inner city Chicago schools, whole classrooms at second grade in inner city Milwaukee are
invited in Latino dominant and African American dominant schools, and in working with three
different Native American Nations, school-wide invitations to FAST have become traditional.
In Australia, the two neighborhoods with the highest rates of child abuse and neglect referrals
were identified, and the elementary schools serving those neighborhoods were invited to
become FAST schools. Universal invitations to FAST were made in the schools. FAST was
extremely popular with the participants and outcomes showed significant improvement in child
and family functioning in just 8 weeks.


Any two generation family is welcome at FAST: although the national profile shows
that 51% FAST families are married, in Madison, 95% of the parents are single mothers.
Grandmothers, uncles, etc. are all welcome; kids attend with an adult in the parenting role.


Each FAST site defines the population which the school wishes to invite, and this
varies widely in terms of social class, ethnicity, and culture. For example, in San Antonio,
Texas, FAST families are 80% Hispanic, and in Chicago and northern California the program
is run in Spanish (materials have been translated); in New Orleans, Louisiana., Newark, New
Jersey, and Flint, Michigan, FAST families are 100% black; in northern rural Wisconsin,
Iowa, Minnesota, North Dakota, FAST families are 100% white. In some California sites,
FAST families are multi-cultural demanding several interpreters. There have been 100%
Hmong/Asian families in several FAST groups in Wisconsin. Most FAST programs are a mix
of ethnicity and culture. Overall, nationally, FAST families are 51% white.


Literacy levels are not relevant to FAST since the program is set up to accommodate
two year olds to 85 year olds and their literacy respective levels. There are no written
materials for families. Migrant workers in Chicago reported finding out that they can help
their child succeed in school even through they were themselves illiterate in English and
Spanish. Very specific cultural adaptations are made at the family table by the participating
families to reflect their values and language. Cultural support of the FAST team is assured
with this rule: teams must look like the group families which is being invited to participate.


The average number of graduating whole families per 8 week FAST cycle is eight.
The largest number in a FAST graduating class was 24 families in San Jose, California, where
whole classrooms were invited. Because of evaluation purposes and in order to maximize two
year programming, five families must graduate to become certified.





Format
	

The name of the program is positive or neutral--not stigmatizing. Families and
Schools Together. It is not called: a program for mothers who might beat her children, or a
program for people who have no friends, etc.


There are three phases to the FAST program: outreach, engagement, and parent run monthly meeting.



	1. Outreach

Parent/professional trained recruitment teams doing home visits, Recruitment home-visits are usually done by a peer parent (paid position) with a community based agency, professional. Because many families have neither car nor phone, repeated visits are often made. FAST teams are trained in recruitment techniques, also based on research, for example, using Professor Doug Maynard's, University of Indiana, research on delivering bad news and getting high medical regiment compliance. Recruitment is systematically broken down into small steps (based on Professor Cialdini, University of Arizona) and families are encouraged to attend just one session to check it out. Over 85% of those families nationally who attend one session, graduate from FAST. Obstacles to attending are reduced by offering transportation, meals, and child care.



	2. Engagement

Eight, weekly, 2½ hours multi-family meetings, with highly interactive opportunities to have fun, with meals and prizes, and with a final, formal graduation ceremony for the families to recognize and celebrate their achievement. Retention of families is systematically achieved with contingent and non-contingent social and primary reinforcers. Every recommendation made by Professor Richard Barth (University of California-Berkeley) for reaching hard to reach families is followed. Parents most enjoy having a meal served to them by their child, having respite--through adult time and self-help parent group. Each family wins a "fixed" lottery (of $30 worth of prizes and a big dramatic event which looks like TV), and the parents hear about this at the home visit, but are told not to tell their children; they do not know when they will win--so it is a high maintenance reinforcer. Once the family has become the Winning Family, the next week they are requested to cook the meal for all of the participants, so they become the Host Family (FAST gives them money to feed 60 people). Children are extremely proud of their parents when they bring in the food. This is based on the reciprocity principle identified by Dr. Carl Dunst (and also Dr. Cialdini) which transcends all cultures; families do not passively receive, but rather as in a partnership, one week they get something special, and the next week they give back something special.



	3. Parent Run, Ongoing Monthly Multi-Family Meetings

Two years of monthly multi-family meetings which are run by FAST parents, for maintenance of change and social support networks. Parent leadership skills develop with support from the FAST Team, and they receive a budget with which to plan their activities. The location varies by community/site, but most FAST programs are held at the same school that houses the participating children.









Staff


A minimum of four staff, the FAST team for program implementation. One
represents the school, one represents a mental health, community based agency, one represents
a drug and alcohol community based agency, and one is a consumer/FAST parent from the
target population. The team can be much larger and include additional partners, reflecting the
unique community. The team make-up is based on the concept that family support and family
interdependence is the goal; however, if there are issues of substance abuse and addiction
which plaque the family, or issues of domestic violence or mental illness, than family support
will not be sufficient. By having the professionals there as a back-drop for personal self-referral on an as needed basis, we hope to facilitate self-initiated referrals to a now familiar
professional. FAST will train up to 10 members for the team. Volunteers are extremely
important as child care providers, and recreational coordinators, to assist the school partners in
developmentally appropriate projects and activities for the many FAST children--however
these decisions are made by each local FAST team. The size of the staff depends on the
number of families invited, the number of children in those families, and the level of behavior
problems of the target children. Larger numbers of families can be successful with universal
class room invitations, than "at risk.".





Session Content


There is no formal presentation nor session content. There is no
curriculum, and no teaching. Instead, social bonding is the goal, and connections are achieved
not through content, but through interacting in small groups and experiencing one another in a
systematically altered set of family interactions. Behavior change takes place and wellness
promotion occurs, and protective factors are built, without any lecture. Experiential learning
is woven throughout the interactive exercises and with the process instructions.


For example, parents are often told that they are in charge of their family--and then are
provided support from the team members to accomplish the evening successfully as they
transition their family from one activity to the next. Team members are taught how to relate
respectfully to the parents throughout the parent empowerment exercises of the FAST training,
and are explicitly blocked from relating directly to the children. Teams are trained to formally
welcome the Parents to the evening program, to give the parents information about what to do
next, and to acknowledge the parents authority with their children. Most of the evenings
interactions with the children are only with their own parents (except during peer activity
time). Activities develop or expand behavioral repertoires in which parents become
more in charge of their children and also have fun with one another. The parents direct the
communications with one another by taking turns, and making positive inquiries, and the
parents are helped to successfully block conflict.


Thus, the session "content" is determined by who is bonding with whom:



	1 hour: WHOLE FAMILY UNIT: meal, songs, games of drawing and talking, miming feelings and talking about them, all at a family table designated by a family flag; interactional rules determined by research by Alexander; Minuchin; Satir; Wolin.

	1 hour: PEER ADULT TIME/PEER YOUTH TIME:
	
			15 min. Parent to parent--couple therapy, R. Stuart; adult intimate support, Belle

			45 min. Parents in Self-help Peer Group--parents find their own group voice and social connection to help each other help their children succeed in school and at home; based on research by Wahler; Egeland; Cochran; Wolf.

			1 hour Youth peer groups--developmentally appropriate activities are organized for youth peer groups; each site identifies their own activities.

	



	15 min. ONE TO ONE TIME: Parent/at-risk child--"special play", interactional rules are to not teach, not boss, and not criticize, and to follow the child's lead with full positive attention; research originally by Kate Kogan, Univ. of Wash./also documented by Barkeley; Webster-Stratton; Guerney; Greenspan; Shedler & Bloch.

	15 min. FULL GROUP Lottery, closing circle, announcements, and ending ritual "Rain" Parents with School and Community professionals, and everyone together sharing routines that are fun and positive.




Every week the structure is the same, with small exceptions for session l, 5, and 8; the first
night there is a family flag to construct and introductions; session 5 is a family discussion on
substance abuse; session 8 there is a graduation ceremony at the end.







Conclusion


I suggest that we can do something to help children in toxic environments. We can
systematically provide research and theory based family support programming which enhances
protective factors in potentially abusive and neglectful homes. Thus, children can experience
positive parental, familial and peer bonds and sustain their optimal functioning over time.
Basic supports of parents must include economic supports, health care supports, and informal
and formal social supports. FAST-like family support programs can enhance development of
positive informal and formal social support networks which parents need.


The motivation for providing this should come out of respect for all parents and basic
social responsibility. At the same time, it make fiscal sense to start early. You pay now or
you pay later. In collaboration with schools, Head Starts, or daycares, universal FAST groups
make fiscal sense: a dollar for prevention and early intervention saves many dollars down the
road. Doing outreach and home visits and bringing families of young children together in
clusters supports the family strengths, informal networks, and builds community: Circles of
FAST families reduce neglect and abuse of children.



	McDonald, et al., 1991 Social Work in Education

	McDonald, et al, 1997, Families in Society

	McDonald and Sayger, 1998, Drug and Society
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Introduction



	1. All states have statutory provisions outlining programs of protective services for
children who are abused and neglected. These laws have been shaped in very important ways by
two federal initiatives: The Child Abuse Prevention and Treatment Act of 1974 and The
Adoption Assistance and Child Welfare Act of 1980. Now, The Personal Responsibility and
Work Opportunity Act of 1995 has changed the nature of the federal commitment in child abuse
and neglect and may affect future state legislation.

	2. The focus of the state abuse and neglect laws is on three discrete, but related situations
in which protection of the child in danger of abuse or neglect arises. These are: (1) the decision
to remove the child from its home; (2) the efforts to return the child to its home, once it has been
removed; and (3) the decision to terminate parental rights and place for adoption.

	3. Underlying these laws is the assumption that living in a permanent family relationship
is in the best interest of children. Therefore, the law seeks to promote and protect that kind of a
living situation for children.

	4. This presentation looks briefly at each of the three areas, listed above, and describes
the objectives of the law, how those objectives were to be attained and some of the problems that
have arisen.







I. Preventing Child Abuse and Neglect



	1. Mandatory Reporting Laws

	
			A. Child abuse and neglect laws are products of the 20th century. In the beginning
they were directed at removing children from unsafe situations. Beginning in the 1960s child
abuse legislation focused on identifying abused children and protecting them from abusive
treatment. By the 1970s most states had mandatory child abuse reporting laws. These laws
aimed at identifying abused children and setting in motion legal procedures to investigate the
child's situation and either to provide services for them in their own home or to remove them from their home and place them in a safer environment.

			B. High caseloads have been a significant issue in the functioning of the abuse
reporting and investigating system.

			C. Child abuse reporting resulting in unfounded cases has raised issues of the
tension between parent's rights and children's rights.

	




	2. Maintaining Children in Their Own Home

Early efforts at removal of children from unsafe conditions placed children in orphanages.
As knowledge of child development grew and the value of a family setting was recognized, the
solution of choice for neglected and abused children became foster homes instead of orphanages.
In the latter part of this century, we began to recognize that the child's interest was best served by
a permanent home -- either with its own family or an adoptive family. As a result, efforts for
children now begin with concern about their own family and focus on helping families at risk.


The Child Abuse Prevention and Treatment Act of 1974 established the national Center
on Child Abuse and Neglect to make grants to states to implement child abuse and neglect
prevention programs. In response, states established Child Abuse and Prevention Boards to
make grants with an emphasis on early intervention.


There is increasing recognition that one of the most productive approaches to helping
children at risk is early intervention. Proposed legislation in Wisconsin that allocates 2% of the
corrections budget for prevention is an example of an initiative that recognizes the importance of
early intervention.


The Adoption Assistance and Child Welfare Act of 1980 required states as a condition for
receiving federal reimbursement for foster care to create social programs to help the family
before a child is at risk and to prevent the need for removal. These services include, for example,
temporary child care and counseling services.


Currently there is considerable policy concern about the failure to remove children who
are subsequently severely injured (Joshua DeShaney) or killed (Eliza Izquierdo). These cases
have brought criticism of efforts to have children remain at home in the face of concern about
abuse.




	3. Guardians ad litem

Another program for providing children in neglect and abuse proceedings with additional
protection has been the guardian ad litem. The Child Abuse Prevention and Treatment Act of
1974 required that "in every case involving an abused or neglected child which results in a
judicial proceeding a guardian ad litem shall be appointed to represent the child in such
proceedings. . ." The law specified neither what the duties of the guardian ad litem are or what
qualifications that person should have. Almost all states now have a statutory provision for
guardians ad litem; some require the guardian ad litem to be a lawyer; others do not.








II. Reuniting Families



	1. Foster Care Drift

Once a child is removed from its own home, the focus of the law is on returning the child
to its family as soon as it is feasible. However, rehabilitating dysfunctional families is time
consuming and expensive and children often stay in foster care for long periods of time.



	2. Reasonable Efforts

The Adoption Assistance and Child Welfare Act of 1980 required states to make
increased efforts to reunite families. When a child is removed from its home, "reasonable
efforts" must be made to bring about quick and eventual reunification of the family. Drug and
alcohol abuse counseling, parenting classes and family counseling programs are examples of
"reasonable efforts." To monitor these reasonable efforts the federal law required states to keep
records of children in foster care and to develop individualized permanency plans for each child.
Every six months a judicial or administrative review of a child's plan was required with eighteen
months set as a goal for reuniting the family or terminating parental rights to free the child for
adoption.


The requirement of reasonable efforts raises questions of whether provision of available
services qualifies and whether agencies with unreasonably high caseloads make reasonable
efforts.




	3. The Tension Between Parent's Rights and Child Protection

The review process for reasonable efforts has created a body of law dealing with
notification of parents, the extent of agency efforts and related issues.









III. Termination of Parental Rights and Placement for Adoption - Planning for Permanent Accommodation



	1. The objective of a termination of parental rights proceeding.


If a child cannot be returned to its own family, the law provides for termination of parental
rights so the child can be placed for adoption and thus provided with a permanent home.



	2. Continued tension between parents' rights and children's needs.


The tensions between the right of parents to get more help and the need to expedite the
process to accommodate the different time scale of children have been the topic of much public
policy debate. The requirement that reasonable efforts be made to rehabilitate families has
resulted in some lengthy delays in the process of moving children to permanent homes.



	3. For some time, the trend has been toward reducing requirements for reasonable efforts to
rehabilitate and expediting procedures to place the child in a permanent home. The federal Adoption and Safe
Families Act of 1997 changes the law so that reasonable efforts to reunify families are not required in
certain situations where the health and safety of the child may be at risk. These include cases where the
parent's rights to a sibling have been involuntarily terminated, where a court has found the parent has
subjected the child to aggravated circumstances, such as abandonment, torture, chronic abuse and sexual abuse,
or where the parent has been involved in a homicide of another child or has assaulted the child or a sibling
resulting in serious bodily injury.


The Adoption and Safe Families Act also provides that, if a child has been in foster care for
15 of the most recent months, the state must file a petition to terminate parental rights.



	4. Today, a new issue is gaining public notice. Concern is being expressed about
parentless children. Studies show that the numbers of children whose parental rights have been
terminated but who are not -- and may not be able to be -- placed for adoption have increased
significantly. In a Michigan study, the number of these children in that state has increased from 1752 in
1986 to 2020 in 1992; in a New York study, the number in that state has increased from 732 to 2495 between
1987 and 1991.



	5. States are now searching for ways to respond to this problem. An example of one approach is the court rule adopted by the West Virginia Supreme Court that prevents the termination of parental rights without an accompanying permanent placement. This rule is an attempt to deal through court procedure with the problem of inadequate resources to help children find safe families. Hopefully, it will prod policy makers into providing more resources.



	6. The federal Adoption and Safe Families Act of 1997 requires that, when a termination of
parental rights proceeding is brought, the state must concurrently recruit, process and approve a qualified
adoptive family. The Act also establishes a mechanism for incentive payments to states that successfully
increase foster child adoptions.
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Much research suggests that television viewing is related to a host of negative outcomes
in children. Studies have found that television viewing is associated with aggression, a
"desensitization" to violence, and increased fear (Wilson et al., 1997). Given that children's exposure to television is inevitable,
parents may wonder what they can do to protect their children from experiencing these and other
negative effects. The purpose of this paper is to discuss one option for controlling children's
television viewing: the use of television ratings. More specifically, this paper will briefly
describe the history and development of television ratings, discuss three of the major problems
associated with television ratings, and then finally point out some of the other methods that are
available to help parents cope with the presence of television in their children's lives.


The Telecommunications Act of 1996 declared that, within two years of its passage,
televisions be manufactured with a V-chip. The V-chip will permit parents to block television
programs that they feel are objectionable or problematic by working in conjunction with a
television rating system. That is, television programs (except news and sports) would receive
ratings, and then parents could use these ratings to decide which programs they wanted to block
out. It is clear, then, that the effectiveness of the V-chip depends in large part on the utility of a
television rating system.


The first system that was unveiled was developed by the entertainment industry. This
system, called the "TV Parental Guidelines," went into effect in January of 1997 and was quite
familiar. The reason for its immediate familiarity was that the system was based on the Motion
Picture Association of America's (MPAA) rating system for movies. The MPAA ratings include
the following four ratings: G, PG, PG-13, and R. Similarly, the original TV Parental Guidelines
included the following four ratings: TV-G (general audience), TV-PG (parental guidance
suggested), TV-14 (parents strongly cautioned), and TV-MA (mature audiences only). One
difference between the two systems is that the TV Parental Guidelines included a separate, two-level rating system for children's programs: TV-Y (all children) and TV-Y7 (directed to older
children).


With the exceptions of the children's rating system, the addition of "TV" before each of
the ratings, and a few minor changes in the ratings themselves, the TV Parental Guidelines were
virtually identical to the movie ratings. Both the MPAA ratings and the TV Parental Guidelines
are "age-based" systems in that they generally recommend or discourage viewing based on how
old viewers are. In other words, the rating TV-14 suggests that a program should not be viewed
by children who are under the age of 14, while the rating TV-G suggests that a program is
suitable for viewers of any age. Neither rating system provides any indication of what kind of
material or content is in a given movie or television program or why it might be inappropriate for
viewers of a certain age.


Although the intention to create a television rating system was certainly commendable,
there were many problems with the system that was developed. The first major problem with
the system was that it was not what parents wanted. Numerous national surveys were conducted
to assess parents' preferences regarding the television rating system. And, in the majority of the
surveys that were conducted, overwhelming support for a content-based rating system as opposed
to an age-based system (such as the TV Parental Guidelines) was found.


One such study polled a random national sample of nearly 700 local-unit members of the
National Parent Teacher Association (Cantor, Stutman, & Duran, 1996). It is important to note
that this survey was conducted before the original TV Parental Guidelines were unveiled, and so
parents were asked to report their preferences before having had experienced any one particular
television rating system. In this study, members of the National PTA received a
brief survey in the mail assessing, among other things, their attitudes and preferences regarding a
television rating system. For example, the parents were asked if they would prefer a
television rating system that indicated what kind of content was in a program or if they would
prefer a system that indicated the age of the child that the program is appropriate for. Their
findings revealed that 80% of parents said they would prefer a content-based system over an age-based system, while only 20% said they preferred an age-based system over a content-based
system.


Using two other questions, the authors again found that parents overwhelmingly wanted a
content-based system. For example, parents were also asked to choose whether they would
prefer a television rating system that provided content information or one that provided an
evaluation of the program. And, in a third question, parents were asked whether they would
prefer a system that provided separate ratings for television content or a system that gave one
summary rating. In response, they found that 82% preferred a content-based system over an
evaluative-system, and 80% preferred a content-based system over a system that provided one
summary rating.


These findings clearly revealed that parents wanted a system that would alert them to
potentially problematic content and not one that made evaluations or recommendations for them.
This makes sense, for parents certainly know their children the best of anyone, and they may be
differentially concerned with different kind of television content depending on the particular
child in question (Cantor, Stutman, & Duran, 1996). For example, a parent may feel that he or she has an
exceptionally mature 10-year old who could easily cope with hearing bad language or seeing
sexual situations on television. However, this parent may be very concerned about the child's
reaction to violent television and may want to shield the youngster from programs with violent
content. This parent, then, would not want to rely on the industry's age-based recommendations
and would probably prefer to know what kind of material is in a certain program and then decide
whether it was appropriate for his or her child. Certainly, these parents would not find the age-based TV Parental Guidelines very helpful in monitoring their children's viewing.


The second major problem with the TV Parental Guidelines was that they were not likely
to effectively warn parents about what kind of objectionable content (e.g., violence, sex, coarse
language) television programs with certain ratings would contain. In other words, the TV
Parental Guidelines were not likely to be very informative because the specific ratings would
probably not be indicative of any particular kind of television material. These speculations are
based on the fact that the rating system that the TV Parental Guidelines were based on--the
MPAA rating system--has been shown to be ineffective in clearly communicating what kind of
content coincides with particular movie ratings.


For example, in two consecutive years, it was found that the various MPAA ratings bear
little relationship with various types of content (Cantor & Harrison, 1996; Cantor, Harrison, & Nathanson, 1997). These data came from content analyses conducted for the first and second
years of the National Television Violence Study, a three-year project funded by the National
Cable Television Association. The content analyses contained information about whether the
movies collected as part of the sample contained an MPAA rating and/or a content rating, such as
those provided on the premium cable channels, HBO, Showtime, and Cinemax. If a particular
movie contained both kinds of ratings, the data sets indicated which particular MPAA and
content ratings it had received. This allowed us to examine the relationship between MPAA
ratings and a movie's content, as determined by the premium cable channels.


In both years, no clear pattern between the MPAA ratings and the content codes was
found. This was particularly true in the case of PG-rated movies (see Figure 1). For example, in
the analysis of the second-year data, we found that 22% of the movies contained a combination
of language and violence. In addition, another 22% contained a combination of language and
sex. Another 18% contained violence only, and another 15% contained language only. What
this reveals is that virtually any kind of content, or combination of content, is likely to appear in
a PG-rated movie.
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Figure 1. Distribution of Language, Sex, and Violence Codes in PG-Rated Movies




The fact that the MPAA ratings do not clearly communicate what kind of content will
appear in a certain movie is problematic for parents who want to shield their children from
specific types of content. And clearly, as the numerous national surveys have shown, most
parents do want to know what type of content is contained in a given program. Since the TV
Parental Guidelines are based on the MPAA rating system, we should only expect the television
ratings to be just as uninformative as the movie ratings.

In fact, there is some recent evidence that the TV Parental Guidelines provide little
information about what kind of content is contained in television programs. In an analysis of the
third year of content analysis data collected for the National Television Violence Study, Cantor and Nathanson (1998) were able to provide the first comparison of the TV Parental Guidelines
and television program content. In this analysis, the authors compared the presence of the
various TV Parental Guidelines with the presence of violence in the programs. The presence of
violence was determined by coders who had watched all of the programs analyzed in the data and
used specific criteria to identify the presence of violence. Cantor and Nathanson found that, for
programming directed at general audiences, the TV Parental Guidelines provided no indication of
the presence of violence. That is, programs rated TV-PG were equally likely to contain violence
as programs rated TV-14. Another way of saying this is that a parent who wants to shield his or
her child from televised violence is no better off selecting programs rated TV-PG than selecting
programs rated TV-14. Hence, the analyses of the movies seemed to accurately predict the
uninformativeness of the TV Parental Guidelines regarding their ability to communicate the kind
of content that is associated with various ratings.


The third major problem with the TV Parental Guidelines was that it was likely to attract
children to the very content that parents want to shield them from. In other words, it is likely that
a child who sees a program that is rated TV-14 will be more interested in seeing the program--simply because of its restrictive rating--than a program that is rated TV-G. These speculations
are based on two years of research conducted for the National Television Violence Study
(Cantor & Harrison, 1996; Cantor et al., 1997). Although the procedures and methods differed
somewhat across the two years, the studies were quite similar and produced very similar results.
For simplicity's sake, the more recent research will be presented.


Cantor et al. (1997) conducted an experiment with children in Milwaukee who ranged in
age from 5 to 15. All of the children in the experiment received booklets that were designed to
resemble a TV Guide. More specifically, the booklets contained the titles of fictional movies and
descriptions of their major story lines. All of the children read the same titles and descriptions;
however, one group of children was told that one of the movies they read about was rated G,
another group of children was told that the same movie was rated PG, another group was told it
was rated PG-13, another group was told it was rated R, and finally, the
fifth group did not receive any information about the program's rating.


The children were asked to read the titles and descriptions (the younger children, who
may have had difficulty reading, had adult research assistants read the titles and descriptions to
them) and then rate how much they wanted to see each movie on a scale from 1, meaning they
would "hate to see it" to 5, meaning they would "love to see it." The children were told that these
ratings would constitute "votes," and that they would get to see the movie that received the most
votes.


For the movie associated with the various MPAA ratings, we found a strong effect of the
ratings on children's interest in the movie. We found that older children (ages 10-15) were most
interested in the movie when they thought it was rated either PG-13 or R. However, interest was
lowest when older children believed the movie was rated G (see Figure 2). In addition, we found
that aggressive younger children and younger children who were heavy viewers of television
were also most interested in the movie when it was associated with a more restrictive movie
rating. Clearly, then, the age-based MPAA ratings made restricted movies more interesting to
children, while movies deemed appropriate for children (e.g., movies rated G) became less
interesting.
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Figure 2. Effect of MPAA Ratings on Older Children's Interest in a Movie




To understand whether any kind of rating system would have the same effect on children ,
we also compared the effect of a content-based rating system on children's interest in movies.
One of the other movies described in the children's booklets was randomly associated with a
violence designation in a manner consistent with how the various premium channels display
ratings. That is, all of the children read the same title and movie description; however, one
group of children was led to believe that the program was rated "V: Violence," another group
believed it was rated "MV: Mild Violence," another group believed it was rated "GV: Graphic
Violence," and a fourth group believed the movie had no rating.


In contrast to the effects observed with the MPAA ratings, we found that the content
indicators had no effect on children's interest in viewing the movie. In fact, younger children
tended to shy away from the movie when they believed it contained various levels of violence.
Hence, it does not appear that every rating system will necessarily attract children to restricted or
objectionable content. However, it does seem that the age-based MPAA ratings entice children
to the content parents want to protect them from. By extension, we should expect that the TV
Parental Guidelines, because they are so similar to the MPAA ratings, will also attract children to
restricted content.


One possible explanation for why these different effects were observed for the two rating
systems is that the age-based MPAA system increases children's curiosity in a movie by failing
to indicate what is objectionable about the content and simply forbidding children of a certain
age from seeing it. The content-based system, on the other hand, does not make any
recommendations about who should or should not see the movie; it simply describes its
contents. Children may be less allured by simple content information, but may wish to defy
restrictions placed on them by seeking out the content that is forbidden and seeing for themselves
why it is considered objectionable.


Hence, the original TV Parental Guidelines were problematic for three primary reasons:
they did not reflect the kind of television rating system that parents wanted, they were not likely
to (and, in the case of violent content, they did not) clearly communicate the kind of content that
programs contain, and they were likely to attract children to problematic content rather than repel
them. Given these problems, it is likely that parents are still wondering what it is that they can
do to protect their children from television they consider to be harmful.


Fortunately, however, the TV Parental Guidelines were revised. Because of the intense
criticism that the system received, the industry (with the exception of NBC) agreed to modify the
existing system to include ratings that would indicate what kind of content appears in programs.
Thus, the letters V, S, L, and D were added to indicate the presence of violence, sex, language,
and suggestive dialogue, respectively. The letters "FV" (indicating "fantasy
violence") were added to the children's ratings to indicate the presence of "more intense"
violence in children's programs. The revised TV Parental Guidelines went into effect in October of 1997.


However, the revisions to the system did not eliminate the age-based component. Instead,
content indicators were simply added to the age-based ratings to communicate why a certain
program received the rating that it did. Thus, programs now receive ratings such as TV-PG-L,
or TV-14-V, and TV-MA-S. And, depending on what age-based rating a program receives, a
parent can determine the level of violence, sex, and language that it contains. For example, a
program rated TV-PG-V indicates that the program has "moderate violence," a program rated
TV-14-V indicates that the program has "intense violence," and a program rated TV-MA-V suggests that the program has "graphic violence."


Unfortunately, this system is rather confusing. Moreover, there is very little information
readily available that describes what the content letters mean and how they work in conjunction
with age-based ratings. For example, one little known component of the revised TV Parental
Guidelines is that programs that have different kinds of contents appearing at different levels of
intensity will not receive a rating that reflects the diversity of its content. That is, if a program
has strong coarse language (and therefore deserves to be rated TV-14-L) and moderate violence
(and therefore deserves a rating of TV-PG-V), only the TV-14-L rating will be displayed. Hence,
a parent who wants to shield his or her child from programs with any kind of violence, regardless
of how frequently or intensely it occurs, will find the revised TV Parental Guidelines misleading.
Therefore, although the revised ratings are certainly a step in the right direction, they are still
plagued by many problems.


Fortunately, parents need not rely on the television ratings to block out certain programs.
Thanks to new technologies, parents will be able to purchase set-top boxes and some new TV sets that will
permit them to block unrated programs or to block by channel and/or by the
time a program is aired (Cantor, 1998). Thus, even with a problematic rating system, parents may
exert some control over what enters their homes.


Theoretically speaking, then, the television ratings provide one way for parents to
protect their children from witnessing what parents judge to be potentially harmful television.
In practice, however, it seems that effectively using the currently-existing television rating
system is a considerable challenge. Hopefully, with the continued development of technology,
more methods will emerge that will help parents gain the control that they desire over the television
content that enters their homes.
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Work Group Report: National Parents' Organization

Workgroup Summary: Parenthood in America Conference


April 21, 1997

National Parenting Education Network



Background


In 1995, an ad hoc group of national leaders in parenting education and family support began meeting to consider the "future of parenting education." Despite phenomenal growth in this young field, there exists relatively little organizational support specifically focused on networking, professional growth, knowledge development, and standard-setting among this important group of practitioners.


The National Parenting Education Network (NPEN) is the result of nearly three years of meetings and discussions spawned by this original group. Building step by step, NPEN is developing a national organization to advance the field of parenting education. Progress has been rapid and exciting, including the creation of a volunteer management team and task forces that are conducting projects in critical areas relevant to parenting education.


Over the past year, several NPEN presentations have been made at major conferences and the NPEN management team welcomed the opportunity provided by the Parenthood in America Conference to meet with other parent educators and to take important next steps in strengthening and expanding NPEN. The time spend together was extremely useful for gaining more insight into the major needs expressed by parenting educators, for setting priorities, and for achieving consensus on next steps.





Format of the NPEN Workshop:


Approximately 80 people attended the workshop including 9 members of the management team. The session was chaired by Rae Simpson of the MIT Family Resource Center, who is the founding chair of NPEN, and Anne S. Robertson of the ERIC Clearinghouse on Elementary and Early Childhood Education, who is the interim chair. Professor Robert Bright of the University of Wisconsin served as the facilitator for the workshop, arranged through the generosity of the conference organizers.


During preconference planning it was decided that after a brief welcome, history of the organization, and information on the current status of the organization--including the difficulties that the group is facing--the participants would have an opportunity to provide important feedback that would assist with resolving some of those difficulties.


Professor Bright asked for the group's consensus on a direction to proceed. There was a clear endorsement, without dissension, to develop the concept of a central clearinghouse focused on identifying, collecting, and disseminating high quality, culturally appropriate parenting education information. This clearinghouse would provide easy access to parenting education resources as well as facilitate collaboration with existing organizations and databases that are currently providing various aspects of this service.





Workshop Discussion on Key Issues Regarding a Parenting Education Clearinghouse:


Many of the participants expressed a feeling of working in isolation and a need not only to link with other parenting educators but also to expand their professional abilities through access to additional training. Some comments from the session are as follows:


	I would like to endorse a clearinghouse for information. I do a center in Boston and a lot of people think it is a clearinghouse. I get a lot of calls and try and send information out when I can. We need information on training, degrees, and courses available. This mechanism would be important.

	We need to make sure that collaboration is not just rhetoric.

	We feel isolation. . .we are nowhere [North Dakota]. Often we can't run a curriculum "as is" from where we are. We don't have time to re-do curricula. We need more resources. I want access to organizations and systems that will deal with the isolation many of our parenting educators feel.

	Parenting programs are hard to find because they are embedded and funding changes each year.

	We [Parents As Teachers state affiliate] look for a way to give our parent educators some kind of credibility. For example, we offer a certificate to become a prevention specialist. I see a tiered system with many continuing education units. (CEU)

	We need to consider, at what point and to what extent will we be linking to parents with disabilities.

	I endorse the idea of a database of programs with evaluation and research. What works and doesn't work? How can we tie this in with child abuse prevention and neglect initiatives?

	Aiming to be inclusive is correct in terms of philosophy and orientation. What about best practices?







Task Group Breakout Session:


Professor Bright next encouraged participants to "vote with their feet" and make a commitment to a task group to develop a more detailed statement of parenting educators' information needs. Participants split into smaller task groups and spent the next hour discussing issues that were relevant to specific areas. Rae Simpson, Anne Robertson and Professor Bright visited the various task groups to listen to comments, gather key ideas and briefly summarize those comments before lunch.





Management Team Lunch Session:


The management team met again during lunch to analyze the morning session and develop a plan for presenting the afternoon session. The team identified six areas of consensus that seemed to emerge from the morning discussion, and it was decided that the best use of the group's time was to highlight areas of consensus and get the group's input, incorporating any suggested changes.





Afternoon Session and Next Steps:


Anne Robertson presented the areas of consensus that appeared to emerge from the morning meeting, and Professor Bright facilitated the discussion, encouraging the group to think of steps that could be taken in these areas during the next six months to a year, and to prioritize those recommendations. One area of critical concern was standards and competencies for parenting education. However, after discussion, consensus was reached to consider this a long-term goal, since it would be impossible to validate competencies in parenting education without first developing the clearinghouse of parenting education resources and performing a comprehensive assessment.


By the close of the afternoon session, consensus was reached on five major immediate recommendations, including one key project, and participants had the opportunity to sign up for a task group and for participation in the general National Parenting Education Network effort.


The group identified the following needs of the field that should to be addressed simultaneously as part of the development of a Parenting Education Clearinghouse:



	Outreach
Building on the goal of inclusiveness, NPEN will actively seek out and engage parenting educators who are knowledgeable in, and have resources about, culturally diverse parenting practice.



	Regional and State Parenting Education Contacts
Build a regional and local network of people involved with parenting education.



	Parenting Education Web site
Build and maintain a Web site with high quality parenting education resources and links to existing resources and other databases, and link to parenting information embedded in other sites so that it is accessible to practitioners.



	Funding
Build the financial resources needed to develop these services requested by parenting educators, through networking, proposal writing, donations, and project development.






All of these activities lead to two overarching outcomes recommended by the group to be accomplished within the next six months to one year. One is the development of a Parenting Education Clearinghouse. The second is the development of a permanent structure that would support the needs identified by parenting educators to advance the field of parenting education.





Key Project from the National Parenting Education Network Workgroup:

The Parenting Education Clearinghouse Project


There was clear consensus from the conference participants that there is a need for easy access to high quality, culturally appropriate resources for parenting education through a single point of access. Discussions on this issue have contributed to momentum toward the creation of such a clearinghouse for several years.


The National Parenting Education Network has emerged from parenting education professionals' desire to share information and resources which has been done informally for several years. Parenting education may become over-shadowed by family support or parent advocacy initiatives, and parents' questions regarding such topics as child development, nutrition, health, and appropriate child discipline can be lost in the larger program context. A key discussion on this topic occurred during a Wingspread Conference hosted by Family Resource Coalition of America (FRCA) in October 1997 and attended by NPEN management team members Harriet Heath and Anne Robertson. It was clear that there was a desire for more resources for parenting and family support, but that there was also significant concern that existing resources in parenting education did not include respectful, culturally diverse information.


Any clearinghouse focused on resources for parenting education would need to actively seek out, gather together, and likely develop, appropriate resources for culturally diverse parenting and family support practice. Dissemination of this information (in response to questions and proactively through publications and presentations) would be a primary objective of such a clearinghouse.


Other discussions on this topic followed in November of 1997 at the National Council on Family Relations (NCFR) conference and at the Families, Technology and Education (FTE) conference. There was also informal dialogue on the value of building support the early childhood parenting education professionals at the 1997 National Association for the Education of Young Children(NAEYC) conference. Clearly, the need for access to parenting education resources and support crosses organizational and professional lines and could serve as a principle that links organizations together and reduces the embeddedness of parenting education in other fields.


With the conceptual endorsement of this idea by the participants of the Parenthood in America Conference, the group decided that the National Parenting Education Network and the Parenting Education Clearinghouse could serve as catalysts to address the identified needs of the field asset out here.
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Work Group Report: National Parents' Organization

Organizing Parents



Purpose:


This work group was based on the premise that a national parent organization similar to the
American Association of Retired Persons is needed because the interests of parents and children are
not adequately represented in our society and political system. It focused on identifying ways of
representing and advocating for the some 62 million parents across the United States through a
national parents' organization.





Procedure:


The work group of 40 individuals began with panel presentations by Kerby Alvy (Effective
Parenting Campaign), Sylvia Ann Hewlett (National Parenting Association), Selene James (Family
Resource Coalition), Sara Mahoney ( Parents Magazine), and Jane Shibilisky (National Parent
Teachers Association). The group broke out into five subgroups with the assignments of identifying
issues important to all parents, the functions of an umbrella parent organization, the structure of such
an organization, and a process for creating that organization.





Results:


The following ideas were generated by collating the material produced by the five subgroups:



Issues:



	1. Family supportive tax structure
	
			a. Dependent deductions

			b. Child allowances

			c. Pretax savings accounts

	



	2. Values & character development

	3. Schools
	
			a. Safety

			b. School based services

			c. Start public education at age 4

			d. Developmentally appropriate educational system

			e. Quality control and class size

			f. Parental involvement

			g. Latch-key children

	



	4. Safety
	
			a. Home

			b. Child care facilities

			c. School

			d. Community

			e. Weapon access

			f. Sexually transmitted diseases

			g. Motor vehicle access 

			h. Access to drugs, alcohol, and tobacco

	



	5. Family friendly workplace
	
			a. Realistic hours

			b. Flexible schedules

			c. Accessible, affordable child care

			d. Lactation support

			e.  Paid family leave and sick child days

	



	6. Child care
	
			a. Quality (standards)

			b. Accessible and affordable

			c. Professionalization

	



	7. Health care
	
			a. Affordable health care for all

			b. Dental and mental health benefits

			c. Family centered health care

			d. Child development specialists in all pediatric clinics

	



	8. Media
	
			a. Effective ways to control

			b. Responsibility of society, not just parents, to protect children

	



	9. Parenting skills
	
			a. Information

			b. Parent support groups

			c. Family centered meetings

	



	10. Family planning
	
			a. Birth control covered by insurance

			b. Infertility treatment

			c. Adoption

	



	11. Housing
	
			a. Tenant rights

			b. Mortgage availability

	









 Functions of a Parent Organization:



	1. Advocacy & lobbying

	2. Policy development

	3. Member benefits

	4. Education

	5. Clearinghouse

	6. Collaboration

	7. Technical assistance

	8. Seal of approval for family friendly organizations and activities







Structure of a Parent Organization:



	1. Individual memberships through other organizations and direct
	
			Local organizations

			State and regional

	



	2. Organization memberships

	3. National Staff
	
			Washington 

	









Contemporary Scene: (Plethora of child-parent organizations)



	1. National Parent Teachers Association (6.5 million members)
Washington office for advocacy; state and local organizations



	2. National Parenting Association (7.5 thousand members)
Policy "think tank"



	3. Parents magazine
Publication



	4. Family Network (100 thousand members)
Member benefits and corporate clubs



	5. Family Resource Coalition
Professionals, resources for parents



	6. Parent educational and training organizations
Parent education



	7. Information clearinghouses (ERIC, etc.)
Parent education, advice, communication



	8. Parent educator organizations










Recommendations:



	1. Create a task force or steering committee to explore organizing parents ("United Parents")
	
			Draw on conferees

			Seek funding to support steering committee meetings
			
					Foundation

					Existing organizations

					Corporations

			

		

	



	2. Create a mission statement for an umbrella parent organization
	
			Bumper sticker slogan

			Parental Bill of Rights (Hewlett and West)
			
					Time Bind Relief
					
							Paid parenting leaves, flexible workplaces, part time career ladders, and tax breaks for at home parents.

					

				

					Economic security
					
							A living wage for parents, child allowances, eliminate sales taxes on children's necessities, such as diapers and car seats.

					

				

					Legal structures
					
							Premarital counseling, family marriages, child-oriented divorce. Favor two-parent families in welfare reform.

					

				

					Supportive environment
					
							Represent parents in political system. Extend the school day and early childhood education.

					

				

			

		

			Parental rights stem from rights of children
			
					Right to nurturing parents

					Right to education

					Right to health care

			

		

	



	3. Identify existing parent organizations and organize a meeting of their leaders
	
			(NPTA, NPA. Family Network, National Partnership for Women and Families, Children's Defense Fund, Children's Partnership, etc.)

			Seek foundation funding for such a meeting

	



	4. Identify stakeholders
	
			Parents, grandparents, foster parents, caregivers, teachers, youth, Headstart, corporate human resources (AMA, CDF, CED, NGA, NIA, NCFR, NASL, AARP, religious organizations, National Bankers Association, National Insurance Association, University Extension, Family Research Coalition, NACT, American Academy of Pediatrics, American Academy of Child and Adolescent Psychiatry, National 9-5, Fortune 500, Focus on the Family, National Association of CEOs, Promise Keepers)

	



	5. Conduct a parental awareness campaign
	
			Parents undervalued and unsupported

			Identify persuasive spokespersons
			
					Dr. Berry Brazelton, Bill Bradley, Bill Cosby, Hillary Clinton, Dr. James Dobson, Marion Wright Edelman, Al Gore, Sylvia Ann Hewlett, Jesse Jackson, Michael Jordan, Paul McCartney, Rosie O'Donnell, Governor Roy Romer, John Travolta, Oprah Winfrey
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The Battle for the Best Interests of the Grandchild


Judith Sperling Newton, JD

Attorney

Madison, WI



I. Child Protection



	1. Why is it so hard to protect children?

Under the law, children have long been regarded as the property of their
parents. State statutes and case law nationwide protect the constitutional rights
of parents, often disregarding the rights of children. What is now common
knowledge among professionals and the general public with respect to the
importance of loving, appropriate child rearing, is generally not reflected in the
law.



	2. What can grandparents do to protect their grandchildren?

Grandparents should make themselves heard individually and as a
group. Each and every grandparent should contact his or her legislators to
support pending bills which protect children and to encourage the creation of
laws to make it easier for those who care about children to protect them when
the parents are not willing or able to so. Grandparents should not assume that
they cannot protect their grandchildren; they should obtain all the information
available to determine whether they may be able to take actions which could
be helpful. Although child protection litigation is emotionally and financially
draining, we are more and more obtaining results from the courts which
benefit young children.








II. Custody



	1. What is legal custody?

Legal custody confers the right and responsibility to make major decisions concerning the child, except with respect to specified decisions as set forth by the 	court or the parties in the final judgment or order. Sec. 767.001(2), Stats. Major decisions include, but are not limited to, decisions regarding consent to marry, consent to enter military service, consent to obtain a motor vehicle operator's 	license, authorization for nonemergency health care and choice of school and religion. Sec. 767.001(2m), Stats.



	2. What is the standard for transfer of legal custody to a grandparent?

As between parents and grandparents, a parent is entitled to custody of
his or her child unless the parent is either unfit or unable adequately to care for
the child or there are compelling reasons for awarding custody to a
grandparent. Compelling reasons include abandonment, persistent neglect of
parental responsibilities, extended disruption of parental custody, or other
similar extraordinary circumstances that would drastically affect the welfare
of the child. Barstad v. Frazier, 118 Wis. 2d 549, 568 (1984).








III. Visitation



	1. Why should courts grant visitation to grandparents?

Children often form close bonds with people other than their biological
or adoptive parents. A grandparent will in many cases be a primary
parent-figure in the child's life. Sometimes parents have problems such as
alcoholism, drug addiction, mental or physical illness, poor judgment, or
immaturity, which prevent them from caring properly for their children.
Grandparents often step in to protect and nurture their grandchildren.



	2. When do courts grant visitation to grandparents?


	a. In the past, Wisconsin courts frequently refused to override determinations made by "intact families" regarding children's relationships
with third parties. Van Cleve v. Hemminger, 141 Wis. 2d 543 (1987).
Grandparents had no standing to ask a court for visitation with the child, even
when preserving the child's relationship with his or her grandparents was in the
child's best interest. In re Marriage of Soergel, 154 Wis. 2d 564 (1990); In re Interest of Z.J.H, 162 Wis. 2d 1002 (1991).



	b. Current law allows children to maintain relationships with
grandparents under the following circumstances:


	i. Under sec. 767.245, Stats., a grandparent or great-grandparent may petition for visitation. Weichman v.Weichman, 50 Wis. 2d 731 (1970); Ponsford v. Crute, 	56 Wis.
2d 407 (1972). Although this statute appears to give courts broad authority to grant visitation to grandparents, the courts
have developed a two-part test which limits grandparents in
requesting court-ordered visitation. First, there must be an
underlying action affecting the family (i.e., a divorce,
separation, paternity action, etc.) Second, the child cannot be a
member of an "intact family." Van Cleve v. Hemminger, 141
Wis 2d 543 (1987); In re Interest of Z.J.H., 162 Wis. 2d 1002
(1991); Cox v. Williams, 177 Wis. 2d 433 (1993). 	When
the family is not "intact," court intervention is justified on the
grounds that ordering visitation with grandparents could help to
mitigate the trauma and impact of a dissolving family
relationship. Van Cleve v. Hemminger, 141 Wis. 2d 543, 415
N.W. 2d 571 (1987). The two-part test, however, leaves some
children's relationships with their grandparents vulnerable when
the parents refuse to allow contact under circumstances where
there is no underlying court action. As such, the legislature and the Wisconsin Supreme Court have taken steps
to protect these children.


	ii. The legislature has enacted statutes to protect children where:
	
			1. a parent has died and it is in the best
interests of the child to have visitation with
grandparents (the deceased parent's parents).
Sec. 880.155(2), Stats.; and


			2. a parent's rights have been terminated, and
the child has been adopted by a relative, it is in
the best interests of the child to have visitation
with the parents of the parent whose rights were
terminated (the child's grandparents), and these
grandparents had maintained a parent-child relationship with the
child within two years prior to the filing of the
petition requesting visitation. Sec. 48.925(1),
Stats.

	




	iii. The court has taken a giant step toward protecting the
rights of children to continue their relationships with
grandparents-in-fact (people who may not legally be the child's
grandparents but who have in fact acted as his or her
grandparents). In re Custody of H.S.H-K, 193 Wis. 2d 533
(1995). These grandparents-in-fact could be foster grandparents
or parents of a parent whose parental rights have been
terminated and the provisions of sec. 48.925(1) do not apply
because there has not been a subsequent, relative adoption.
Under the H.S.H-K decision, a grandparent-in-fact is entitled to
visitation if such visitation is in the child's best interests and (1)
the parent consented to and fostered the grandparent-in-fact's
establishment of a parent-like relationship with the child; (2) the
grandparent-in-fact and the child lived together in the same
household; (3) the grandparent-in-fact assumed the obligations
of parenthood, by taking responsibility for the child's care,
education, and 	 development, and contributed toward the
support of the child, without expectation of financial
compensation; and, (4) the grandparent-in-fact's was in a
parental role for a length of time sufficient for the child to have
established a bonded, dependant relationship, parental in nature.
Additionally, the grandparent-in-fact must show that: (1) a
triggering event occurred where the parent interfered
substantially with grandparent-in fact's parent-like relationship
with the child; and (2) the grandparent-in-fact sought court-ordered visitation within a reasonable period of time after the
interference.















IV. Guardianship 



	1. Who is subject to guardianship?


	a. All minors are subject to guardianship.

	b. The court may appoint a guardian of the person of any
minor resident of the county or of a nonresident under
extraordinary circumstances requiring medical aid or the
prevention of harm to his or her person. Sec. 880.03, Stats.





	2. Who are preferred guardians?

If one or both parents of a minor is suitable and willing, the court must
appoint one or both of them unless the proposed ward objects. Sec. 880.09,
Stats.



	3. Which court has jurisdiction?

The juvenile court has exclusive jurisdiction over the appointment and removal
of a guardian of the person for a child under chapters 48 and 880.



	4. What are the provisions for guardianship under chapter 880?


	a. A guardian is a person appointed by a court to have the
care, custody and control of the person of a minor or the estate
of a minor. Sec. 880.01(3), Stats.

	b. Any person may petition for the appointment of a
guardian of a minor. Sec. 880.07, Stats.

	c. If a person is in need of a guardian, the court must
appoint one or more guardians but not more than one guardian
unless they are husband and wife. Sec. 880.12(1), Stats.





	5. What are the provisions for guardianship under chapter 48?

A guardian appointed under chapter 48 has the duty and authority to
make important decisions in matters having a permanent effect on the life and
development of the child and the duty to be concerned about the child's general
welfare, including but not limited to: (1) the authority to consent to marriage,
enlistment in the U.S. armed forces, major medical, psychiatric and surgical
treatment, and obtaining a motor vehicle operator's license; (2) the authority
to represent the child in legal actions and make other decisions of substantial
legal significance concerning the child by not the authority to deny the child
the assistance of counsel as required by chapter 48; (3) the right and duty of
reasonable visitation of the child; (4) the rights and responsibilities of legal
custody except when legal custody has been vested in another person. Sec.
48.023, Stats.



	6. What is the standard for granting or terminating a guardianship?

The Barstad standard (see II., 2, pp. 2 and 3) applies when a parent
contests the granting or requests the termination of a guardianship to a
grandparent. In re guardianship of Jenae K.S., 196 Wis. 2d 16 (Ct. App.
1995).



	7. What are the provisions for temporary guardianship?

The court may appoint a temporary guardian, based on the petition and
without a hearing, if the court finds that the welfare of a minor requires the
immediate appointment of a guardian. The temporary guardian's appointment
may not exceed sixty (60) days, with one extension of sixty (60) days. Sec.
880.15, Stats.



	8. What are the provisions for standby guardianship?

A standby guardianship is granted to protect a child in the event of the
incapacity or death of the child's parent or guardian.



	a. A standby guardian may be appointed for a minor at any time.

	b. A standby guardianship of a minor is not applicable so
long as the minor has one living parent who is willing and
capable of exercising legal guardianship.

	c. The standby guardianship becomes effective upon the
death, incapacity or resignation of the initially appointed
guardian. Sec. 880.36, Stats.











V. Adoption 



	1. Are grandparents given preference in a proposed adoption?

Grandparents are treated as any other people seeking to adopt a child;
in Wisconsin they are not given any preference to adopt. Grandparents must
participate in a homestudy by a licensed agency and they must receive
clearance from all appropriate departments with respect to past criminal
behavior and/or incidents of child neglect or abuse. Children can be placed
directly into the home of a grandparent without a court order, prior to a
termination of parental rights, where non-relatives must allow the child to be
in foster care or with the parent until the parents' rights are terminated.



	2. Can grandparents stop a proposed adoption of a grandchild?

In Wisconsin, grandparents do not have standing to intervene in a
proceeding relating to the termination of the parental rights of the parents of
their grandchild or the subsequent adoption. In re the Interest of Brandon S.S.,
179 Wis.2d 14 (1993). If grandparents live in another state and the
proceedings are in Wisconsin, those grandparents are entitled to intervene.
Sec. 822.10, Stats. Grandparents who have maintained a relationship with a
grandchild are entitled, however, to receive notice of termination of parental
rights and adoption proceedings so that they can appear and state their position
to the court with respect to the outcome of the case.
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Respite: a Positive and Powerful Piece to Strengthening Families


Nancy Olson, RN

President

Respite Care Association of Wisconsin, Inc.



The birth of a child with a disability or chronic illness, or the discovery that a child has a
disability, has a profound effect on a family. When parents learn that their child has a disability
or special health care need, they just begin the process of continuous, lifelong adjustment.
Adjustment is characterized by periods of stress, grief, frustration, and isolation, and during this
time, family member's individual feelings of loss can be overwhelming, shutting out almost all
other feelings. Coping with uncertainty about the child's development may interfere with the
parents' ability to provide support for each other and to other family members. Even when the
diagnosis is clear, there are still many uncertainties -- health, financial, and programmatic.


Social and community support can reduce the stress experienced by families. The support of
relatives, friends, service providers, and the community can help ease the adjustment period.


Over the years there has been a growing awareness that the adjustment to the special needs of a
child influences all family members. This awareness has generated interest and has led to the
development of support services for families to assist them through out the lifelong adjustment
period. Within the diversity of family support services, respite care consistently has been
identified by families as a priority need.


The following was written by a parent of a child with a chronic illness.



"Our son came into our lives years ago as a newborn and we never had a clue that
anything was out of the ordinary. At the age of seven he was given several
different diagnoses, including: ADHD, learning disabled, dyslexic, and an as of
yet undiagnosed emotional disorder. To us he is a happy go lucky 9 year old who
likes to ride his bike, fish, and play Nintendo. He doesn't think sleep is a
necessity, and keeps us on our toes. His level of energy can really wear us down.
To us he is 'mildly disabled.'


It is our daughter that has really tested our fortitude. For the first 2 years of her
life, she put us on an emotional roller coaster ride that we will never forget.


We know first hand the benefit of respite care and the essential role it plays in
supporting a family with a special needs child. We have utilized respite since our
daughter was 2 years old, and will continue to use it as long as it is available to us.


Why is respite care so important to our family?


Our daughter was born two months premature and spent 2 weeks in the NICU.
She had what the doctor called an unremarkable 2-week stay in NICU. Even
though the stay was 'uneventful' she was discharged with an apnea monitor to be
worn at night until 6 months of age, we were told this was standard protocol with
any 2-month preemie. We hooked her up to the monitor every night and it never
made a sound. Aside from the apnea monitor our daughter was developing
'typically' and passing all her developmental milestones. At 5 months of age she
was right on schedule developmentally. But as we entered the 6th month things
began to change. Our daughter stopped gaining weight, it took two hours to get a
feeding into her only to have her vomit, so we would wait a little while and try
again 24 hours round the clock. She began to have episodes of inconsolable
crying, she stopped following objects with her eyes and her apnea monitor started
alarming. Our Birth to Three Early Intervention program became involved and
together with our physician, were working together to figure out what was
happening to our daughter, although we were uncertain about her diagnosis we
felt we were in good hands and could focus some time and energy on her two
brothers. Little did we know this was just the beginning.


On December 13, 1992 our daughter stopped breathing and I had to perform CPR
to revive her. The next 12 months was a blur of hospitals. We lived in a world of
intensive care, with cardiac monitors, oxygen tents, tubes in every orifice of her
body and IV's in all extremities my daughter's body. My daughter was put
through every test possibly known to man. On December 14, 1993 our daughter
was diagnosed with a rare progressive neurological disorder called PEHO
syndrome. Our world was suddenly changed. It became a 24-hour routine of cares,
holding her so she could sleep on my shoulder so she could breathe if she had a
respiratory infection. Respiratory infections were common because of her
disability and many nights my husband or I would have to get our other children
up and take them to a neighbors house and then take her to the emergency room
where she could get oxygen and breathing treatments. Both my husband and
myself always wanted to be with her when she went to the hospital because we
were never sure if she would make it back home again. After admitting her and
being assured she was stable one of us would go back home, get in a few hours
sleep, pick up our sons get them ready for school, and then return to the hospital.
To complicate matters she was aspirating her feeding and was developing
pneumonia's and would need surgery to correct this.


Did we need respite?..........You bet we did. This was particularly important
with a disabled and medically fragile child who needed specialized care. During
this time either my husband or myself always had to be with our daughter while
the other ran errands, did the grocery shopping, or attend to our sons needs. Our
friends disappeared from our lives, and our relatives lived far away. The world of
normal family life in which family members live, work, play together and take joy
in each others accomplishments, activities and outing vanished.


Our daughter had major surgery scheduled and she would be hospitalized for at
least ten days. I approached my daughter's doctors with our family's need for a
rest. Would they and the nurses care for her for seven days while our family went
away? We wouldn't leave her for three days after the surgery to make sure she
was on the road to recovery. Was it going to be easy to leave her? Not on your
life, but I knew that we needed to do something, and we felt safe leaving her in
their hands, and we could truly relax.


The week of vacation was the most wonderful gift we could have given our
family. It was truly a blessing not only for us but also for our daughter, for it gave
us an opportunity to stand outside the situation and view it from a distance. It
enabled us to spend time with our other children and with each other, review what
had gone on before, to put thing into perspective, to think and to plan. We were
physically and emotionally restored, and were able to go with much more
strength.


When we returned to our community, we found that there was neither a respite
program nor funding available to us. We were devastated. I contacted several area
agencies and still couldn't find anyone who could help us. It was about this time
that I learned of our state's respite care association and with their help was able to
get a respite program started in our community. I also started learning all I could
about funding sources for families who need support services. They had names
like CIP, COP, and Family Support. They all had waiting lists, but they were out
there.


Respite was unavailable 5 years ago when we needed to cope with the challenges
my daughter presented to our family. I had to make it happen."




 All parents need a break now and then, to have time for themselves away from the
responsibilities of caring for their children. This is true of children with disabilities or chronic
illness also, only for these families it may be more difficult to access.


While respite may be a new word for some people, it is not a new phenomenon: it emerged late
in the 1960's with the deinstitutionalization movement. One of the most important principles of
this movement was the belief that the best place for a child with special needs was in the child's
home and community. Families with a child with a special need know the commitment and
intensity of care necessary for their children. The level of dedication and care becomes part of
daily life, part of the family routine, but this same commitment can make stress routine too.
Parents can become accustomed to having no time for themselves or other siblings. The need for
support in general and respite in particular has emerged as one of the important issues to be
addressed in the 90's by policymakers, service providers, and researchers in the field of disability
support services.


Respite care is an essential part of the overall support that families need to keep their child with a
disability or chronic illness at home. Respite care is temporary care to persons with disabilities or
special health care needs, including individuals at risk of abuse or neglect, or in crisis situations.


Temporary means anything from an hour to two weeks. It may mean periodically or on a regular
basis. It can be provided in the family's home or in a variety of out-of-home settings. Respite
services are intended to provide assistance to a family and to prevent "burn-out" and family
disintegration. Since not all families have the same needs, respite care should be geared to
individual family needs by identifying the type of respite needed and match the existing need to
services currently available, or using the information to develop services where none exist. Once
identified, it is also important for families to have access to that type of respite in an affordable
form. Regardless of the type of respite program utilized, the emphasis should be on orienting
services toward the entire family.


The birth of a child with a disability or the discovery that a child has a chronic illness is
obviously a difficult time for the entire family, including siblings, grandparents, and other
relatives. Extended family and friends will need time to adjust to these changes. These changes
will take planning and time. We are accustomed to typical family life; a child with a significant
disability or chronic illness is not typical. Therefore plans for an untypical lifestyle call for
creativity and flexibility. It is important to bear in mind that the child will change as he or she
grows and develops into an individual with his or her own personality and ideas.


Many families will find these changes difficult to handle. Communities may be limited in their
resources or in their interest in meeting the special needs such families present. These combined
factors can leave the immediate family with the full time care of their child and can lead to
feelings of isolation from other family members, friends, community activities, religious and
social functions. Even performing the basic necessities of daily life, such as grocery shopping, or
cleaning the house can become difficult to impossible.


It is obvious to anyone who has lived this life that respite care becomes a vital service...a
necessity, not a luxury. Parents of course, are clearly the experts about the need and importance
of respite care. Just as families differ, so will the necessity for respite care. Basically, however,
all families require some relaxation, revitalization, and the security of knowing that their children
are safe and well cared for. The most difficult problem for a family with a child with a special
need is finding the quality of care and expertise the child needs.


As one parent puts it, "Families need an uncomplicated, easily accessible means of arranging
respite care to suit their wants and needs. When the potential pleasure becomes more trouble than
it's worth then I give up! I always measure the event against the complications involved in
making it happen. Time off is no relaxation if I spend the entire time worrying if the kids are
okay. I can't enjoy myself if I think they are unhappy, and I certainly can't relax if I'm not
confident about the reliability of the person watching them. I think many professionals are under
the misconception that the time away from the cares of my child with a special need is what I
need to maintain my sanity. I need so much more than time... I need the security that comes from
knowing that the person I've left my child with is as capable as I am of providing for his or her
needs. You simply can't worry, and relax and enjoy yourself at the same time.


Parents deciding to leave their child who has a special need in the care of someone else, either in
or outside their home, may experience a variety of hesitations. They can have feelings of guilt,
anxiety, even a sense of loss of control.


Jeanne Borfitz-Mescon (1988) suggests that a number of fears and concerns are common to
parents in this situation: The child will not get enough attention, care will not be as good as
yours, something will be missed or overlook. The caretaker or staff will be unable to comfort
your child, he / she will be left crying, and the provider or staff wouldn't be able to handle your
child. The anxiety resulting from these very normal and real concerns or fears can in fact cause
parents to believe that respite is just not worth it.


It is important that as a parent you become comfortable with your decision and develop the trust
critical to maintaining the peace of mind necessary for relaxation and enjoyment. One way to
accomplish this goal is to begin now to think about respite care and whether your family and
your child with special needs could benefit from it. The following suggestions may help.


How to tell if your family could benefit from respite care? Ask yourself the following questions:



	Is finding temporary care for your child a problem?

	Is it important that you and your spouse enjoy an evening alone together, or with friends, without the children?

	If you had appropriate child care for your child with special needs, would you use the time for a special activity with your other children?

	Do you think you would be a better parent if you had a break now and then?

	Are you concerned that in the event of a family emergency there is no one with whom you would feel secure leaving your child?

	Would you be comfortable going to a trained and reputable respite provider to arrange care for your child?




If you answered yes to any of the above questions you and your family could benefit from respite
and should investigate respite services in your community.





Many agencies and organizations have information on respite care. In general seek out groups or
professionals who work with your children your child's age. For example if your child is in pre-school, contact the school and discuss the need for respite care with the staff. If there is a parent
group associated with your school, or if there is a local parent group concerned with children
who have special needs ask them. If your child is an adolescent, talk to staff at his or her school
or again identify parent groups in your area with needs similar to yours. In addition the following
list presents some of the types of organizations you may want to contact in seeking services:



	The ARC

	United Cerebral Palsy

	Autism Society

	Department of Health and Family Services

	Brain Injury Association

	Spina Bifida Association

	Easter Seals Society

	Parent to Parent

	Churches

	YMCA / YWCA

	Disability Resource Center

	State Respite Association / Coalition

	Birth to Three Early Intervention

	Family Support Program

	Family Resource Center




What should you know when seeking out respite services in your community?


Ask yourself the following questions when seeking respite in your community:



	Does my community have respite Services? If not, why not?

	Who do I contact in my community to receive information about respite? 

	Do I have a state respite assoc. or coalition who can help me find appropriate services or help to establish services in my community?

	What kind of services do I need (long-term, short-term, or both?)

	Do I prefer in home, out of home, cooperative setting?

	Can I donate time to a cooperative, or is it better for me to obtain help from an outside agency?

	Is there a cost, if so what is the cost?

	Am I able to afford this service?

	If I can't are there funds to assist me?

	How are respite providers selected?

	Are the providers trained?

	How many hours of training have they had?

	What areas are covered in the training?

	Do they have CPR and first aid training?

	Are background checks done on them?

	Are they employees or independent contractors?

	Who pays them?

	If I am employee of record will the agency notify me of this and explain the procedure to me?

	If funded from outside source can I use a family member or neighbor?

	For out of home care does anyone monitor the facility or home for safety and health measures?

	Will I have an opportunity to provide written instruction to the provider?

	Will I have the opportunity to assist in the training with reference to my child's needs?

	What is the policy for emergency situations?

	Will I have to carry additional insurance to cover the provider while she is in my home?

	Can I request a specific provider and have the same person with my child each time?

	Is there a policy that deals with mismatches between provider and family?

	Will the provider care for my other children? 




In addition to providing relief, Respite has added benefits, including:




	Relaxation.
	Respite gives families peace of mind, helps them to relax, and renews their humor and energy;



	Enjoyment.
	Respite allows families to enjoy favorite pastimes and pursue new interests and activities;



	Stability.
	Respite improves the family's ability to cope with the daily responsibilities and maintain stability during crisis;



	Preservation.
	Respite helps preserve the family unit and lessens the pressures that might lead to out-of-home placement, divorce, abuse and neglect;



	Involvement.
	Respite allows a families time off to become involved in community activities and to feel less isolated



	Time off.
	Respite allows a family to take that much needed vacation, spend time together, or time alone, and 



	Enrichment.
	Respite makes it possible for family members to establish individual identifies and to enrich their own growth and development.





Often we hear the question, "Who takes care of the caregiver? Caregivers can include not only
parents, but also brothers and sisters, grandparents, and extended family and friends. Respite
gives the caregiver the opportunity to rest, or to take care of personal matters, to enjoy some
personal time, and to occasionally, to be relieved of the constant need to care for a child with a
disability or chronic illness.


The child or youth with disabilities also benefits from respite care, gaining the opportunity to
build new relationships and move toward independence. In many families, it is common for
children to attend day care or after school care, interact with peers and adults outside the family,
and stay with a child provider while the parents enjoy a night out. Respite provides these same
opportunities for children with special needs.


For older individuals with a disability, respite care can assist in building skills needed for
independent living. Since the most appropriate living situation for many adults with a disability
is in a group home or other supported living environment, out-of-home respite care can enable
families to test this option, explore community resources and prepare themselves and their family
member with a disability for transition into adulthood and living away from home.





States and communities arerecognizing that respite care also benefits them. On average the cost
of respite care is 60-75% less than the cost of maintaining people in out-of-home placements, i.e.
institutions, nursing homes, foster care (Salisbury and Intaglata, 1986). Respite care is cost
efficient. The average out of home placement is $60,000 per year, short-term crisis care $600.00
per day, regularly scheduled respite $2,000-$2,450 per year.The cost effectiveness of respite
services allows for scarce tax dollars to be used for additional community based services,
including respite care, using either direct service or voucher system, (Augosta and Bradley, 1985).


With the passage of the Children's with Disabilities Justice Act (Public Law 99-401) and it's
amendment, The Children's with Disabilities Temporary Care Reauthorization Act (P.L 101 -127), and most recently the Community Based Family Resource and Support Program Grants
respite has gained support at the federal level. This legislation authorized funding to states to
develop and implement affordable respite care programs and crisis nurseries. Unfortunately
while this federal funding provides relief for some families, access and affordability continue to
be issues for many families in need. As Brill (1994) observes, families soon discovered that the
law fell short of providing national guidelines for respite care. Every state dispensed different
versions of the service and the individual agencies devised their own criteria for eligibility and
funding allotments.


Thus in spite of the availability of government and state funding, respite remains high in demand
and in some areas non-existent. For children and youth with disabilities, their families,
communities, and federal, state, and local governments the benefits of respite care are enormous.
However the need for maintaining and expanding the levels of respite care is tremendous.





Final Word


I'm constantly reminded of the essential part respite plays in support services for families
whenever I fly. When giving their pre flight departure talk the flight attendants talk about the use
of the oxygen mask. When explaining the use of oxygen masks they stress the importance of
putting your mask on, first, then assisting those around you. You need to take care of yourself;
this will enable you to continue taking care of those around you.


Caring for a child with disabilities or chronic illness is a full time job. It is easy to become
overwhelmed with the care needs of that child(ren) Often, families who would not hesitate to call
for relief from the constant care of their typical children hesitate to call for relief from the care of
their children with a disability. That is why respite, as the word implies, is truly an interval of
rest. Respite can be your answer to renewed energies and a new perspective. If respite care is not
available in your community, make it happen! The best advocate for your family and your child
is you. One of the most important goals to strive for is family unity and well being. It is
important to remember that you can become overwhelmed with the care needs of a child with a
disability or chronic illness and taking care of others starts with taking care of yourself.
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Introduction


The title of this discussion, "The Role of Culture in Moral Development", points to two different, albeit inter-related, questions: first, what role does culture play in moral development?; and second, what is the proper responsibility of a culture in guiding the moral growth of its members? This paper does not systematically explore what the proper role of a culture is in the area of moral growth, and it recognizes that precisely what this role should be is rightly subject to debate. At the same time, it takes it for granted that because, as I will discuss, the social universe that children encounter inevitably, and for better or for worse, influences their moral growth, a community needs to view itself as responsible for the moral growth of its members. This paper argues that while this communal responsibility cannot be adequately discharged through special-purpose institutions like schools, such institutions, if thought of in the right way, may be capable of playing a significant role in the process of moral growth. The reasons for this view will emerge through our inquiry into the role that, intended or not, culture does play in the moral development of its members. Before embarking on this inquiry, and because terms like "culture" and "moral development" are far from self- explanatory, let me preface my remarks with a few comments concerning how I will be interpreting these terms in the context of this paper.


I will be using the term "culture" in a fairly intuitive and very broad sense to denote the totality of the social environment into which a human being is born and in which he/she lives. Culture in this sense includes the community's institutional arrangements (social, political, and economic) but also its forms of art and knowledge, the assumptions and values embedded in its practices and organization, its images of heroism and villainy, it various systems of ideas, its forms of work and recreation, and so forth.


I turn now to the concept of moral development. By "moral development" I will be referring to the process through which a human being acquires sensibilities, attitudes, beliefs, skills, and dispositions that render him or her a morally mature or adequate human being. Of course, this definition is, at best, a mere shell, empty of content; for it tells us nothing about what those sensibilities, attitudes, beliefs, skills, and dispositions are that mark one as a morally adequate human being. There are two reasons for leaving this matter open. The first is that it may be presumptuous to present a positive account of this matter too quickly in the face of what we all know, namely, that the character of this moral content is a subject of rich debate across the whole of human history down to our own time. The second is that, for present purposes, it may be unnecessary to offer a positive account of the content of a desirable moral character. That is, much that I intend to say here does not require settling, even tentatively, on an account of a morally desirable or adequate character. At the same time, lest this account be affected in ways I don't recognize by the moral concerns at work in my own thinking on moral development, let me intuitively identify some of these concerns. Briefly, these concerns grow out of reflection on two matters: the Nazi Holocaust and kindred phenomena, on the one hand, and, on the other hand, social psychological and other research suggesting that the perpetrators of the atrocities our century has witnessed may not be as different from "the rest of us" as "we" might want to believe. Attention to such matters has led me to attend to those features of moral growth that are associated with two kinds of sensibilities, attitudes, principles, and dispositions: those that enable us to resist dehumanizing other human beings in thought and conduct in precisely those situations when there might be a disposition to engage in such dehumanization; and those that enable us to view ourselves as responsible for preventing such dehumanization when we see it going on. While this account of the moral domain is neither fully clear nor complete, it may help to illuminate the background the informs my approach to problem of moral growth and cultural context. Though I am doubtful that the approach would be substantially different were my interest in the subject grounded in other kinds of moral concerns, this possibility needs to be allowed for.


Against this background, my purpose in this paper is to use a powerful classical perspective on the role of culture in mediating our moral experience and development to highlight a difficult human problem. I then proceed to sketch out what might be called a classical American response to this problem, a response, strongly associated with John Dewey, that gives pride of place to educating institutions. While this response is not, to my mind, as compelling as the problem it addresses, I conclude by suggesting that, despite its possible shortcomings, we should avoid prematurely dismissing it. I turn now to the characterization of the problem.





Ancient Wisdom on a Perennial Problem


Both Jerusalem and Athens - the culture of the ancient Israelites and the culture of the ancient Greeks, each of which has substantially influenced contemporary Western civilization - speak instructively concerning the role that culture plays in the moral life of human beings. Commenting in Hellenistic times on the Biblical verse, "Noah was a righteous man, and perfect in his generation," Rabbinic commentators intimate two very different interpretations:1


"In his generation, R[abbi] Yochanan pointed out, but not in other generations. However, according to Resh Lakish, the verse intimates that even in his generation Noah was a righteous man, all the more so in other generations."


On the first of these interpretations, Noah is only relatively righteous; that is, relative to his perverse contemporaries, he looks very good, but this does not mean that he would be judged good by any absolute standard. This interpretation coheres with other rabbinic commentaries which emphasize that Abraham was, morally speaking, far superior to Noah.2


The other interpretation, however, is more germane to our topic. According to Resh Lakish, if Noah was capable of remaining righteous in the midst of the unbridled perversity that surrounded him on all sides, how much more so would he have been in a community in which morally adequate conduct was the norm! At work in Resh Lakish's observation is the insight that our moral outlook and conduct are, in the normal course of events, strongly influenced by the culture that surrounds us; and that, therefore, the person who is capable of arriving at moral insights that go beyond - and indeed defy - what is the norm in his or her culture, or who is able to maintain integrity in the midst of a perverse community, is a most extra-ordinary human being -- much more so than the one who behaves well in the midst of a community in which the norm is good conduct.


Interestingly, Plato expresses a very similar idea in a famous passage of the Republic:


Is not the same principle true of the mind, Adeimantus: if their early training is bad, the most gifted turn out the worst...Or do you hold the popular belief that, here and there, certain young men are demoralized by the instructions of some individual sophist? Does that sort of influence amount to much? Is not the public itself the greatest of all sophists, training up young and old, men and women alike, into the most accomplished specimens of the character it desires to produce?


Whenever the populace crowds together at any public gathering, in the Assembly, the law courts, the theatre or the camp, and sits there clamouring its approval or disapproval, both alike excessive, of whatever is being said or done....In such a scene what do you suppose will be a young man's state of mind? What sort of private instruction will have given him the strength to hold up against the force of such a torrent, or will save him from being swept away down the stream, until he accepts all their notions of right and wrong, does as they do, and comes to be just such a man as they are? And I have said nothing of the most powerful engines of persuasion which the masters in this school of wisdom bring to bear when words have no effect. As you know, they punish the recalcitrant with disenfranchisement, fines, and death.


How could the private teaching of any sophist avail in counteracting theirs? It would be great folly even to try; for no instruction aiming at an ideal contrary to the training they give has ever produced, or will ever produce, a different type of character -- on the level, that is to say, of common humanity....[Y]ou may be sure that, in the present state of society, any character that escapes and comes to good can only have been saved by some miraculous interposition.3



It is noteworthy that in this passage Plato identifies three critical variables that jointly give rise to the moral character of a human being: native traits (or what we might call genetic endowment or pre-dispositions); early childhood experience; and, finally, the surrounding culture. For our purposes, Plato's reference to innate traits that bear on our moral development, while interesting, is not immediately relevant. More relevant are the points pertaining to early childhood experience and to the power of the surrounding culture.


Let us begin with the power of the surrounding culture. Much like Resh Lakish, Plato offers the social psychological insight that the overwhelming majority of individuals will prove incapable of resisting the voice of the culture that surrounds them: in the typical case, their values, their beliefs, indeed, their very perceptions will tend to mirror those of the surrounding culture. To be sure, some individuals may at times find themselves in social contexts (like certain educational or religious settings) that enable them to take a step back from the culture's norms and to apprehend and affirm moral values that diverge from the culture's drift; but such counter-cultural values are unlikely to survive in a meaningful way when these individuals re-enter day-to-day life in the culture.


Viewed against the background of Nazi Germany and some of the other horrors of the twentieth century, Plato's suggestion that an individual is unlikely to maintain his or her value- commitments and moral givens in the face of a surrounding culture that represents and rewards different values rings all-too-true; and it may threaten to engulf us in pessimism concerning the human future. For this reason, it is important to note that Plato's perspective is not as pessimistic as one might think at first. Note, first, that along with its darker implications Plato's insight concerning the power of culture to shape our outlook and conduct also carries the more comforting implication that if the culture surrounding us embodies and rewards conformity to desirable social norms, it will tend to call forth conduct in the individual that is coherent with these norms; it can lead us to behave much better than we otherwise would, stilling or in any case muting less desirable impulses that might, in the absence of the culture's pull, lead us to reprehensible conduct.


It is, secondly, noteworthy that Plato qualifies his claims concerning the power of culture over the individual in an important respect which is worthy of careful attention; for he intimates that there is one kind of person who may be capable of withstanding the culture's pull! Who is this exceptional individual? It is the person who, having been born with the right native endowment, has also been properly brought up. A sound education in childhood offers, Plato suggests, a measure of protection in adulthood against the countervailing power of the culture!


This sounds like a very promising qualification of Plato's general view; but, as we shall see, it proves much less hopeful than one might initially think. The reason for this is that, for Plato, a proper up-bringing is impossible in the absence of a morally adequate cultural environment. And this brings us face-to-face with the problem of early childhood education as understood by Plato.


For if it is true that adults are powerfully influenced towards conformity with the culture that surrounds them, all the more so young children! In their case, the surrounding culture does not challenge and overpower their pre-existing values and dispositions, for these do not yet exist; rather, the culture creates these values and dispositions! Hence, Plato's insistence that the culture that surrounds young children in the form of real and fictional role-models represent ideals of conduct that are proper to a human being.


Then we must compel our poets, on pain of expulsion, to make their poetry the express image of noble character; we must also supervise craftsmen of every kind and forbid them to leave the stamp of baseness, license, meanness, unseemliness, on painting and sculpture or building...We would not have our Guardians grow up among representations of moral deformity, as in some foul pasture where, day after day, feeding on every poisonous weed they would, little by little gather insensibly a mass of corruption in their very souls. Rather we must seek out those craftsmen whose instincts guides them to whatsoever is lovely and gracious; so that our young men, dwelling in a wholesome climate, may drink in good from every quarter, whence, like a breeze bearing health from happy regions, some influence from noble works constantly falls upon eye and ear from childhood upward, and imperceptibly draws them into sympathy and harmony with the beauty of reason, whose impress they take.4


Thus, Jerusalem and Athens speak with one voice on the question of the role of culture in the moral life: culture is enormously powerful, tending to shape individual human beings in its image. Embedded in this view is a sharp critique of those who hold that "moral education", understood as formal classes designed to promote moral growth, has the power to nurture moral attitudes, dispositions, and sensibilities that improve on what day-to-day life in the culture encourages. How quickly, says Socrates, will the learning acquired at the hands of a teacher dissolve in the face of the allure and the threats presented by the crowd (the culture!). Do not, then, expect much help from courses in ethics designed to stimulate moral growth; and do not expect much from listening to, and even being temporarily moved by, the stirring insights of a moral sage. Such influences do not amount to very much so long as they are incoherent with the moral messages being forcefully and continuously communicated by the cultural environment.5


It follows from this analysis that rather than trying to strengthen direct instruction in the schools, our efforts should be directed towards weaving around the children of the community a cultural totality that will nurture them with images of moral goodness which will seep deeply and enduringly into their souls. When we do this, says Plato,


rhythm and music sink seep into the recesses of the soul and take the strongest hold there, bringing that grace of body and mind which is only to be found in one who is brought up in the right way. Moreover, a proper training in this kind makes a man quick to perceive any defect or ugliness in art or in nature. Such deformity will rightly disgust him. Approving all that is lovely, he will welcome it home with joy into his soul and, nourished thereby, grow into a man of a noble spirit (Plato, 1966, p. 90).


Unfortunately, this solution is itself seriously problematic: for it would appear to be naively unrealistic to think that we have the capacity to reshape the larger culture in such a way that the child is surrounded and nurtured by a worthy moral ideal; for better and/or for worse, we are far from knowing how to re-shape cultural attitudes and dispositions in accordance with our wishes. Indeed, those who seek the kind of cultural transformation that is being suggested as a condition of adequate moral education often turn to education to launch this transformation.


We have, it would appear, a chicken-and-egg problem: education is the key to the transformation of the culture's attitudes regarding morality; but, if Plato is right, the effectiveness of such education depends on a culture that supports the message delivered by educational institutions. Is there a way out of this vicious -- a term particularly appropriate, give our subject-matter -- circle?





An Approach to the Problem


To my way of thinking, there may -- and I use the word "may" deliberately to signify something short of full confidence -- be a way out of this dilemma. This way out is grounded in the insight that schools and families are not just vehicles of "direct instruction", but are themselves cultures. That is, they are social institutions in which are embedded a rich array of norms, customs, and ways of thinking. While it may true that schools, thought of as vehicles of direct instruction, are not in a position to compete with the beliefs and values that suffuse the larger culture, it may be that the culture of the school, if organized around a moral vision that improves on what is available in the larger culture, would prove a worthy competitor.


This distinction between schools as vehicles of direct instruction and schools as cultures and the suggestion that the power of schools as educating institutions lies largely in their influence as cultures are forcefully articulated by John Dewey in his classic book Democracy and Education. Commenting on the desirability of bringing about a culture in which work is so organized that 1) a better fit obtains between aptitudes and interests, on the one hand, and occupational role, on the other, and 2) workers experience work as an arena in which to grow and to contribute to the life of the community, Dewey turns to education as the path towards this ideal. But in doing so, he explicitly disavows the suggestion that education can accomplish this mission via direct instruction. He writes:


Success or failure [in achieving a more adequately organized society] depends more upon the adoption of educational methods calculated to effect the change than upon anything else. For the change is essentially a change in the quality of mental disposition - an educative change. This does not mean that we can change character and mind by direct instruction, apart from a change in industrial and political conditions. Such a conception contradicts our basic idea that character and mind are attitudes of participative response in social affairs. But it does mean that we may produce in schools a projection in type of the society we should like to realize, and by forming minds in accord with it gradually modify the larger and more recalcitrant features of adult society.6


What this means concretely for Dewey is that it would be futile to attempt to nurture, say, the spirit of social cooperation or the expectation that work is an arena for personal growth through any kind of direct instruction. There is, however, some likelihood of success if such values are woven into the very fabric, or organization, of day-to-day life in the school community, so that students encounter and absorb them as a matter-of-fact by-product of participating in the life of this community.


More generally, so long as the power of education to shape basic moral beliefs and dispositions is identified with isolated efforts to impart skills, understandings, and insights, there is little reason to think it can compete with the larger culture that surrounds the child -- especially if the cultures of educating institutions themselves don't cohere with the contents of direct instruction. But the moment we begin thinking of educating institutions as themselves forms of culture in which the child is immersed, the situation changes dramatically. Of course, one should not be naive about our ability shape the ethos of a school-culture in accordance with our aspirations; this too, as many an educational innovator and reformer will attest, can be most difficult. Nonetheless, it is significantly more manageable than the effort to directly transform the culture of the larger community. And if the culture of the school-community can thus be shaped, there is reason to hope that it will influence the young in ways that will endure even in the face of a larger culture that is at variance with the school-based dispositions and attitudes that they are acquiring.


"There is reason to hope" -- but hope is not the same as certainty or even great confidence. Imagine a school-community that successfully embodies a culture that is at one with our highest moral aspirations, and that throughout the life of this school -- in the teachers, in the curriculum, in the hallways, in the lunchroom, on the bulletin boards, etc. -- these moral aspirations live as social reality. It remains an open question whether a child who goes through such a school but continues to inhabit a larger culture that is at variance with the school- culture will be decisively influenced by the school-culture, rather than by the larger culture; and skeptics may also wonder whether whatever good is accomplished in such an environment will rapidly wash-out when graduates enter an adult world that is unsupportive and punishing of the attitudes and dispositions encouraged by the school. Such doubts are important and serve to caution us against the kind of naive optimism that might lead us to hold that the school can solve our problems.


But if, as just suggested, it is appropriate to avoid a dogmatic conviction that schools are adequate to the challenge of nurturing moral sensibilities and dispositions that challenge what is the norm in the larger society, it is also important to avoid assuming in advance that because of the concerns just raised schools are necessarily powerless in this arena. There is no strong empirical basis for such a view, and it is a view which discourages the very educational experiments that have the potential to give us data that will speak to this question.


There is also an additional (and very different kind of) consideration that augurs well for the power of the school relative to the larger culture. The suggestion that the larger culture will overpower whatever the child learns through the culture of the school may be built on an assumption which, though not identified and challenged in this discussion, is, at least in our own society, questionable. This is the assumption that the "the larger culture" is singular rather than made up of multiple voices. While this may be reasonably true of some cultures, it is arguable that in an open, multi-cultural society like our own the child encounters a multitude of cultural voices in the course of growing up, many of which are at cross-purposes. Because the effect of these voices may be, if not to cancel each other out, at least to weaken each one, the voice of the school-culture, if it represents a compelling moral outlook in a consistent way over many years, may prove very powerful -- in the same way even a small minority coalition may powerfully affect the course of a society if various other and possibly much larger political parties cancel each other out.7


But even if this question concerning the power of educational institutions relative to that of the larger culture can be satisfactorily addressed, it must be noted that there are other significant questions in need of addressing that I have largely bypassed in this discussion. For example: 1) is it even possible to develop an educational environment that is radically at variance with the larger culture of the community? And assuming it is possible to develop a few demonstration-sites of this kind, is it realistic to imagine such institutions on a mass-scale in a country like the United States? 2) Even if principle we agree that schools can and should be created that are organized around a moral ideal that is different from what is accepted in the larger culture, what is this moral ideal -- and who in a democratic society that is grounded in the Constitution and that is home to heterogeneous groups representing a diversity of moral outlook should be empowered to determine educational policy in this area? Though the beyond the scope of this paper, such questions are important and need to occupy an important place in our communal and educational agenda.




Copyright © 1998 Daniel Pekarsky.
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Connecting the Bridges: Grandparenting Grandchildren
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A growing number of children are in the care of someone other than a parent, and, in many cases,
that someone is a grandparent or other relative. "Kinship care" is the term most commonly used
to refer to arrangements in which a grandparent or other relative is raising a child. According to
1995 U.S. census, more than 3.9 million children were being raised in grandparent headed
households. The census also reported that 1.5 million (or 1/3) of these children were being raised
by grandparents in households where neither parent is present.


When we take other relative caregivers into account, approximately 3.4 million children were
being raised in households headed by a relative and over 2.1 million children live in the care of
relatives without a parent present.


Contributing factors: drug and alcohol abuse; aids; teenage parenting; family violence;
incarceration and poverty.


These caregivers provide one of painfully few safety nets for children who, due to rising rates of
aids, parental incarceration, substance abuse, family and community violence, teenage
pregnancy, and child abuse and neglect, might otherwise be living in unsafe homes or relegated
to the uncertain world of foster care.


According to 1994 statistics, the vast majority--68 percent (375,714) of grandparent caregivers are white; 29 percent (157,178) are black. Proportionately, however, midlife and older blacks are
nearly twice as likely as whites the same age to be grandparent caregivers; 9 percent blacks
versus 5 percent of whites. Ten percent (56,820) of grandparent caregivers are of Hispanic origin.
Only one percent (6,289) of midlife and older grandparent caregivers are American Indians and 2
percent (11,843) are Asian/Pacific Islanders.


Grandparent caregiver households are heavily concentrated in the south, 57% (200,469) with the rest evenly divided between the northeast, midwest and west (about 14% in each).


In 1970, 2,214,000 children under 18 lived in grandparent headed households. By 1993, that
number had grown to 3,368,000. In 1992, there were only 867,000 grandchildren living with
grandparents with neither parent present. In 1993, there were 1,017,000, an increase of 17
percent (150,000) children in just one year.


Many grandparents don't have any legal protection for these children whom they are parenting.
They may not seek legal custody or guardianship of these children, often thinking and hoping the
birth parents will get their lives together and become parents to their children. They often hope
this arrangement will be temporarily so that they may return to the achieved role of being
grandparents to their grandchildren. Many children enter their grandparents' home through an
informal arrangement.


Many times in the African-American culture, the traditional role of
grandparent was to provide stability and security for their
grandchildren while the birth parents went away to seek a better
education, living arrangement and job opportunity. They remained
grandparents to their grandchildren. They maintained a comfortable
parent/child relationship. The birth parent often returned to take their
children once they had achieved their goals.


By comparison, today grandparents take on the parenting role of their grandchildren because of
feeling obligated to their grandchildren and their families. Thus, they are deprived of a
grandparent/grandchild relationship.


Grandparents and relatives have become parents to these children to
protect the family unit. In spite of the disruption in their families
because of drug and alcohol abuse of the parent, physical abuse of the
children, HIV/AIDS, homicide or family violence and poverty, they have
sacrificed their own health needs, financial resources, their own
age/stage options and their own leisure, to keep their family together:
Connecting bridges in their families! Many times grandparents and other
relatives step in to prevent these children from entering the child
welfare system.


These dedicated and nurturing caregivers have stepped forward to care for these children whose own parents are unwilling or unable to do so. The personal sacrifices of these relatives are
tremendous. They sacrifice their own health, financial resources, leisure time and in many
instances, wholesome family relationships.


Many grandparents and other relative caregivers are older individuals who find themselves
unexpectedly raising a second family--"connecting the bridges in parenting" as they take on the
role of providing security and stability to these children.


Despite the stability and permanence these parenting relatives provide
these children, they often face tremendous obstacles in assessing
services and benefits for the children in their care.


Such tasks as enrolling these children in school, assessing medical
needs, affordable housing, seeking appropriate childcare, can and often
become an impossible challenge for these families.


As grandparents and other relatives become parents to these abused and
neglected children, many of them are dealing with their own feelings of
being abused, feeling betrayed and put-upon (punished) by their own sons
and daughters, the birth parents of these children. These parenting
relatives also experience a difficult time dealing and coping with their
own issues of broken/impaired relationships with their own children.
They are grieving the emotional death of their own children, the
deprivation of their achieved role as a grandparent and the loss of
their age and stage appropriate dreams and plans.
By contrast, the grandchildren are grieving the absence of their parents
in their lives..


Grandparents express feeling emotionally overwhelmed as they attempt to cope with these
feelings. They attempt to compare their gains and losses:




	Losses
	Gains



	The loss of leisure, quiet time
	Physical and emotional involvement, schools, homework, little league, dance classes, boy/girl scouts, etc.



	Age/stage appropriate social/personal options
	The feeling of being young again. Being involved. No time to feel bored or tired.



	The option to travel, relax or weekend sleep-ins
	Constant homecompanion being connected with a child`s world. Being familiar with weekend early morning cartoons, etc.



	Being alone in your senior years/feeling lonely
	Saving and rescuing a child from physical and
emotional abandonment. Saving a child's life.





These children need a safe, nurturing, secure and structured home environment to grow and feel
safe. They need to know that wherever they may go, school, church, park, etc., They have a
home to return to. Someone there to receive them, a bed to sleep in, a table to sit and eat, and
someone to hug and say, "I love you. You are special."


Marian Wright Edleman states, "It makes more sense to treat children with love and get them
involved in something constructive before they get into trouble."





Tips for grandparents raising grandchildren:



	Keep up your own health. Get regular checkups and follow your doctor's advice. Try to get an
adequate amount of sleep and do not skip meals.

	Walk or exercise three times a week for about 20 minutes. This reduces physical tension.

	Insist on a regular quiet hour. Children can take naps or have a quiet time in their rooms. Teens
can listen to their music through earphones. Learn to relax during this time.

	Take time for yourself. Look for events where grandchildren can enjoy time apart from you. There might be story hours at the library or activities at
the YMCA, YWCA or Boys and Girls Clubs. Some programs in your community may be free or low
cost.

	Do something you enjoy. Participate regularly in at least one hobby or activity.

	Talk out your problems with understanding friends or other grandparents.

	Consider your religious community and personal faith for strength and assistance.

	Concentrate on the task at hand. Don't dwell on the past. 

	Looking too far ahead can also be overwhelming. If you can't take it a day at a time, try to
accomplish one thing at a time.

	Try to unclutter your life. Prioritize. Eliminate all the non-essentials. Learn to say "no."

	Practice patience. Let those you are caring for do as much for themselves as possible.

	Set limits with grandchildren and stick to them.

	Focus on the positive and keep your sense of humor.

	Let yourself off the hook. Your adult child's circumstances are not your fault.

	Accept reality. See things as they are and not how you wish them to be.

	Eliminate hurtful thoughts and self pity. These negative emotions only drag you down.

	Reward yourself. Even small rewards will help your emotional well being.

	Avoid isolation. Make an effort to maintain friendships, even if it is only by telephone for now.

	Join a support group. This is an excellent place to get information, ideas and emotional support.

	Since you probably have not had to "parent" for a while, you may find it useful to look into
parenting classes to learn new methods for helping children develop self-esteem,
confidence, accountability and responsibility.




To find out where support groups are located in the state, you can contact the Illinois Department of Aging helpline at 1-800-252-8966 or the AARP Grandparent Information Center at 202-434-2296.


To find additional help, look for assistance from community agencies. Possible resources
include financial help from the public aid office and the Women, Infants and Children (WIC)
program. You might receive food, clothing, transportation and general aid from religious and
charitable organizations, food pantries and clothing banks. Other agencies which can help you
include your local mental health center, Head Start, the YMCA, and your area agency on aging.





Special needs of children who have been removed from birth parents:



	Ease the child's abrupt and often traumatic transition from their birth parents;

	Respond positively to their feelings of loss, abandonment, and betrayal engendered by the
separation from their birth mother;

	Repair disrupted parent/child relationship;

	Encourage attachment behaviors by touching, holding, nurturing and hugging the child;

	Work with the child and support services in responding to the effects of physical abuse,
sexual abuse, social and parental deprivation and neglect;

	Enhance self-control, self-confidence and self-acceptance;

	Help the child develop an inner sense of security, stability and comfort as they adjust to their new
home environment.
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Married and Unmarried Parents

A Research Summary
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The idea is spreading that, if a child has two parents, it makes no difference whether or
not those parents are married. Parents are parents, the argument goes, regardless of the
possession by some of what is referred to as "just a piece of paper"--the marriage license. But
this idea is far from the truth. In general, the relationship of married parents differs significantly
from that of unmarried cohabiting parents, and the difference has substantial consequences
both for the couple and for their children.


It has been found that the two groups have quite different preferences and expectations.
Compared to the marrieds, the unmarrieds have:



	A lower level of commitment to each other, and less reluctance to consider a possible breakup

	A shorter time horizon in their life planning

	Less merging of their financial, social, emotional, and work lives

	Less sexual exclusivity




Associated with this difference, according to numerous studies, are the following facts. The unmarrieds:



	Are 50% more likely to break up

	Have much higher rates of spousal abuse

	Live at a lower economic level

	Have lower levels of happiness (both men and women), and derive fewer physical and mental health benefits from the relationship

	Receive less help from their extended families

	Have worse sex lives




The consequences of these circumstances for children are remarkable. The children of unmarried parents:



	Have fewer economic resources

	Receive less parenting from their fathers

	Face a much greater risk of parental break-up, leading to two to three times the risk of
having serious social problems when they become adolescents and young adults, such as
juveniles delinquency and teenage out-of-wedlock childbearing




If the father is biologically unrelated to the child, which is much more often the case in
unmarried families, the child is no better off than living with a single mother. And, compared to
a child living with two natural parents, the child is much more in danger of being seriously
abused both sexually and physically.


It is estimated that almost half of children growing up today will spend some time living
with an unmarried, cohabiting couple. This should be considered a national tragedy. For our
nation's children, one of the worst things that could befall them would be a continuation of the
current shift away from marriage.
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We Are What We See: The Family Conditions for Modeling Values for Children
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In a recent poll of adult Americans conducted by The Wall Street Journal, "moral decline" was
stated to be the biggest problem that America will face in the next twenty years. And when asked what the
biggest change in American character has been since the 1950s, the leading answer was "less stable
marriages and families."1 I agree with these popular assessments and believe that the two issues are
closely related. The available empirical evidence indicates that deterioration of stable marriages and
families has been a principal generator of moral decline. This is because children learn moral values
mainly within their families, and mainly by relying on their parents as role models. When families are
unstable, when parents are absent, emotionally distant, or preoccupied, or when parents themselves are
immoral, the learning of moral values by children is greatly hindered. In this essay I will discuss why
parents have been failing at modeling moral values for children, focusing on parenting time and other
family conditions for childrearing.





Modeling


When something appears to be "not right" or out of order, as when a common pattern of behavior
is suddenly not followed, my twenty two month old granddaughter points and says, "oh, oh." For example,
when she was in the back seat of our car strapped into her car seat and I started to drive off without first
securing my seat belt, she pointed at me and said, "oh, oh." She has learned her lessons well--by seeing.


The New York Times recently ran an article with the headline "If Drivers Buckle Up, Children Do, Study
Finds."2 The study, conducted by the Air Bag Safety Campaign, reported that "The evidence is clear: to
get children buckled up, we must get drivers buckled up." Seat-belt use studies from more than 10 states
showed that "more than 80 percent of children were buckled in when their adults used their seat belts.
But when parents were not buckled up, restraint use for younger children ranged from 11 percent to 56
percent." To make sure no one misunderstood the true nature of this phenomenon, the Times turned to
Transportation Secretary Rodney Slater, who said, "parents must buckle up because children follow their
example." In other words, monkey see, monkey do. (I can only add that, when children are as well
socialized as my granddaughter, the process can work in reverse.)


In the world of the social sciences, this phenomenon is known as modeling. And it is one of the
most fundamental dimensions of raising a moral, prosocial child. Children pay more attention to what an
adult does than to what an adult merely says. As psychologist Nancy Eisenberg reports, "socializers who
preach...but do not model...may have little positive effect on children's prosocial development."3 This, of
course, is a common and simple insight, yet it opens up a profound perspective on modern society and its
effects on children. For in order to determine what values children are learning as they grow up, we must
look first at what adults are doing, not what they are saying; at the way things appear to children, not the
way things appear to us. Most important of all, for children to learn values from their parents through
modeling, the parents must have a regular, active and continuing presence in the lives of their children.
Unfortunately, parents in modern times are increasingly absent from their children's lives during the
growing-up years.


Everything we know about human behavior suggests that the family is the institution in which
most children learn about character and morality. The schools, the churches, and the law can all help in
the process of character development, but they have much less independent force of their own. Their
main function is to reinforce what has already been taught in the home. If morality and character are not
taught in the home, other institutions can not be relied on to undo the damage. That is why the quality of
family life is so important, and why the family is society's most fundamental institution.





Childhood: A Brief Historical Review


The changes in Western childhood over the past few centuries have been remarkable. In the
preindustrial era in Europe, an era of high infant and child mortality when life for many was "nasty, brutish
and short," childhood does not seem to have been regarded as a sphere of life entirely separate from
adulthood. Children were considered "little adults" and, as soon they were able, they were expected to
perform adult duties. With the struggle for existence dominating all of life, there was little time for
childhood or childrearing as we think of them today.


With the rise several centuries ago of the industrial revolution and the modern nuclear family--the
family of husband and wife living apart from other relatives, childhood became a very different
phenomenon. The new economic conditions enabled many mothers to devote themselves full time to
childrearing, the home became a mostly private sphere, and the view of children and childhood
significantly changed. Children came to be regarded as very different from adults, and childhood became
a time of play, diminished work responsibilities, and formal learning. The quality of early childhood
experiences began to be conceived as having a major influence on adult outcomes, and each child was
considered to have a unique personality to be developed, rather than being born with vices that needed to
be expunged. The new family put child development at its highest level of priority. To help families the
commercial toy industry came into being, along with the children's book industry and a great variety of
facilities and services designed especially for children.


While these changes may not have generated a "golden age" for children, they certainly represented a
monumental improvement over the way children had been raised in the past. Moreover, a strong case
can be made that the family form that pioneered this new notion of childhood was instrumental in
generating many of the social achievements of modern time, especially achievement-oriented
individualism and liberal democracy. For it is surely the case that the character of the family shapes the
character of the society as much as vice versa and these were the values that were taught in the new
bourgeois home.4


Today, much of modern society is beginning to revert to the earlier preindustrial pattern. While
life is far more secure economically and medically for most children than ever before, and childrearing
methods have grown increasingly less punitive and authoritarian, many aspects of the domestic scene
have grown worse for children. With the incursions of advertising and the organized entertainment
industry, and the often sex and violence-saturated popular culture they are driving, childhood is no longer
the relatively protected period that it has been in recent centuries. Children are thrust into an adult culture
at an early age, just as they once were in the older era.


The environment of childrearing has deteriorated in other respects as well. Many communities have
become less safe and more anonymous, and childrearing families feel ever more isolated. Reports of
child abuse and neglect have quintupled over the past two decades since detailed records have been
kept. Perhaps worst of all because it is so widespread and so consequential, the crucial amount of time
that parents spend raising their children has diminished, largely due to absent fathers and mothers in the
workplace.


This new set of childrearing conditions has had unfortunate and predictable consequences for the
wellbeing of children. Juvenile delinquency has increased nearly 600% in the past three decades, and
teen suicide has tripled. Juvenile violence has become much more lethal. Marked increases among
teenagers have been seen in substance abuse, in eating disorders and in rates of depression. In other
words, while societies have advanced economically, the moral and emotional condition of children and
youth has deteriorated. The tragic irony is that economic advance was supposed have improved the lives
of the young, and thereby the quality of future generations.





What do Children See?


As they look around today, what do children see? In particular, what do they see that appears to
be "not right," things that would cause my all-knowing granddaughter to say, "oh, oh," things whose
values one would not wish children to try to copy. First, they see their parents breaking up. Over 50% of
children today will spend some time living with just one parent by the time they reach age 18. Second,
many will lose contact their fathers. Some 40% of children today are living apart from their natural fathers,
and most of these children see their fathers seldom, if at all. With nearly a third of children now born out-of-wedlock, many will grow up without ever knowing their fathers.5


Third, children see both parents rushing off to work, leaving them in the care of someone else, a
"childcare provider." 52% of children under five have mothers who are employed full or part-time.6 According to sociologist Arlie Hochschild a growing number of parents face a time bind--the more time
they spend at work, the more hectic home becomes, and the more they want to escape back to work.
Eventually, work becomes their home, and home becomes work.7


Fourth, as children venture outside the home they encounter a local residential environment that
is often crime-ridden and unsafe. Moreover, it has almost entirely been given over to the automobile
rather than the pedestrian, especially the child-pedestrian. Many children can barely leave home except
in an adult-driven car, and many new communities don't even have sidewalks. With the automobiling of
America, children have become largely disenfranchised from access to many community facilities and
services and totally dependent on their parents for transportation. Unfortunately, the parents necessary to
provide that transportation are often not around.


Fifth, children see a popular culture as produced by the organized entertainment industry and transmitted
by the media that is overloaded with adult sexuality and violence, and dominated by materialistic values.
This is what their absent parents are supposed to protect them from.


In all of these ways, society today is turning away from the needs of children. Incredible though it may
seem, because societal development has always implied a better future for our children, modern society is
becoming ever more adult-centered. Adults have more freedom than ever, especially freedom for their
own self-development and self-fulfillment, while children grow up in an ever more toxic environment.


The nature of the new toxic environment, of course, is different from the toxic environments of
times past. Once children were beaten, now they are neglected; once they went hungry, now they are
materially spoiled; once they lived in overcrowded conditions, now they sometimes live in virtual isolation.
The most consequential change, particularly in recent decades, is a deterioration in the bond between
parents and children. No longer can children count on what they need most--loving parents devoted to
their wellbeing who act as good role models and protect them from harm.


The absence, emotional distance or preoccupation of parents strikes at the very heart of those values
which we hope children are learning--trustworthiness, respect for others, responsibility, fairness, caring,
and citizenship. Each of these is learned primarily through interactions between parents and children,
interactions in which it is mandatory for parents to be physically, emotionally, intellectually, and spiritually
present and involved in the lives of their children.





How Children Learn Moral Values and Develop Character


Within the family, there are three key processes by which children learn character and morality:
forming emotional attachments, being taught prosocial behavior, and learning respect for authority and
compliance with rules. All teaching of right and wrong begins with attachment--the warm, emotional tie
that children have with their parents. Children learn from and are influenced most by those persons who
are most meaningful to them, and the most meaningful adults are those to whom the child is emotionally
attached. If a child does not have a strong emotional attachment to a parent, the effectiveness of the
parent as a teacher and moral guide is greatly diminished. As social psychologist Willard W. Hartup has
concluded, "A child's effectiveness in dealing with the social world emerges largely from experience in
close relationships."8


While many of the failures of moral development in children stem from poor attachment to
parents, attachment alone is not enough. Prosocial behavior and moral values must be purposely taught,
modeled, and reinforced by parents and other caregivers. A good example must continually be set.
Indeed, strongly attached children will follow the example of parents' behavior even when it is bad.


One of the main approaches to teaching prosocial behavior is to build on a child's instinctive
feelings of empathy, for example through the regular use of reasoning and "inductions" in behavior
management. This involves pointing out the consequences of the child's behavior on other people ("Look
at the way you hurt her; now she feels bad"). Such an approach is far preferable to "power-assertive"
forms of discipline that involve physical punishment or the deprivation of privileges. The latter can lead
more often to the trait of self-protection than to the development of prosocial behavior.


Finally, it is important to instill in children a respect for authority and a sense of obligation to
comply with social rules. Social psychologist William Damon puts the issue forcefully: "the child's respect
for this authority is the single most important moral legacy that comes out of the child's relationship with
the parent."9 Character traits based on respect for authority and social rules, such as honesty,
cooperation, responsibility, and self-reliance, are learned first within the family sphere. If learned well,
these traits are then transferred beyond the family to dealings with society at large.


These processes by which character and morality are taught to children, attachment, prosocial
behavior, and respect for authority and rules, all have one thing in common. They each require an
immense amount of contact time between parents and their children. The parent must be physically
present and emotionally, intellectually, and morally engaged.





Family Structure and Time


What kind of family is likely to be most successful at instilling character and moral values in its
children? Here are its key characteristics: An enduring, two-biological-parent family that engages regularly
in activities together, has many of its own routines, traditions and stories, and provides a great deal of
contact between adults and children. The children have frequent interaction with relatives, with neighbors
in a supportive neighborhood, and with their parents' world of work, coupled with no pervasive worry that
their parents will break up. The family develops a vibrant family subculture that provides a rich legacy of
meaning for children throughout their lives.


One should add that, in today's family-averse popular culture, strong, self-contained families are more
important than ever. Childrearing families must do everything they can to insulate their children from
many aspects of the outside world. The more time children can spend in family activities, and the less
time spent with peers and the media, the better. Family sub-cultures need to incorporate something of an
us-against-them philosophy, an issue around which it is no doubt useful for many families to band
together.


Most of the family characteristics noted above are self-evident. The issue of biological parenting is
controversial and requires some clarification. All organisms have evolved through natural selection
primarily to survive, reproduce and parent so as successfully to pass on their genes into the next
generation. Human beings have a set of cognitive, emotional and behavioral predispositions that are
encoded in their genes. It is almost certainly the case, therefore, that family behaviors--including
courtship, mating, parenting, and relations with kin--are more than just arbitrary social constructs. Each of
our relatives shares some of our genes, and it therefore makes evolutionary sense to nurture those
genetic kin. This is why we tend to favor our relatives, and why parents tend to put so much effort into
raising their biological offspring. Indeed, the parental relationship is unique in human affairs because the
reciprocity of social benefits is not a major consideration.


This is not to say that stepparents are inherently unloving--many, of course, are intensely loving,
as are adoptive families. But it is to say that parental feelings and parental love are inherently more
difficult to develop among persons unrelated to a given child. Stepfamilies are one of the fastest growing
family forms in America. An estimated one third of all children today may be expected to become
stepchildren before they reach age 18. I do not mean to cast aspersions on all stepfamilies; many
stepfamilies are necessary and inevitable. But the child outcomes of stepfamilies have been found to be
markedly worse than the child outcomes of biological families, and the rapid growth of stepfamilies should
certainly not be viewed as favorable from a child's, or from society's, perspective.


Time spent with children--quantity time--is arguably the central ingredient of the good family.
There is surely a strong correlation between the amount of time parents spend with their children, and the
adult character of those children. The idea of "quality time" is largely a myth, the convenient rationalization
of pre-occupied parents. In good childrearing, time short cuts are few and far between.





What to do?


What can we, as a society, do to remedy this situation? Fundamentally, as parents, we must find
ways to spend more time with our children. This may require working fewer hours and "voluntary
simplicity" for those who can afford it; turning off the TV set; finding employment in firms that have family-friendly policies, such as flexible work hours; holding off having children until one can afford them; and
living in areas where the cost of living is lower. Life is long and the childrearing years are short, and it is
unconscionable that in this age of affluence so many of our children are left hanging out to dry.


For society as a whole, two fundamental changes are necessary:


Revitalize marriage. Marriage is what holds men to the mother-child bond. As marriage
weakens, fathers become disengaged from their children. To re-engage men in childrearing, we must
revitalize marriage--which means finding ways to build stronger marriages, and to limit divorce and out-of-wedlock childbearing.


Reorganize work. People are retiring from work at ever-earlier ages, when they are still healthy
and fully functioning. At the same time, childrearing couples are under enormous pressure to work ever-longer hours. We have to find a way to reorganize our work lives so that we can take time off when our
children are young, and make up for the time when we are older and our children are grown.





Conclusion


Families today are under siege and children are being hurt. More and more children are growing
up with weak attachments, little empathy, and a weakened respect for law and order and civility. More
than from anyone else children learn values from their parents, and they learn best by copying their
parents' actions. Successful childrearing requires the active and continuing physical, emotional,
intellectual, and spiritual presence of parents in the lives of their children. Those parents who spend the
most time in childrearing, other things equal, will have the best child outcomes.


Children are our future. In the recent Wall Street Journal poll, when asked the question, "What
ways do you think the American character is going to change in the twenty-first century," only 20% of
young adults answered "more importance placed on marriage and children."10 If the other 80% are right, if
more importance is not placed on marriage and children, I suggest that this nation's future is in
considerable peril.
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Summary



Evaluations of parenting education curricula generally have provided
confusing results that fail to demonstrate support for the effectiveness of parenting
programs (Cowan, Powell, & Cowan, 1998). These conclusions have been reached by a
number of reviewers (Dembo, Sweitzer & Lauritzen, 1985; Levant, 1988; Powell,
1988; Medway, 1989). Recently, for example, Cheng Gorman and Balter (1997)
reviewed quantitative studies of culturally sensitive parent education programs and
concluded that methodological flaws are prevalent and may contribute to the finding of
limited program efficacy. Reviewers typically recommended the following
improvements in evaluation design and measurement: an integral role for research in
each stage of program development and implementation; samples greater than 10 to 15
families; inclusion of fathers as well as mothers; the use of no-treatment or
alternative-treatment controls; random assignment; systematic collection of data on
program implementation; a conceptual or theoretical model of anticipated processes or
mechanisms of change in parents; analyses that attend to differential program effects;
and multimeasure and multimethod assessments that include parent self-reports,
parents' reports about children, observation of parents' behavior, and independent
assessments by both teachers and researchers of children's outcomes (e.g. Cowan et al.,
1998). This is a tall order for a field that typically encounters numerous obstacles in
implementing community-based programs and at the same time is often under-funded.


These recommendations represent good practice in program evaluation
work and are appropriate standards for credible evaluations of a parenting curriculum.
Three of these recommendations warrant special attention because collectively they can
yield a research base to improve the responsiveness of programs to a particular
population. The three areas are: (1) incorporating evaluation into all phases of program
development and implementation, including program design decisions; (2) employing a
theoretical or conceptual model of the anticipated mechanisms of change in parenting
programs; and (3) systematically examining for differential program effects in analyses
of program outcomes. In the past decade, the field of parenting education programs
has moved away from the cookie-cutter notion that "one size fits all," but evaluation
work has been slow to respond to the emerging perspective on programs as flexible,
adaptive entities. The three evaluation strategies I have highlighted here hold good
potential of helping parenting curriculum designers and implementers strengthen the
responsiveness of programs to particular populations.


Today I want to share with you some lessons learned in attempting to
implement these three recommendations in the development and implementation of a
parenting program known as Links to Learning. This program is aimed at parents of
elementary school-age children, and has been developed over a five-year period in
diverse urban and small-town communities in Indiana and Ohio. The project has
benefitted from grant support from the Lilly Endowment, Inc. and from the
resourcefulness of many parents and professionals, especially Dr. Susan Peet, the
coordinator of evaluation work carried out during the project's demonstration phase.







The Links to Learning curriculum was developed as a tool to strengthen
family contributions to children's learning during the elementary school years.
Development of the curriculum began with five guiding assumptions:





Society is changing:


The world is changing rapidly. Technological
advances, global economic shifts, and demographic changes are affecting all segments
of society. These changes increase the importance of problem-solving skills that enable
individuals to be responsible citizens and successful participants in a competitive job
market.





Families are unique learning environments:


Children's learning experiences
in families and communities are special and as important as learning at school. The
ways in which families contribute to children's learning are different from the ways in
which schools support learning. Family-based learning should be approached on its
own terms; there is limited usefulness in imposing a school-based model of learning on
families.





Daily routines are important:


The fabric of daily life in families is influential
in supporting children's learning experiences, including their problem-solving skills.
Ordinary routine interactions may seem mundane yet they hold much potential for
maximizing the contribution of families to children's learning.





Learning is an active process:


At any age, important learning is most likely
to occur when individuals are highly engaged in things of interest to them. This
principle speaks to the value of "beginning where people are" and enabling individuals
to generate their own solutions to problems of interest to them.





Elementary school years count:


Early school years are a prime time to foster
children's approaches to learning. This period of parenting is often overlooked. Most
parent education programs are designed for parents of young children or adolescents.
Yet the elementary school years offer unique opportunities and challenges to parents.







Curriculum development work proceeded in four stages. First,
information was gathered from diverse sources for making decisions about program
content and methods. Second, a pilot curriculum was developed. Third, the pilot
curriculum was implemented in nine different communities and subsequently revised
based on implementation experiences. Fourth, the revised curriculum was
implemented as a demonstration program in five communities and evaluated through a
wait-list control experimental design. The final curriculum involves 10 90-minute
sessions in a group discussion format facilitated by a two-person team of professional
and parent.







Incorporating evaluation into all phases of curriculum development


From the beginning, a goal was to infuse parent perspectives into the
design of the programs in ways that integrated parent and professional or expert
knowledge (see Figure 1). We garnered professional knowledge through customary
means: we reviewed relevant empirical and theoretical literature and organized an
advisory committee of experts who brought years of experience in developing and
implementing parenting programs. We attempted to marshal parent knowledge by
conducting an interview study with 151 parents in three Indiana communities, two of which were urban. We recruited parents for participation in the study
through first- and fourth-grade public school classrooms, and conducted in-depth
interviews mostly in the homes of study participants. By design, the sample consisted
predominantly of families with limited levels of formal education and income. 85 of
the families were two-parent households, and we interviewed both fathers and mothers
in all but two of these families. The mothers represented Latino (24%), African
American (27%), and Anglo American (47%) backgrounds; fathers represented a
similar distribution. Our goal was to recruit for this study a sample of parents similar
to those who were likely to be attracted to a parenting education group. The interview
with parents focused on a range of topics related to their children's futures.



[image: diagram: Professional Knowledge / Parent Knowledge / Program Design and Implementation]
Figure 1. Links to Learning Program Design




We learned a good deal from parents. A strong and consistent theme
across nearly all interviews was parental worry about their child's future. An
overwhelming majority of parents indicated that their child needs to do things
differently than they did in order to succeed in today's world. Approximately
one third do not expect their child will attain what the parent considers to be an ideal
occupation for the child. We learned that parents gave greater emphasis to child
characteristics than to environmental influences as contributors to success. That is,
more parents emphasized child factors such as academic skills and abilities than
environmental factors such as a supportive atmosphere for development and learning.
We also learned that the weekday period from 4 to 8 p.m. is a good target time for
contemplating enhancements in parent-child interaction within daily family routines.
Television surfaced as a dominant organizing force in determining the nature of family
interactions.


This type of information proved to be highly valuable in forming
decisions about program content. We decided, for instance, that the program needed
to address squarely the widespread concern about what parents can do to help their
children prepare for unknown and uncertain futures. From these interview data we
also envisioned program opportunities to emphasize the idea that child competence is
developed through interactions between individual and environment, and we
identified challenges in helping parents think about ways of tweaking daily family
routines to enhance opportunities for children's learning.


Parent perspectives were tapped through more qualitative means at the
second and third stages of curriculum development. We used focus groups frequently
to try out various isolated curriculum ideas and activities. We heard stories about
parent interactions with schools and with children, for instance, that became the basis of
critical incidents incorporated into the curriculum for parent group discussion. We
learned that role playing was an enjoyable group activity, and that relations with school
personnel were emotionally-charged topics requiring two full sessions.
Implementation of the full curriculum in nine pilot sites was chronicled carefully
through observations, interviews with group facilitators after each session, and periodic
interviews with parents. A main lesson of the pilot work was the need to better support
a collaborative team of professional and parent; we were reminded of the deep roots in
our culture surrounding the notion that professionals should be in charge. We also
learned of the creative accommodations of curriculum ideas made by group facilitators.
One facilitator who could not read, for instance, communicated core ideas to her peers
through elaborate illustrations on the room walls; one of these illustrations led to an
important cartoon in the curriculum about perspective-taking skills as a basis of
problem-solving skills.


We have no data to support a claim that the end result -- the final program
curriculum -- would have been less responsive to parents if we had pursued a program
development path that did not incorporate parent perspectives. Compared to other
curriculum development enterprises I have observed and contributed to, however, it seems we had fewer false starts
and dead-ends in the Links to Learning program development journey, and that, if
nothing else, we were able to approach the final implementation of the full curriculum
with a good deal of confidence about its ecological validity.





Model of change mechanisms


Over time we generated a model of how the program might contribute
to changes in parent beliefs and behaviors. It has three sequential parts. The first step
focuses on parents' beliefs about influences on their child's education, including
parents' sense of self-efficacy regarding these influences. This domain builds on a
growing literature demonstrating the significance of parents' beliefs about children's
development and learning (e.g. Sigel, McGillicuddy-DeLisi, & Goodnow, 1992) and
parents' ideas about whether they have an appropriate role in their children's
education that can make a genuine difference (e.g. Hoover-Dempsey & Sandler, 1997).
The second step or domain is quite simply parental recognition of opportunities for
children's learning in family and community settings. Recognizing a teachable
moment in the context of riding on a bus, shopping, watching television, or preparing a
meal is an illustration of this domain. The third step is maximizing the learning
opportunity (the second domain) through parent-child interaction, especially through
use of inquiry or question-asking. There is an extensive theoretical and research
literature on the value of engaging children in conversations via open questions (e.g.
Stemberg & Williams, 1995) that supports this third step. My working metaphor for
this model is theatrical in nature: the first step establishes the actors and their roles, the
second step provides the stage and the props, and the third step is the enactment
through verbal interactions between parent and child.



[image: model: Beliefs about influences on child's education → Learning opportunities in family and community → Parent-child interactions, especially use of inquiry]
Figure 2. Model of Change Mechanisms




This conceptual framework was not tested in the Links to Learningcurriculum implementation. Rather, it guided curriculum content and it also helped
us make decisions about outcomes and measures and to organize our data analyses.
We used an experimental design (wait-list control) to test the efficacy of the program
with a sample of 129 parents (71 program, 58 control group parents who subsequently
received the program), a majority of whom had annual family incomes of under $40,000
and who represented African American (35%), Latino (26%), and Anglo American
(61%) backgrounds in five different communities.


We found positive program impacts on parents' beliefs about the
importance of different influences on their child's education, including positive change
in parents' beliefs about their ability to have influence on these factors. With regard to
maximizing opportunities for learning, we found positive program effects on the extent
to which children participate in daily routine tasks including meal preparation,
clean-up, and laundry, and on the level of parent participation in school-related
activities with the child, but not on family activities with the child or communication
with school personnel to support the child's education. In the third domain, we found
positive program impact on parents' attempts to understand the child's point of view
and to build on what the child says or does in hypothetical parental teaching situations,
and a modest program impact on how often parents and children discuss
school-related and personal topics. There was no effect, however, on joint
decision-making, and on the frequency of daily interactions with the child.


Our strongest program impact, then, occurred in the first domain focused
on parental beliefs. Effects were less robust in the behavioral areas of strengthening
opportunities for learning and in the domain of parent-child interaction. These types of
limited effects may be appropriate for a short-term parenting program.





Differential program effects


Income is defining variable in life that long has been linked to a number of
individual beliefs and behaviors, including child-rearing socialization practices (e.g.
Kohn, 1969). We organized the sample by three income categories: low income ($19,999
or less), moderate ($20,000 to $39,999), and higher income ($40,000 or above) and
found important differences in some outcome areas. Lower-income program parents
compared to lower-income control parents showed changes in beliefs about factors that
influence their child's education and increases in level of personal influence on these
factors, and increases in daily routine activities (involvement in meal preparation,
clean-up, laundry). Moderate-income program parents compared to moderate income
control parents had more frequent conversations with their child about school-related
and personal topics. Higher-income program parents compared to higher-income
control parents had greater participation in joint decision-making with their child.


It seems that parents of differing income levels "took" different types of
messages from the program. Connecting these findings to the conceptual model of
anticipated change mechanism, we see that changes in the first two domains -- beliefs
and learning opportunities -- occurred among lower-income parents while changes in
parent-child interaction were more likely to occur among moderate and higher-income
parents. It appears that parents entered the program with different sets of lenses or
frameworks for engaging core messages of the program curriculum. At baseline
(pre-program), there were significant differences across many variables by family
income, and hence we used baseline scores as a co-variate in analyzing post-program
outcomes.





Concluding comment


I view our approach to evaluation in the Links to Learning program as a
case study in how a curriculum development effort might strengthen the contributions
of evaluation to the responsiveness of program design. As noted at the outset of this
paper, certainly much more needs to be done to improve common practices in
evaluating parenting programs. Yet evaluation has more to offer than "proof" of a
curriculum's efficacy. A pressing issue in the improvement of parenting programs is
sensitivity to the needs and characteristics of the population to be served, and the
evaluation enterprise has an important role to play in achieving this goal.




Copyright © 1998 Douglas R. Powell.
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Introduction


Family-centered care is a goal that is generally shared among clinicians who work with children
with special needs and their families (Brooks, 1997; Letourneau & Elliott, 1996). Making the family the
focus of clinical practices does not necessarily bring the family into a central and powerful role in the
care of the child within the health-care delivery system. Nor is family-centered care automatically
realized when there are intentions to fully involve families in the health-related care of their children.
The goal of bringing families into a more central position in the health-related care of their children with
special needs rests on the assumption that competencies are needed to be in this position. Competencies
are constituted of knowledge, judgment, skill, and resolve employed dynamically in a specific setting or
context, and are a function of available environmental conditions, structures, and supports (Fischer, Bullock, Rotenberg, & Raya, 1993). Another assumption pertinent to family-centered care is that
families are supported in acquiring caregiving competencies through participation, guided by clinicians,
in caring for their child's special health needs.


Little is known about what constitutes participation for a family, how caregiving
competencies that need development are determined, and the clinical processes that support the
development of these competencies, including participation in the child's care. The purpose of this paper
is to describe an intervention, guided participation, for support of the development of family
caregiving competencies.





Background of the problem


Guided participation involves deliberate activities to support families with children with
special health care needs in acquiring and maintaining caregiving competencies. These activities are
intended to bring a caregiver who is a novice in caring for a child with special health needs into competent
and full responsibility for caregiving practice. This practice is described by a philosophical orientation,
organized and patterned on often routine activities, technical knowledge and skills, and the involvement
of others for direct assistance or for problem-solving aid or emotional support.


A mother's participation is developed
through her relationship with a guide, a person who is skilled or resourceful in the processes of guidance
and in the domains to be developed. For our study, this person is a nurse. The guidance occurs through
the interaction of the mother and nurse as the mother engages in or deliberately recounts caregiving
activities (i.e., the practice or pattern of activities that are routinely or repeatedly performed to
accomplish caregiving). The nurse initiates processes that are intended to support the mother in
becoming more competent in specific health-related aspects of caregiving.


Guided participation is grounded in three premises. The first premise is that the needs of
children with special health care needs and their families are best met when families are competent in the
day-to-day and special care of their child and in communicating and problem solving with health-care
providers, social service staff, and educators (here all referred to as clinicians). Second, families must be
committed to caregiving, value the relationship with their child, and know the child as a person with
needs, agendas, and preferences, all of which are expressions of caregiving competencies. Third, the
family and child are supported by clinicians who are sensitive and responsive to family goals, resources,
and competencies in caregiving for both day-to-day and out of the ordinary needs.


The clinical rationale for our program of research concerning guided participation is that
clinicians and families who relate to each other in a guided participation will enable co-participation of families with clinicians in managing the child's care. Co-participation, as an approach to
family-centered care, avoids either paternalism on the part of the clinicians, an isolationist, self sufficient
stance on the part of family members, or abdication of decision making by either clinicians or family
members.


We selected a population of very low birth weight (VLBW) children to examine the processes
and outcomes of guided participation as a clinical intervention. VLBW infants weigh less than
1500 grams or 3 pounds, 5 ounces at birth. About 50,000 VLBW infants are born annually, making up
about 1.4% of all births (Bennett, 1997). This population is large compared to other populations of
children with special needs and growing (about 7 times larger in the last 20 years) (Lewit, Baker, Cormon, & Shino, 1995; Shiono & Behrman, 1995). The prevalence of major neurodevelopmental
handicaps (e.g., cerebral palsy, mental retardation, sensorineural hearing loss, visual impairment) is
about 15 - 20% for these children. An additional 15 - 25% of VLBW children have developmental and/or
behavioral problems (e.g., cognitive delay, speech and language disorder, neuromotor abnormality,
perceptual problem, limited social-emotional competence) that interfere with or challenge daily living
function. In addition, VLBW children are more likely to have acute and chronic physical conditions,
most frequently respiratory and gastrointestinal problems. Growth faltering or deficiency is common
(Hack, Klein, & Taylor, 1995). Due to a higher incidence of developmental, behavioral, health, and
growth problems, VLBW children use health services to a greater extent than other children (Paneth, 1995) and consume about 35% of the health-care costs for infants in general (Lewit et al., 1995; Shiono & Behrman, 1995).


Because of the child's risk for or actual presence of one or more developmental, behavioral,
physical health, or growth problems, families of VLBW children must develop competencies in
caregiving that extend beyond those usually expected of or needed by a family of a healthy, normal birth
weight infant. Despite the magnitude of physical health, growth, developmental, and behavioral
problems, the extensive challenge of day-to-day caregiving for a VLBW child, and the call beginning
over 10 years ago for support of community-based, family-centered care (Shelton & Stephanek, 1994),
little progress has been made in providing this support (CCCID, 1997). Concerns recently voiced by
Wisconsin families of premature children and clinicians who work with them include services that do not
address family experiences and contributions to care and deficient collaboration and poor communication
among clinicians and families (WAPC, 1997). Within families, communication may be ineffective and
even non-supportive (Patterson, Garwick, Bennett, & Blum, 1997). Families may not have the resources
or skills to understand or problem solve their VLBW child's nutritional, physiologic status, physical
health, growth, developmental, and relationship needs.


Need for support in developing caregiving competencies is illustrated by a mother who was
afraid to make changes in her child's diet, wanted her child to outgrow her health vulnerabilities as
quickly as possible, and advanced her child to table foods too quickly for the child's tolerance. The
Project nurse observed that the mother's focus on technical details of feeding her child outside of a
context of goals for nutrition, feeding satisfaction, and skill development left her confused and
unfocused, resulting in a disorganized approach to feeding. The nurse helped the mother develop
competency by structuring questions to get answers to specific questions and to keep the major goals in
mind (e.g., What is going on? What should things be like? What do I need to do to support my child's
nutrition and satisfaction from eating? What would attending to these things mean for me? What tells me
how well things are going?) Processes of guided participation included clarifying and elaborating
the mother's goals, wondering (reflecting) with her about what was happening, and exploring her
feelings about caregiving. By the end of the child's first post-term year, this mother had a clear sense of
criteria of adequate feeding, anticipated developmental changes in the child's feeding behavior, and used
a systematic process to solve problems and make decisions.


The issues of family caregiving competencies and infant development, behavior, growth,
physical health, and health-care for VLBW children are likely to be common to children with chronic
health conditions in general (Stein, 1995). Theoretically, the outcomes for the child of all of these issues
may be improved through support of the development and maintenance of family caregiving
competencies. Furthermore, the relationships of families with NICU and community-based clinicians
may be strengthened as family caregivers become more competent in communicating and problem
solving with them. Family caregivers may gain in psychological well being, personal resources, and
social support through applying the communication and problem-solving competencies developed for
caregiving to other life arenas (Kitzman et al., 1997). Mothers, who generally are the primary caregivers
for their children, as well as the child stand to gain through development of caregiving competencies and
participation in guided participation (Rogoff, 1989).





The Research Plan and Methods


The objective of the longitudinal randomized clinical trial is to learn how guided participation, compared to the more standard follow-up of VLBW infants, affects the development of
mother's caregiving competencies and infant growth, development, and health outcomes. Approximately
45 mothers, their VLBW infants, and family members who participate in the infant's care will have
completed this study by early 1999. Families are recruited to the study from Milwaukee Level III
nurseries. About half of the mother-infant dyads are in the intervention group. This group participates in
guided participation, initiated by a Project nurse during the infant's NICU stay. The intervention
continues, following NICU discharge to home, with the Project nurse working in collaboration with
primary-care and other community-based clinicians. The follow-up (comparison) group receives periodic
monitoring of nutritional intake, growth, health status, and development.


Data concerning this practice are collected by Project nurses through such means as video-assisted interview, discussion of feeding situations, and observation of caregiving. To examine
development of caregiving competencies and the effects of the intervention on outcomes, data on
nutritional intake, growth, and physical health status for both the intervention and follow-up groups are
collected at specific post-term ages by Project nurses. These nurse are assigned to one or the other of the
study groups, intervention or follow up. The family member selected by the mother to participate in the
study interacts with the mother in two video-taped sessions of problem-solving infant care issues.
Developmental assessments are done by an occupational therapist. All data are collected in the home.


Through our previous studies of mothers' problem solving of feeding issues for their normal
birth weight (NBW) infants or VLBW infants (Pridham, Sondel, Clark, & Brown, 1994), we identified
six domains of family caregiving competencies that are relevant, we believe, to any family caregiving
activity. Four of these domains were identified from the analysis of the logs that 62 mothers of NBW
infants kept through the infant's first 3 months concerning things on their minds about the infant's care
(Pridham, Chang, & Hansen, 1987). These domains involve: (a) the techniques, methods, and processes
of giving care for sustenance of human functions and for special health and developmental needs; (b)
communicating with others, both family members and clinicians, about the infant's needs with the aim of
getting information, advice, or direct assistance or participating in the infant's care: (c) problem-solving
infant-care issues with family members or clinicians; and (d) relating to the infant, including being with
the infant and knowing the infant as a person.


The relationship domain of competencies was specified more precisely by Thoyre (1993)
through dimensional analysis of focused interviews of 12 mothers of both NBW and VLBW infants
concerning the development of their participation. The relationship competencies, being with and
knowing/relating to the infant as a person, are central to a mother's motivation as a parent, to her
empathic understanding of her infant's needs and responses, and to her reflective, sensitive, and flexible
(i.e., adaptive) response to her infant (Bowlby, 1984, 1988; Rubin, 1984; Winnicott, 1987). The
relationship competencies support the development and employment of the other competency domains
(providing sustaining care, communicating, and problem solving). The competency domain most
recently identified, from intervention work with mothers in our current intervention study, has to do with
the regulation of emotions, either the mother's own or her infant's emotion. Regulation and sharing of
emotion is important for adaptation to challenges and engagement in learning opportunities (Emde, 1989).





The Intervention


Guided participation, as we are developing it, is described in detail in Pridham, Limbo,
Schroeder, Thoyre, & Van Riper (in press). Unlike extant or recently published interventions that: (a)
are primarily focused on infant outcomes rather than on family caregiving as a practice (Als, 1992), (b)
have a defined curriculum (e.g., Nursing Systems Toward Effective Parenting-Preterm, Kang et al., 1995); (c) address behavior change (O'Brien & Baca, 1997); or (d) promote solution of specific
problems (Wasik, Bryant, Sparling, & Ramey, 1997), the guided participation activities are
addressed to a family's lifelong development of caregiving competencies and are formed and specified
by the mother's caregiving activity or recounting of it at the moment (Pridham et al., in press).


Guided participation has theoretical origins in pragmatic philosophy of mind and social-cultural approaches to learning. According to Dewey (1938), thinking develops and learning occurs
through experience with the problems and challenges of life. From Rogoff's (1989, 1990, 1993)
perspective, informed by Vygotsky's (1978) concept of the zone of proximal development, and from
Wertsch's (1991) theory of mind as a social-cultural phenomenon, learning is a social activity. Learners participate in activities beyond the competence they would
have if working independently or in isolation of more expert persons. Through this participation they develop their own practice. The social arrangement for
learning of everyday practices, such as caregiving for a child with special needs, is analogous to an
apprenticeship. In an apprenticeship, the novice is an active participant in learning a practice. The
apprentice expects, seeks, structures, and sometimes demands the assistance of the master practitioner or
guide.


Lave and Wenger's (1991) ideas extend the social-cultural features of learning as a concomitant
of participation in everyday practices as well as of deliberate and explicit training or apprenticeship for
specific practices. A practice is a customary and patterned system of activities directed to a goal of
social-cultural importance (Lave, 1996). Through engaging in practice as a legitimate participant, a
person moves from peripheral to more central and responsible participation. An important support for this movement or
learning is the coparticipation of the "master" or guide in the practice (Lave & Wenger, 1991).
Coparticipation means that the guide understands and appreciates what the learner is experiencing and
fine tunes the type and processes of support provided to advance learning in the context of this
experience.


Our experience with providing guidance to mothers of very low birth-weight infants in
developing their feeding practices and, thereby, becoming more competent in feeding, has contributed
several perspectives additional to those in the literature. First, as a consequence of coparticipation in
caregiving activity--the mother, initially, as novice and the Project nurse as guide--both the novice
participant and the guide have an opportunity to learn about the expectations, intentions, and meaning to
the other of the caregiving experience. Second, mothers may not readily engage, if they engage at all, in
some aspects of participation that are known by the guide to be important to the child's growth,
development, and well-being in general. Mothers, for example, may not understand or appreciate a
VLBW infant's need for close attention to feeding behavior and dietary intake in light of respiratory and
gastrointestinal functions and patterns of growth. The focused and informed attention that may be needed
by a VLBW infant may be discrepant from a mother's participation for older children or it may be
discordant with family ideas of how a child is properly fed. Or the focused attention to specific
caregiving issues that is encouraged by the guide may be an unwelcome reminder to the mother that her
child has special needs.


Drawing on the guided participation activities that Rogoff (1990) formulated from observations
of adults instructing children in everyday activities and from our own experience in engaging with
mothers of VLBW infants in guided participation, we have identified four primary activities or
processes, each with subprocesses, that may be employed by a guide. These processes are: (1)
developing joint attention; (2) structuring information-gathering; (3) engaging in problem solving and
learning; and (4) supporting participation in and responsibility for participation.


Developing joint attention with the mother to whatever aspect of the caregiving that needs
attention, from the standpoint of the infant's well being, the mother's developing competence, and the
family's sense of integrity, involves a sense of mutuality (Winnicott, 1989), and is fundamental to all
other processes. At times, the nurse must gain, cultivate, amplify, or regain attention. The process of
structuring information-gathering involves making opportunities for a mother's observation and
reflection, providing tools for gathering information and making assessment decisions or evaluations,
organizing a task into manageable subtasks and staging or phasing participation, and monitoring how the
participation and, consequently, the learning, is going. This process may include structuring
opportunities for a mother to problem solve with a family member or a clinician. Engaging in problem
solving and learning is a process that includes building connections from the understandings and skills a
mother has now to new ones, elaborating on or expanding thinking and feelings, reflecting with a mother
about what is happening and why, developing and applying criteria of desired outcomes, whether short-
or long-term, testing hypotheses, and examining and revamping actions. Supporting participation and
responsibility for participation as competence is developed is a process that includes developing
awareness of the responsibilities and the capabilities a mother has, identifying with her when to seek help
and finding ways to get help, and supporting her in making and implementing plans.


The ultimate goal of the guided participation is development of an adaptive working model of
caregiving. A working model includes expectations, intentions, and meanings concerning caregiving
events and activities that the caregiver is experiencing at the moment (Bowlby, 1984; 1988). An
adaptive working model, i.e., one that is supportive of the infant's nutrition, development, growth,
physical health and relationships, gives a caregiver optimal preparedness for what is to happen, operates
with flexibility and openness to whatever information is relevant to the child's best interests for the
immediate and long-range future, and considers the child as a person with needs, agendas, and
preferences. Furthermore, an adaptive working model involves the caregiver in processes of reflecting on
or wondering about what is happening and why; integrating mother and infant agendas with the aim of
constructively supporting or negotiating both; and keeping in mind multifaceted domains of infant
experience or need, e.g., nutrition, growth, learning, and relationships (Bowlby, 1984; 1988; Bretherton, 1991; Main, Kaplan, & Cassidy, 1985).


Guided participation is distinguished by a dynamic, ongoing process that relates to what is
going on and what is needed in the context of the caregiving activity and for the development of a caregiving practice for which the mother is fully responsible. For infants in their first year,
feeding is a central caregiving activity. This process is accomplished through the joint reflection of the
mother with the nurse who guides the activity. The nurse's written record (progress notes), organized by
the caregiving issues that are foremost in the minds of mother and nurse, is an aid for exploration of the
mother's development of competencies and for planning for guided participation. This plan is
always flexible and open to revision at the next encounter in response to the mother's expression of her
working model of caregiving as she engages in giving care or describes recent caregiving activities and
to the mother's personal, family, and community events. Ongoing supervision and consultation of the
work of the nurses who function as guides is required because of the nature of guided participation
and what it demands. These demands include: (1) technical knowledge of the child's special health
needs; (2) creativity in relating to families concerning these needs; (3) sensitivity to the meanings that
the child, the special needs, and the guided participation have for families; and, (4) a relationship
based in trust and regard. The processes of the supervision and consultation are parallel to those of the
guided participation of mother/family member with the nurse.





Case Illustrations



The illustrations that follow concern four infants, three of whom weighed 700 grams or less at
birth and were born at 23 or 24 weeks gestation. The fourth infant weighed 1000 grams at birth; she was
28 weeks gestation. Each case illustrates one of the four major processes of guided participation.





Developing and sustaining interest; focusing/refocusing


The nurse, after weighing the infant, has examined with the mother, the infant's growth graph and caloric and protein intake. The infant's
growth is faltering, and caloric intake is low. This little girl could use an additional 3 ounces of her
special formula. The options would include the parents waking the baby for a feeding at night. The nurse
understands how difficult this could be for this working mother. An alternative approach would be for
the mother to sustain her infant's interest in feeding and keep her at each feeding longer. This might be
helped by the mother's use of her voice, gaze, and smile. Using herself in this manner has not been part
of the mother's feeding practice, in part, because the mother learned from the neonatal intensive care unit
staff that the infant could handle very little stimulation without getting disorganized, but also because the
mother has not learned that her voice, gaze, and smile could be useful to her infant. The nurse believes,
however, that the mother's concern about her little girl's growth could help her develop her use of herself
during feeding. This relationship competency would support the infant's organization of her behavior
and more effective feeding. The competency would also aid the mother in learning more about her baby,
what she needed and wanted, and what she preferred and enjoyed.


After exploring with the mother her sense of the infant's capacity to handle increased stimulation, the
guided participation process that the nurse used was to develop interest and focus through an
"experiment." In this experiment, the mother would take note of her infant's response to her systematic
use of her voice, gaze, and smile, singly at first and then in combination. She and the nurse would discuss
the results of the experiment in a week.





Structuring learning: Providing information


To support a mother in developing competency in
describing, with clinicians, concerns about her infant's feeding, a nurse structures a setting for this
description and subsequent learning about the issue of her concern. The structuring that the nurse does
provides a focus for joint or mutual attention. The concern the mother states has to do with the long time
between the last feeding at night and the first feeding in the morning, and the possibility that the baby
may not have taken in enough to tide her over this long stretch of time. The nurse structures a problem-solving framework for discussion of the concern by exploring with the mother how she has handled her
concern and identifying the types of options the mother might have.





Engaging in goal-directed activity: Problem solving


The nurse and mother have reviewed the
growth chart of an infant who began to falter in her growth about 2 months ago. As they jointly attend to
the growth issue, the growth graph provides a structure for learning and problem solving, and, together,
mother and nurse connect the infant's growth to recent experience, including illness and poor appetite.
The mother identified the criteria that she would use for contacting the baby's doctor. Through the
process of jointly engaging in problem solving potential reasons for the poor growth, the infant's current
state of recovery and expected catch-up growth, and development of a plan for discussing the infant's
health with her pediatrician if her appetite should not return, the mother further develops her competency
in collecting, differentiating, and integrating several types of information and identifying criteria for
decision making..





Developing responsibility


To learn how a mother and father are patterning their daughter's
feeding, the nurse explores with them what the child's feeding is like. The little girl, a toddler, has a
history of chronic lung disease and very poor growth. After learning from the parents that the little girl is
not eating well at mealtime, but is "grazing' throughout the day, the nurse explores with them the
meaning and significance to them of their child's eating behavior. After the parents state that it is not a
problem, the nurse recalls (or brings to mind) for them the goal they have had of having meals for the
little girl. This is a responsibility that parents need to hold in mind, since children who "graze" are likely
to have poorer nutritional intake than those who eat meals, perhaps because appetite (and the physiologic
mechanisms that accompany it) is better developed in relation to meals that are spaced with the child's
appetite and hunger in mind. In addition to reaffirming with the parents the responsibility of patterning
regular meals for the child, the nurse also helps the parents identify criteria for adequate nutritional
intake, including the child's weight gain.







Preliminary Findings


Empirical findings that would permit us to evaluate the effectiveness of guided participation in affecting the adequacy of the child's nutritional intake, growth, development, and physical
health, are not yet available. The intervention may not have enough power to affect these outcomes in
light of other forces, including biological, family, and community conditions. The intervention, however,
may have an effect on the more proximal or immediate outcomes (Horsch, 1998), i.e., the mother's
caregiving competencies and the problem solving of caregiving issues that mothers and family members
do together. The nurses who work with mothers through guided participation report evidence of increased competence in describing and analyzing signs of change in infant
health status, in communicating more effectively with family members and clinicians, and in taking more
informed action concerning the child's nutritional needs and feeding behavior. As infants near the end of
their first post-term year, some mothers demonstrate greater competency in organizing and implementing
plans for their child's health care. Nurses have observed mothers in experiencing greater pleasure with
their infants and greater commitment to learning what their child is communicating. We are also learning
the importance of the social and political environment in how competently a mother may provide care to
her VLBW infant. When supports are limited or the demands on a mother too taxing, a mother's
caregiving may look less competent than it has been previously observed.





Next Steps


Guided participation to support competency development for caregiving practice that is
well-suited to the special health needs of a VLBW child requires a family to have access to clinicians.
The goal is for clinicians, through a continuing
relationship, to become attuned and responsive to family caregiving goals and practices in light of
complex health issues and goals (Barnard, 1997; Patterson & Blum, 1996). Neonatal intensive care unit
nurses have opportunities to support the beginning relationship with an infant and caregiving
competencies of family caregivers of a very low birth weight infant. Public health nurses have
knowledge and skills needed for support of family competencies in caring for children with special needs
and are ideally placed for a continuing relationship in community- and family-based settings. Since
intervention requires readiness to make use of it, mothers may need mental health or social services to
support readiness. Clinicians who provide services to the child must be well linked and informed about
the child's needs, caregiving issues, and intervention goals. To date, these requirements have not been in
place in a tested intervention (Holditch-Davis & Miles, 1997). The next phase of our study is to structure
the guided participation in a public health-nursing-primary care partnership that has
access to mental health and case coordination services.


We know too little about the needs for day-to-day and out of the usual care of children with
special health needs. Much must be learned about how families develop and sustain caregiving
competencies, including competencies in communicating and problem solving within the family and
with clinicians. We believe that advancing knowledge in these areas is central to advancing family-centered care and the participation of families as partners in their child's care.
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What are the issues that confront high-risk families; how can organizations such as ERIC and the National Parent Information Network help?


Anne S. Robertson

Coordinator, National Parent Information Network (NPIN)

ERIC Clearinghouse on Elementary and Early Childhood Education



I've spent much of my life in rural areas and one of the differences that I think I have observed between urban and rural cultures is that people in rural cultures take more time to tell stories. They tell stories about the weather, their pets, their friends, their neighbors, and their relatives. In many rural communities, your neighbors are also likely to be your relatives, and those stories can be particularly interesting. These stories are an important part of the history and knowledge that weaves a community together. So if you will bear with me for a few minutes, I would like to weave my presentation together with a story that I hope you will find interesting. It is based on real events and people, but the names have been changed.





A Home Visitor's Story


Margaret was one of several home visitors hired as part of a newly funded family literacy program designed to serve "high-risk" families. Through a lot of creative planning, the new staff members were able to provide a family center in a small space provided by a local church. The space had an office area, preschool area, infant room, and a multi-purpose room for parents. The center was open four days and one evening each week with a variety of activities for children and parents. The center was closed one day a week so that the local food pantry, another group that shared the church space, could disperse food to needy families.


Some of the center staff grumbled about the shared arrangement with the food pantry, but Margaret saw it as an opportunity to meet families in the neighborhood. She opened the preschool area for families who stayed. It was during one of these informal play times that Margaret met Carol and two preschool children, Ben and Cara.


Carol appeared to be the children's grandmother, and Margaret told Carol about some of the programs that the center offered for the adults while the children attended preschool. While the children played, Carol's story began to unfold.


She told Margaret that Ben and Cara were not her children or grandchildren but belonged to an "ex-boyfriend" who had left them at her house about three weeks ago. She was running low on food and diapers for the children. Also, Carol said that she felt guilty because her daughter, son-in-law, and real grandchildren were back in town needing a place to stay. As Margaret listened, she wondered how she could help Carol. The diapers and food weren't a problem; Margaret made sure that there were extras tucked into Carol's food pantry bags. The bigger issues were the care of the children and Carol's capacity to provide that care.


Carol explained that the father had custody of the children because of the mother's substance abuse, and the mother lived out of the area. Margaret asked if Carol had thought about contacting the state department of children's services to get more support for the children? Carol paused, then shook her head, "I couldn't do that; you can't trust those people." However, when Carol left, she gave Margaret her address and said that it was "OK" for her to stop by. Since Carol lived in the same housing project as some of the other families that Margaret visited, she agreed to stop by in a few days.


Margaret shared Carol's situation at the next center staff meeting and asked for help. Several of the other home visitors immediately said that this situation should be reported to children's services for neglect and the center shouldn't be involved at all. Margaret cringed. Reporting Carol at this stage would undermine Carol's trust, and when it got to the neighbors, it might undermine the new programs at the family center.


Another issue with some staff was whether or not the grant that funded Margaret's position could provide services for people in Carol's situation. Margaret's grant specifically stated that legal guardians with at least one young child were eligible for the program. Although the children fit into the age category, Carol was not the legal guardian. Also, the family center had a rule that required parents or grandparents to accompany their children. It had seemed like a good rule at the time, essentially preventing the preschool program from becoming a baby-sitting service; however, once again, Carol didn't fit the requirements. Margaret pointed out that of all the families and children who had been at the center, this one appeared to be from the "most in need" category that was specified in the family center funding.


The staff disagreed on how to handle this situation; however, Margaret's supervisor supported her decision to visit Carol and see if she could be linked to other support services in the area. A few days later, after she had finished another home visit in the neighborhood, Margaret stopped by Carol's duplex. Over half of Margaret's families were without phones so "stopping by," on a prearranged day, was the norm in that area.


Carol was home and greeted Margaret warmly. Ben and Cara were there, and Cara came to sit on Margaret's lap. Margaret also met Carol's very pregnant daughter and two grandchildren. It wasn't long before Margaret realized that Carol's situation was more complicated than she had originally thought.


Carol's daughter and grandchildren had just moved into her duplex. Carol's son-in-law had just been released from jail and had a job earning minimum wage, but he had been unable to find housing for his family. Since he had been convicted of a felony, he was ineligible for subsidized housing. If Carol's daughter divorced or legally separated from her husband, she would be eligible for state support, but they didn't consider divorce an option.


Margaret observed during her visit that there were three adults and four preschoolers living in the one-bedroom home. There were no toys, books, or other suitable activities for the children, other than a television set, which was turned on throughout the visit. Although it was a nice day, the shades were drawn, and Carol was clearly cautious because she knew that she was in violation of her lease by letting so many people stay with her. She said they rarely went outside because she was afraid of being reported by the neighbors. Cara stayed on Margaret's lap throughout the visit, but the other children either watched television or scrambled around the duplex in between shouts from Carol and her daughter to "straighten up."


Margaret did learn that Carol attended a church that sent a bus through the neighborhood on Sundays. The minister didn't know about Carol's situation, and Margaret suggested that the congregation might be able to help. Carol said that would be fine if Margaret wanted to talk with the minister.


Margaret left Carol's house with the promise to "stop by" again in a few days and extended another invitation for all of them to visit the family center for the next program.


Carol's daughter and children were eligible for programs at the center, but Margaret didn't have the heart to say that Ben and Cara couldn't attend. Margaret would prefer dealing with the staff grumbling than turning the children away.


Driving back to the center, Margaret took the long way. She needed some quiet time to think. She knew she would face opposition from some of the staff if she suggested that the center should be helping Carol's family. Margaret also knew that there were no quick solutions here. She was skating on very thin ice by not reporting Carol to both the housing authority and children's services. She worked with professionals from these agencies regularly, and she worried about losing their trust too. If only there was a way to solve the two most pressing concerns quickly--housing for Carol's daughter and support for Ben and Cara--without undermining the relationship with either Carol or the agencies.


Margaret began to think of ways that she could collaborate with other agencies. She knew that a person had been hired in the community to support homeless families and that this person was linked to the center. There was also the minister at the church who might help. Margaret also felt that she needed to talk with the director of the housing authority to see if she could negotiate some more time for Carol, without actually reporting her. Later that afternoon, Margaret and the housing director had a "discussion" on the phone about a certain "hypothetical situation." The director agreed that in such a "hypothetical situation" they would probably give the tenant a couple of extra months before issuing an eviction.


Over the next few weeks, through collaboration with the staff person who worked with the homeless population and the church, Carol's daughter and son-in-law were able to find housing for their family. Ben and Cara's father returned, and Margaret included him in the center's activities, although he rarely attended. The minister at the church linked a volunteer from the congregation to visit Carol. Ben and Cara continued to bounce back and forth between their father's house and Carol's. The rule about the center providing services only for parents or grandparents and their families was never changed, but it was adjusted for children who fell into the "homeless" category. It was decided that Ben and Cara fit into that category and were eligible for the preschool when Carol attended.


Margaret was never under the illusion that she had "solved" this family's problems, but she did feel good that life for them appeared to be better on most days.





The Importance of Stories Such as Margaret's and Carol's


There are several reasons that stories like Margaret's are important. First is because we need to take time to hear and respect the parents and the professionals who are involved in providing direct service to needy families. For those of us who are not working in direct family service, it is easy to forget the critical issues that parents and practitioners face on a daily basis. Carol's situation was more distressed than some of Margaret's other cases, but it was not unusual. In fact, when word got around the neighborhood that the center had helped Carol, other people in similar situations begin to come to the center for support. Within two years, the center had outgrown its space at the church.


Another reason this story is important is because it addresses so many of the critical problems that neighborhood programs face when supporting and educating high-risk families. Some examples of the problems that Margaret faced as she worked with Carol included:



	Ethical considerations for personnel who work with high-risk families, and deciding when a family should, or should not, be reported to a state agency.

	Insufficiently flexible or effective public systems in education, housing, welfare, and justice, which focus on a deficit model or are inaccessible to those families with the greatest need.

	Damaged community social networks, which have created gaps in the safety nets that should protect our most vulnerable families.

	Limited employment opportunities within communities, which force young families to remain in poverty or to move away from familiar support systems.

	Differing viewpoints among family support professionals regarding methods and practice, which frequently undermine program effectiveness.

	Poor communication among individuals, programs, and agencies, which prevents the transfer of skills and education to the families and the development of sustainable change for the family.




Everyday, there are family support professionals like Margaret who skate on "thin ice" as they negotiate new ways to effectively serve parents and children. We need more of these dedicated people in our field. With limited time, resources, and energy, they scramble to find support and validation for these new directions. Effective programs are constantly being pushed beyond their limits. It is very important that programs working with high-risk families take the time to examine and focus on their mission, then develop links to collaborate with other organizations for service delivery outside of the program's scope. With this strategy, they can avoid problems that may develop from overextending the program's resources.





How Can National Organizations Such as ERIC and NPIN Help?


At ERIC and the National Parent Information Network, we continue to examine better ways to serve parents, and professionals who work with parents, given our mission and the resources available to us. What can we do? What are our limits?


Certainly, information gathering, storing, and sharing are the foundation of the ERIC system and NPIN, but a cornerstone of that foundation is collaboration with a wide variety of individuals, agencies, and organizations. We work very hard to listen to what is needed in the field, and our services and projects are developed to support those information and resource needs.


One of those services, Parents AskERIC, has grown rapidly and has challenged us to look at the level of parent support we can and cannot do well from our location. Through Parents AskERIC, parents, or professionals who work with parents, ask a wide variety of questions on topics such as child development, parenting education, health, or school-related issues (see Figure 1).



Figure 1. Parenting question topics

	sibling rivalry
	parental involvement



	toilet training
	special needs children



	divorce
	father involvement



	custody issues
	home schooling



	benchmarks in 
child development
	aggressive behavior



	family communication
	positive discipline



	adolescent behavior
	program development



	substance abuse
	choosing a school



	resources for 
gifted children
	family literacy





Each question receives an individual response, which typically includes citations from our database, a list of relevant parenting materials and organizations, and encouragement to link to community-based resources. With over 50,000 parenting education programs available throughout the United States (Carter, 1996, p. 4), it has been helpful for us to identify those programs by using what we have called "The Parenting Education Spectrum" (see Figure 2). Then as we respond to parenting questions, we can look at how that response fits into the spectrum, being careful not to move beyond our scope and mission.



Figure 2. Parenting education spectrum
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	Includes:


	Research

	Books

	Organization

	Web Sites

	Full Text



	suggesting a phrase or strategy to assist the parent or professional
	informal programs offered through schools, hospitals, religious groups, e.g., MOPS
	formal programs offered through school districts, hospitals, e.g., early intervention
	counseling & one-to-one support for parents, e.g., home visiting
	



	Listening, Understanding, Accessible Support, Experience, and Education





The spectrum may also help communities understand what support is currently being provided, and it can also help them discover where there may be gaps in service delivery. Identifying those weak areas, through a community-wide needs assessment, may be useful for designating the parenting support services that may be most needed within a neighborhood.


Divided into five major sections, at one far end of the spectrum are programs that provide information, resource, and referral. As we move along the spectrum, we can see that the programs in the next section may provide a strategy or suggestion to the parent. In the middle are informal parenting programs that may be run by volunteers and may meet in community locations, such as a church, synagogue, or family center. These informal programs are important networks that support families and build relationships. As we move to the other end of the spectrum, we see that the parenting education gradually becomes more intensive and one to one, until at the opposite side are programs that include such models as home visiting and counseling.


While all parents may need access to the entire spectrum of parenting education during their parenting experience, it is very difficult for one organization to provide the complete range of services effectively. At ERIC and the National Parent Information Network, we fit into the far side of the spectrum that provides information, resources, and referrals. We may also suggest a strategy and, if necessary, try and provide parents with a link to a program within their own community that fits into another category in the parenting education spectrum. From our location, it is impossible for us to provide the type of support required for more intensive parenting education. These types of services are best accomplished by community-based programs, such as Margaret's family center, since the staff can develop a one-to-one relationship with the family. Our hope is that by increasing access to relevant, high-quality research and resources, at the time the resources are most needed, professionals like Margaret, and parents like Carol, will become more competent in their roles and feel more capable when reaching out to help others within their community.
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Parenthood Requires Supportive Neighborhoods and Communities
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In order to succeed in life, children need supportive families. In order to be successful parents, many parents need support and education. This chapter defines two kinds of parent education. It shows how the most effective kind of parent education requires supportive neighborhoods and communities.


I distinguish between two kinds of parent education that raise very different kinds of policy issues: didactive and interactive.





Didactive Parent Education


Didactive parent education aim to transfer knowledge and information. The person who has knowledge and information tries to transmit it to persons who lack it, usually in a classroom setting.


The didactive form of parent education has spread most easily. It is the most common because it is easier to carry out, is less expensive, and requires less training. When parent education is mandated by the court in a child abuse situation, it is likely to be the didactive form in the hope that a few classes in childrearing will solve the problem. However, didactive parent education classes have never been shown to influence parenting practices among those at highest risk.


Didactive parent education has analogues in other fields. A physics teacher who teaches simply by lecturing doesn't really have to understand physics. If you give her the right materials, she can read them, or memorize them. She may not be able to figure out why a particular student isn't understanding a particular concept because she doesn't understand enough about the concept herself to be able to diagnose this child's problem. In the same way the parent educator who is trying to teach that a two-year old's playing with his food is not a punishable offense has to get beyond the curriculum materials if she wants to understand why that information is not changing parenting behavior.





Interactive Parent Education


The second type of parent education is interactive, based on idea that how one parents depends on one's own experiences, as much as it does on information. It is much more individualized and supportive. It most frequently takes place in a setting where other activities are also taking place: a Head Start center, a parent support center, or on a home visit.


Interactive parent education is extremely important for parents who did not experience good parenting, who are trying to change not only what they know but how they feel and how that affects their behavior, or who are trying to raise their children in neighborhoods that are unsupportive of good childrearing.


Some attributes of interactive parent education are important to think about because the very characteristics that make it effective also make it hard to spread and sustain. In my book, Within Our Reach,1 I identified the attributes of a variety of effective program in several domains:



	They are flexible and responsive. Sister Mary Paul who runs a family service agency in Brooklyn says, "Nobody in this program ever says 'this may be what you need, but it is not part of my job to help you get it'."


	They deal with children in the context of families and families in the context of neighborhoods.


	They are rooted in the community.


	They have a long-term preventive orientation.


	They continue to evolve over time in response to changing circumstances and lessons learned.


	They operate in settings that support high quality standards.


	Supportive managers hold staff accountable for achieving shared purposes.


	They operate with enough intensity and perseverence to achieve agreed upon outcomes.


	They encourage staff to expand the boundaries of their job description, to build strong relationships based on mutual trust and respect.





These are the characteristics that make the best kinds of parent education so hard to sustain and spread. When I found that so many of the effective programs described in Within Our Reach had gone out of existence within a few years, I tried to understand why they were not sustained even though they had succeeded in achieving their goals. I found that the organizations that fund and regulate and hold accountable and even mandate specific services are not a good fit with most of what we know works best.


People running successful programs tell you that they are swimming upstream. Whether they are working on school reform, early childhood, family support, child protection, or welfare-to-work, they have to surmount all kinds of obstacles put in their way by the organizations that fund and regulate them. The people and places that were able to implement and sustain responsive and flexible programs adopted strategies in which we could identify common elements. The common strategies of successful scale-up became the basis of my new book, Common Purpose.2





Strategies of Effective Programs


This work led me to conclude that one of the big mistakes we have been making in the social policy arena is to assume that the front-line program people can make the changes that need to be made in systems in order to make them supportive of our best programs. Many of the most promising strategies now require vertical alliances between front line people who know what works and what is important to sustain and the people who have the clout to change the rules under which the front line people operate.



Focus on Results


The first of these strategies is a focus on results. Successful programs focus unambiguously on results as a way of taming bureaucracies, to make sure that funders and voters know that they are accomplishing the outcomes the public cares about, and to make sure that every activity they undertake is clearly linked to the outcomes they are trying to achieve. Some of those outcomes are going to be more measurable than others, but to the extent that we can identify outcomes that show that we are achieving shared purposes we mistakenly trade accountability for outcomes for accountability for complying with rules.


For example, in Within Our Reach I mentioned a demonstration home visiting program in Elmira, New York. That program documented reductions not only in child abuse, which was the primary purpose, but also in hospitalization of infants, and in long-term outcomes of mothers who were returning to school or work and were themselves more effective parents. When the foundation funds ran out, the city of Elmira, New York, was so impressed with the outcomes of the demonstration that they took it over and fund it with Medical Assistance funds. On the first day the city took it over, they focused on Medical Assistance rules rather than outcomes. They accordingly doubled the nurse's caseloads. They cut the amount of time that the nurses could spend with families. They stopped the visits when the baby was four months old. Then they were surprised that they did not get the same results.


Attention to outcomes also promises to reduce some of the long-standing confusion between the means and ends of intervention. There always is a temptation to fall back on process measures as evidence of progress. When you count the number of people who are attending a class, you at least can show that something is happening. This is what you have to do when you are so woefully underfunded, as so many of these programs are. You get the grant with the promise of reducing child abuse and teenage pregnancy and after about a year the evaluators come and want to document reductions in child abuse and teen pregnancy rates. The program people say, "But it's absurd to think that we could reduce child abuse and teenage pregnancy with $20,000 in this community of 50,000 families." The evaluator replies, "You are right. Let's figure out what we can count that will show that something is happening."


A focus on results forces funders and evaluators and program people to be much more realistic about what they can actually accomplish. It forces a discussion of whether we really want to continue to fund some of the most important family support programs "on the cheap?" Or do we want to invest enough so that we can change outcomes? Inner-city neighborhoods and other places that are seriously depleted require a critical mass of intensive and interactive intervention to change outcomes. Especially for them, a focus on results can help funders and program people resist temptation to hide the limitations of so many of our current efforts. Such a focus can help clarify the fact that single circumscribed interventions often are not sufficient to change outcomes.





Adapt Models to Local Circumstances


A second strategy of effective programs is that they do not try to use a cookie-cutter method of replication. They do not expect a single model to be effective everywhere in exactly the same form that it made it succeed in another time and place. They try to sort out essential principles from the attributes of the program that can be shaped to fit a local community's needs and strengths and desires. When people say, we really should not have to reinvent the wheel, I say to them you may have to shape the spokes in a different way. You may have to use different materials for the spokes to meet the needs of individual communities and to make it their own.





Use Intermediary Organizational Support


A third strategy of successful programs is that they create or utilize intermediaries. The scale-up of successful programs rarely occurs without the support of outsiders. Almost uniformly the successful initiatives I have studied receive crucial help in developing and sustaining reform from some sort of intermediary organization that offered expertise, outside support and legitimization of an opportunity for networking and peer dialogue, and the clout that can help change the rules under which the intervention operates. Every one of the systems and institutions in which major scale-up efforts have tried to gain a foothold contains features that eventually exhaust reformers by trying to force them back to the status quo. Intermediary organizations can support and strengthen local reformers in countering those pressures.





Cross-System Partnerships


A fourth strategy involves establishing partnerships between formal systems and community-based organizations. These partnerships often are essential because so many prevailing services are too far removed physically, psychologically, and administratively from the communities they serve. For example, in child welfare we see more and more child protection agencies partnering with networks of community organizations so that they can make families and neighborhoods, including churches, part of their efforts to strengthen families and protect children. Partnerships do a lot to increase the chances that neighbors will help neighbors. They help families feel less isolated in their childrearing, and respond to a family's self-defined needs for help. They bridge the gulf of mistrust between public agencies and the community.





Long-term View


A fifth strategy is taking a long-term view of change. Outcomes do not change overnight. Politicians that expect you to be able to change behavior that is rooted in a long personal history during the two years they hold office are spitting in the wind. We have to convince them that it cannot be done. We do need interim indicators to show that we are making progress toward long-term goals. But we cannot promise that any of these life-changing interventions will succeed overnight.


A long-term view of change also means a two-generation focus, recognizing that strong families are the keys to healthy children. Often parents must be nurtured so that they can nurture their own children. A long-term view of change also requires that the interests of children not be sacrificed to short-term efforts to move their parents into the workplace in welfare reform efforts. When you superimpose the findings of brain research showing the importance of the early years onto the new welfare policy, our laissez-faire attitude about childcare during the early years becomes totally untenable. It is untenable for government to say we will force you to leave your children --- in Wisconsin at the age of twelve weeks --- and we take no responsibility for what happens to those kids. Yes, we have some childcare money, we have some childcare subsidies, but we do not have a system that will make certain that childcare is accessible, affordable, and of high quality.


In New York City mothers are told that their benefits will be reduced if they do not use whatever childcare is offered to them. The New York Times reported recently that a mother found her fourteen-month-old toddler's "day care" consisted of spending eight hours a day tied to a dirty stroller. When she told the welfare office that she was not going to leave her child under those conditions, and said "If I can't find other childcare, I'm not going to work." The welfare worker said, "you will be docked on your welfare check." Since we know how to do this right, since there are plenty of examples showing how to do it right, it is hard to understand why we are allowing this scandal to persist, why we do not have more of a sense of outrage about what is going on.


Perhaps part of the answer is that people do not believe that government can do anything right, and therefore government subsidies and standards will not do it right. Columnist William Raspberry writes "You don't have to be mean-spirited to walk away from social problems, you just have to believe that nothing can be done to solve them." This distrust of government that is so pervasive in our country today is getting in the way of acting on so much of what we know.





Safe Neighborhoods


The sixth strategy involves making neighborhoods safe and protective places in which to bring up children. The influence of neighborhoods on families and life outcomes has long been apparent to people working at the front lines, although research in this area was for many years almost nonexistent. But the influence of neighborhoods on individual outcomes now has become a hot topic again. We owe so much to Urie Bronfenbrenner, for pointing out long ago how crucial it was to understand the environment, the ecology of childhood. The latest research shows that even the best parents have a hard time doing well in rearing their children in neighborhoods that are full of violence and chaos.


It is true that children who are blessed with extraordinary resiliency or unflagging adult support can beat the odds, but we have to change the odds for the kids growing up in very depleted neighborhoods. One of the most encouraging things I see around the country are efforts to do just that by putting together what we know works in specific neighborhoods and by addressing directly the challenge to build community, to restore some of those disintegrating bonds of trust among neighbors.


Not long before he was killed, Presidential candidate Robert F. Kennedy called attention to the destruction of the thousand invisible strands of common experience and purpose, affection, and respect that tie people to their fellows. He believed that the world and the neighborhood "had become impersonal and abstract, beyond the reach of individual control and even understanding." In his 1968 presidential campaign he called for the restoration of communities as a place "where people can see and know each other, where children can play, and adults work together and join in the pleasures and responsibilities of the place where they live."


When you think about community that way, you realize how closely it is connected to parenting and the ability to do it well. People who are engaged in community building today recognize that formal services are not enough --- that you cannot service people out of poverty. You can't even service children into school success. It takes more. That is why successful community-building efforts act in more than a single domain, and why many of those community-building efforts are reaching out to people, who are working with parents and could become partners in this effort to rebuild community.





Build Knowledge of What Works


The seventh strategy has to do with the responsibility all of us have to continue to build a sturdy knowledge base about what works. Those of us involved with complex community-based interventions have discovered that the old approaches to evaluation are not really a very good fit with the far-reaching kinds of things that we are trying to do. Parent education and neighborhood rebuilding and family support are not a "treatment" like penicillin, and can't be measured that way. They are not like a fixed injection of an antibiotic, where you can compare a group of experimental treatment subjects with a group of control subjects. Especially as we try to reach out and change norms in neighborhoods, change how neighborhoods function, we cannot use the kind of evaluation that has been used in the past based on the medical experimental model. It is very encouraging that there are lots of people who are thinking about new ways to evaluate those more interactive, more comprehensive, more community based and comfortably evolving trends of intervention.







Conclusion


A focus on parenthood in America is an enormously useful reminder of how much better we could do than we are now doing by acting both on our best instincts and on our ample knowledge base.


Successful parent education programs require more than didactive techniques. They are most effective when they provide interaction between parents and professionals in a larger supportive context. They focus on results, adapt models to local circumstances, use intermediary supportive organizations, and draw upon cross-system partnerships in safe neighborhoods. Most importantly we need to build transferable knowledge of what works


As we join with others who are determined to reach all children, like Stand for Children, a brand-new, grassroots organizing attempt to leave no child behind, we can work toward the day when every American child grows up with a full stake in the American dream.
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Thus far, this symposium on "The Media and Parenthood" has considered a number of very
compelling aspects of this topic: What impact do media have on family life and family
interactions? What impact do media have on children? And how can parents and others
influence these media effects on children?


I would like to consider briefly a complementary issue, that is, the impact of the media on the
parents themselves. In particular, I would like to consider the impact of the media on parents
about parenting, that is, the ways in which the media play a role in providing information and
support to parents about child-rearing. In other words, while we have been considering largely
the influence of the media on children, and hence indirectly on their parents, I would like to shift
our focus for the moment to the influence of the media on the parents, and hence indirectly on
the children.


In the past few decades, there has been an explosion of information and advice about child-rearing in the mass media. In nearly every category of mass media, from books and magazines to
television and the internet, messages about child-rearing are being directed to parents to an
unprecedented degree.


Yet little attention has been given to the quantity or quality of those messages, or to their impact
on parents or parenting. Similarly, little attention has been given to the opportunities offered by
the media to have greater and more positive impact on parents at a time when, by all accounts,
such support is badly needed.


To address this gap in our understanding, recently the Center for Health Communication at the
Harvard School of Public Health, with funding from The John D. and Catherine T. MacArthur
Foundation, undertook a study of the role of the mass media in parenting education. Its goal was
to pull together existing information, to offer some initial observations, and to catalyze further
research, reflection, discussion, consensus, and action.


In this two-year project, the Harvard Center for Health Communication gathered and analyzed
data about the role of the mass media in parenting education from a variety of sources, including
research studies, press reports, and media project samples and descriptions. Also, over 200
interviews were conducted with key professionals in such fields as media policy, historical
research, communication research, health care, funding administration, health promotion, parent
education, child advocacy, journalism, publishing, broadcasting, media economics,
anthropology, sociology, advertising, and public relations. A group of eight leaders served as
expert advisors, and a number of other interviewees offered substantial information and advice.


The scope of the project was defined to include media activities for which parents and others in
parenting roles were specifically designated as a target audience. Projects were not included for
which the primary audience was children, although it was clearly acknowledged that parents are
an important audience for children's media, as monitors and mediators of their children's
experience, as the ultimate target of much of the advertising and many of the messages in
children's media, and as the family members most likely to experience and influence any media
effects on children's behavior. It was further acknowledged that some children's and family
programs, such as Mr. Rogers' Neighborhood, offer powerful models for healthy caregiving
behavior, and that parents sometimes report watching them for this very purpose. Finally, it was
acknowledged that the presence of the media profoundly influences family patterns of
interaction, by virtue of the quantity of their daily consumption by children and parents, alone
and together, and by their presence as "background noise" in family life.


Focusing, then, on messages directed to parents about parenting, and gathering a broad range of
research and practical experience, the project issued a report last summer that identified four
significant strengths in media coverage of parenting, but also four serious weaknesses. Based on
this analysis, the report recommended two major initiatives, in order to capitalize on the media's
strengths, address the weaknesses, and tap more effectively the considerable potential of the
media to support current and future efforts on behalf of children, parents, and families.


The following is a summary of the report's findings. The full report is available from the Harvard
Center for Health Communication, which is headed by Dr. Jay A. Winsten, and for which I serve
as a consultant. The summary is necessarily brief, but I will very much welcome questions and
discussion at the end of this session.





Strengths in the Media's Role


In assessing the current state of media attention to parenting, several positive and promising
developments emerged. Of these developments, the following four strengths were particularly
noteworthy:



	Parenting has become a staple among topics in many print media.

Printed parenting materials have proliferated dramatically in the past two to four decades--books,
magazines, newsletters, regional parenting papers, pamphlets, and parenting articles in
newspapers. Over 1500 parenting books are estimated to be in print today, representing about
20% of the "psychology" market. Similarly, over 200 magazines are estimated to be devoted to
aspects of parenting and family life, not including women's magazines and other more general
titles that include significant parenting material. Controlled-circulation, regional parenting
papers, typically distributed free to consumers, are now available in almost every major city, and
controlled-circulation "baby" magazines, also free to consumers, reach almost every new parent.
Child and family beat reporters have become quite common at major daily newspapers, and
"child-related" stories are a regular feature of the news landscape. In short, almost every parent,
regardless of socioeconomic status, is exposed to printed information about parenting, most
repeatedly.




	Parenting initiatives within the electronic media are expanding.

In particular, significant growth is occurring in three areas: (1) in public television, where two
parenting series ran last year, and at least two others are in development; (2) in cable television,
where several parenting and family series are running; and (3) on the internet, where parenting
sites are mushrooming. On commercial television and radio, news programming and talk shows
include a significant amount of parenting content. Also, public service campaigns often target
parents as a key audience--campaigns such as the major "I Am Your Child" initiative, recent
initiatives of the Advertising Council, and network initiatives such as NBC's The More You Know.




	The demand for media information among parents is substantial and increasing.

By a number of measures, many parents have a high level of interest in information about child-rearing, including information from the mass media, on a broad range of topics. Studies suggest
that media are commonly used as sources of parenting information, sometimes as extensively as,
or more extensively than, interpersonal sources such as family, clergy, or counselors. Of course,
the extent to which particular parents are reached by the media varies profoundly according to a
number of important factors, including age, gender, communication skills and style, cultural and
language preferences, and economic resources. There are promising examples, however, of
efforts to reach harder-to-reach parents, such as newsletters for isolated rural parents (including
here in Wisconsin), community mobilization campaigns on African American urban radio
stations, and Spanish language public service announcements.




	The preponderance of professional opinion, supported by theory and research, is that the media, as part of a complex set of factors, can and do have a significant impact on parents and parenting.

Although little direct research has been done specifically on the effects of the media on parents,
inferences can be drawn from theory, related research, and professional experience. Together,
they make a strong case that the media--including both informational and entertainment media--have important influences, in conjunction with other forces and strategies, on parents' attitudes
and behaviors about child-rearing. The media, in other words, are potentially an important tool
in supporting and informing parents.









Weaknesses in the Media's Role 


On the other hand, a number of drawbacks seriously undermine the ability of the media to
contribute effectively to the well-being of parents and families. Of these drawbacks, four are
especially important:



	Easily accessible sources of information for the media on parenting topics are scarce and
scattered.

Contributing in particular to the inaccessibility of information is the fact that researchers and
resources related to parenting are embedded in dozens of organizations and disciplines, from
psychology to law, from early childhood education to adult education, from medicine to social
work and community development. Over 40 professional organizations alone represent
parenting researchers and practitioners. For journalists, and even for practitioners working with
parents, information is difficult to locate and even more difficult to evaluate.




	Parenting advice conveyed by the media is often confusing and conflicting.

Caught in the interaction of economic, intellectual, cultural, and social forces, the only constant
in child-rearing advice has been change. For example, broad shifts from permissive to
authoritarian approaches have occurred from century to century, and, within the twentieth
century, from generation to generation. Within the pendulum swings, advice about specific
issues also shifts from source to source, from expert to expert: consider, for instance, recent
assertions about the value and the risks of spanking or the value and risks of building children's
self-esteem. Amid this fluctuation and controversy, researchers, practitioners, the media, policy
makers, advocates, and parents have all been frustrated in their efforts to seek reliable
information from each other.




	Parents of adolescents receive less information and support from the media than parents
of younger children.

This relative inattention to the parenting of adolescents occurs in spite of the fact that adolescents
have unique and critical developmental needs, and that failure to meet those needs creates serious
risks for adolescents, families, and society. Parents play a critical role in influencing outcomes
for teenagers, as recent research has underscored, but they often lack the information and support
to do so effectively. Exacerbating the problem are powerful negative images of teenagers in the
news and entertainment media; recent research documents a significant tendency for the news
and entertainment media to portray adolescents as "troubled teens," plagued by problems of
crime, violence, drugs, and bad attitudes. These images are also widespread within the public at
large, according to survey data, including parents themselves.




	Entertainment television has been largely overlooked as a source of influence on
parenting and as a vehicle for supporting and informing parents.

What little is known about the messages about child-rearing that reach parents from
entertainment programming is mixed, partly reassuring, partly troubling. Content analyses
document what we know anecdotally: entertainment programming, in particular family sitcoms
and films, portray dozens of parent-child interactions every hour. While depictions of family life
are in many ways positive, concerns are widely shared about such issues as the
underrepresentation of many cultural groups; stereotypical portrayals of gender roles; depictions
of young children as needing little care and supervision (in part because the children serve
largely as "props" for the adult interactions); and the depiction of parents as solving family
problems quickly, easily, and in isolation from any support system. Research is urgently needed
to analyze further the messages conveyed by entertainment media about parenting and family
life, to assess the impact of those messages on parents, and to explore the potential for
influencing those messages in positive ways, using initiatives that have been effective in
promoting other important social issues, such as immunization and drunk driving.









Recommendations


These weaknesses, while significant, are also windows of opportunity for making significant
progress in understanding and strengthening the role of the media in supporting parents. At the
heart of the problem are weaknesses in the knowledge base, and a set of concrete steps can be
taken to address these weaknesses in cost-effective ways.


The steps involve, first, consolidating findings and building consensus among researchers and
practitioners involved in issues of parenting, and second, ensuring that the emerging knowledge
is disseminated in careful, extensive, and effective ways. The Harvard Parenting Project therefore
recommends in its report two key initiatives:



	Strengthen the knowledge base about parenting, in particular by consolidating knowledge and building consensus about key findings.

It is widely agreed that the time has come to bring together leaders from a broad range of
disciplinary and cultural perspectives in order to consolidate, integrate, and analyze both research
and practical knowledge about parenting.


A key purpose of these efforts would be to identify the areas of agreement that exist within the
diversity of cultures and approaches that make up current parenting research and practice in this
country. Widespread (albeit never universal) agreement is possible in several areas, according to
a number of leading researchers and practitioners. Significant commonalities would be expected
to emerge, for example, with respect to some of the central goals that parents and society hold for
children and child-rearing, with respect to some of the key roles that children need parents to
play in order to meet these goals, and with respect to some of the key resources that parents need
from society, as well as the most effective ways to provide them. More diversity, although still
some important agreement, would be expected with respect to specific parental strategies for
meeting children's needs. The degree of consensus that has been achieved in recent initiatives,
such as in the information on early brain development prepared for the "I Am Your Child"
Campaign, illustrates the potential for this kind of process.


Such initiatives would take unprecedented steps to clarify the areas of agreement, disagreement,
and uncertainty with respect to existing knowledge about parenting. The implications of doing so
would be profound for empowering the media, parents, and all those who work with and for
parents and families.




	Implement comprehensive, integrated communications strategies to disseminate the
emerging areas of consolidation and agreement about parenting in ongoing and targeted
ways.

Information about the importance of parenting and of particular parenting practices will only be
as effective as its dissemination. Carefully planned and executed communications initiatives are
needed to ensure that, as it emerges, new information reaches parents, as well as media,
advocates, policy makers, and practitioners who work with parents, such as parenting educators,
health care providers, early childhood educators, teachers, and mental health providers. A
number of characteristics would be important to the success of such initiatives, including their
coordination with the many existing media projects that target parents and families.


Within these initiatives, special attention also needs to be paid to the areas in which there are gaps
in current media efforts. This can be accomplished by designing and implementing special
initiatives to address key issues, including (1) targeting parents who are not effectively reached
by current media efforts, including harder-to-reach parents and parents of adolescents; (2)
researching more extensively the impact of current messages in both informational and
entertainment media, as well as ways to introduce more positive effects, especially in
entertainment media; and (3) creating a permanent resource center to make information
accessible to the media and others in an ongoing way.


In other words, the report recommends that significant attention be given to the coherence and
the accessibility of the knowledge base about parenting, as well as to a few major gaps in the
media's attention to parenting and our attention to the media.









Next Steps


The Harvard Center for Health Communication undertook the study just described in part to
clarify the best ways that the Center could contribute to the process of tapping the powerful
potential of the media on behalf of parents and families. As a result of our analysis, the Center
has now designed projects that follow up on some of the study's key findings, including the need
for consolidation and consensus-building about the body of knowledge, and the need for more
media attention to the parenting of adolescents. Our goal is also to stimulate and support other
initiatives, to have a "ripple effect," and in fact we see indications that this is happening already.





Conclusion


The stage is set, in other words, to take media initiatives in parenting education to a higher level,
one that influences underlying social and parental attitudes, reaches broader audiences, sets
priorities around particular social needs, engages in more self-reflection and analysis, taps
existing knowledge more effectively, and addresses consciously and comprehensively the critical
needs of children, parents, and families. I look forward very much to the discussion, and to
working together on these important issues.





Copies of the full report on which this presentation is based may be obtained by contacting:


Dr. A. Rae Simpson

Family Resource Center

Massachusetts Institute of Technology

77 Massachusetts Avenue, Room 16-151

Cambridge, MA 02139

Telephone: 617/253-1592

Fax: 716/2535-2609

E-mail: rsimpson@mit.edu
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In this paper a spectrum of curricular perspectives that have been identified within the field of
curriculum will be used as lenses through which to view parent education curricula. Reasons for
viewing parent education in relation to curricular perspectives include a need for:



	deeper understanding of parent education curricula in terms of curricular ideas that are not explicit
in typical descriptive discussions and presentations of parent education curriculum, in those that
focus primarily on outcomes, and in those primarily concerned with underlying psychological
theory;

	a "forest level" view of parent education curriculum within which specific parent education curricula
can be understood in terms of a larger framework or pattern;

	attention to gaps in parent education curricula and development efforts to address them;

	awareness of more recently developed parent education curricula that address the gaps;

	parent educators to think deeply about their practice as it might be guided by various curricula and
the implications of their practice for parents and their children.




The above purposes will be addressed in four sections which include:



	overview of curriculum perspectives,

	examples of parent education curricula exemplifying each perpsective,

	implications of the various types of parent education curricula for parents and their children,

	recommendations for parent education curriculum work.







Overview of Curriculum Perspectives



Curriculum theory work over recent decades has focused on identifying various perspectives
from which curriculum is viewed and the implications of those perspectives for the kind of curriculum
that is developed and its implications for learners, educators, institutions and agencies that sponsor
educational programs, and society. Several schemes of curricular perspectives have emerged from this
work (Eisner & Vallance, 1974; Giroux, Penna, & Pinar, 1981; Miller, 1983; Miller & Seller, 1990).
The number of perspectives in these schemes has ranged from about three to eight. Because Miller and Seller's (1990) scheme is the most recent and synthesizes the others into three perspectives, a scope
which this paper can reasonably accommodate, it is the basis for this discussion and analysis of parent
education curriculum.


Miller and Seller's (1990) scheme of curriculum perspectives contains the Transmission
Perspective, the Transaction Perspective, and the Transformation Perspective.





Transmission Perspective


This perspective is characterized as follows:



	rooted in behaviorism and traditional academic modes of educating. 

	goal is to transmit knowledge, attitudes, or skills from those who are believed to possess them to
those believed to lack them.

	educator or curriculum developer is viewed as possessing the desired skills, knowledge and/or
attitudes.

	learners are seen as lacking and needing the desired skills, knowledge and/or attitudes.

	curriculum development involves identifying components of needed skills and/or areas of content
knowledge and then indicating what the educator is to demonstrate, model, tell, and provide practice
opportunities for. 

	assumes knowledge (concepts, attitudes, and skills) is possessed by people and that one person's
knowledge can be imparted to another through the above methods until it is eventually replicated in
the other.

	curriculum is organized into units or topics that are often sequential; learners must master one in
order to go on to the next. 

	curriculum is evaluated in terms of the degree to which learners have absorbed or mastered the
prescribed knowledge, attitudes, and/or skills.




Some curricula that reflect this perspective are referred to as "scientific." Curricula in which a
training orientation predominates reflect this perspective.


Miller and Seller compare the three curriculum perspectives they outline in terms of dilemmas
about practical issues that educators and curriculum developers face (Berlak & Berlak, 1981). Miller
and Sellers' analysis of transmission-oriented curriculum on these dimensions can be found in Table 1.
The bolded ends of the dilemmas in Table 1 are those which each of the curricular perspectives reflect or
emphasize.



Table 1. Comparison of Transmission, Transaction and Transformation Curricula in Terms of Berlak Dilemmas (adapted from Miller & Sellers, 1990)1

	TRANSMISSION PERSPECTIVE
	TRANSACTION PERSPECTIVE
	TRANSFORMATION PERSPECTIVE



	Whole person versus person as learner
	Whole person and person as learner
	Whole person versus person as learner



	Educator control versus learner control
	Educator control and learner control (shared control)
	Educator control versus learner control(as much as possible)



	Personal knowledge versus public knowledge
	Personal knowledge (especially knowledge exploration and verification processes) and public knowledge 
	Personal knowledge and public knowledge (Personal knowledge as a filter through which public knowledge is viewed)



	Knowledge as content versus knowledge as process
	Knowledge as content versus knowledge as process
	Knowledge as content versus knowledge as process



	Intrinsic versus extrinsic motivation
	Intrinsic versus extrinsic motivation
	Intrinsic motivation versus extrinsic motivation



	Learning is holistic versus learning is molecular
	Learning is holistic versus learning is molecular (neither; emphasis is on process and frameworks)
	Learning is holistic versus learning is molecular



	Each learner unique versus each learner has shared characteristics
	Each learner unique and learners have shared characteristics 
	Each learner unique and learners have shared characteristics



	Learning is social versus learning is individual
	Learning is social and learning is individual 
	Learning is social and learning is individual (sometimes these are integrated; sometimes both are present)



	Learner as person versus learner as client
	Learner as person versus learner as client
	Learner as person versus learner as client



	1 Bolded end of each dilemma indicates the side of the dilemma the curriculum perspective emphasizes; both ends bolded indicates either an integration of the opposing orientations or a balance point on a continuum between them.










Transaction Perspective


The transaction curriculum perspective is characterized as follows:



	rooted in John Dewey's educational philosophy and in developmental theory

	goal is to promote learners' growth and development and problem solving capacities

	assumes knowledge is constructed by each learner as he or she interacts with the environment; the
unique experiences, understandings, needs, and motivations that each learner brings to their learning
influences his or her view of what is appropriate and interesting to learn and what is actually learned.

	learning is an inquiry process that learners and educator co-direct and co-participate in.

	the educator's role is to facilitate learners' inquiry in directions the learners' interests reflect.

	curriculum development involves providing guidance for the educator in creating with learners a
rich learning environment in which:

	
	a variety of resources stimulate learners' interest and motivation, 

	social interaction contributes to learning-enhancing cognitive conflict, and 

	learners have opportunities to interact with tasks, concepts and principles, or situations of
		interest to them.



	

	curriculum is organized according to broad themes or questions, which are suggested by
curriculum developers or generated in learner-educator dialogue.

	curriculum is evaluated on the basis of broad areas of growth and development observed in the
learner (e.g., thinking processes, inquiry processes). 




Miller and Seller's analysis of the transaction curriculum perspective in terms of the Berlak
dilemmas is presented in Table 1.





Transformation Perspective


The transformation perspective is characterized as follows:


	roots are in postmodern thought, ecological perspectives, and in social reconstruction curricular
perspectives.

	goals include cultivation of intuition, insight, and community and countering injustice and human
suffering through collective social action; because problems are seen in terms of roles, structures,
and norms that dominate social interactions, the focus is on changing these roles, structures, and
norms rather than on changing a few individuals.

	knowledge is assumed to be fluid rather than static, interconnected, enriched by multiple
perspectives, and to reflect personal meaning.

	learning relevant to one aspect of life is affected by other aspects of life; curriculum must
incorporate consideration of contextual factors relevant in learners' lives. 

	curriculum development must involve learners as central participants in, and directors of, curricular
decision making; learners actively participate in understanding and choosing what they will learn
instead of being recipients of what someone else has decided they need. 

	educators' respect and compassion for learners is of central importance; in order to facilitate
others' learning, educators must be conscious of their own perspectives as well as those of learners. 

	curriculum is organized according to broad themes or questions generated by learners.

	curriculum is evaluated in terms of direction and nature of change in learners' contexts that has
resulted from social action, and in terms of learners' abilities to identify problems and issues and
organize themselves to work with others to address them.




Miller and Sellers' analysis of transformation curriculum according to the Berlak dilemmas is
presented in Table 1.







Parent Education Curricula Exemplifying Each Perspective



Because space available here does not allow a complete systematic analysis of the range of
parent education curricula in terms of the Transmission, Transaction, and Transformation perspectives,
examples from that range will serve to illustrate the ways in which parent education curricula reflect
these perspectives.





Parent Education Models that Teach Particular Skills, Knowledge, and Attitudes



The aim in these parent education curricula is teaching parents a particular set of skills, a
particular way or ways of viewing their child, and/or particular attitudes about themselves, their children
and their parent-child relationships. The skills, knowedge and attitudes taught are ones believed to lead
to improved parenting or alleviation of problems parents experience in their parenting. A number of
these parenting programs were developed by professionals whose background and experience is in
therapy. Examples include



	P.E.T. (Doherty & Ryder, 1980; Faber & Mazlich, 1980; Gordon, 1975, 1976; Hamner & Turner, 1990; Hetrick, 1979; Rinn & Markle, 1977; Schultz & Nystul, 1980; Therrien, 1979)

	S.T.E.P. (American Guidance Service, 1991; Dinkmeyer & McKay, 1976, 1989; Dinkmeyer, McKay & McKay, 1987)

	Active Parenting (Boccella, 1988; Popkin, 1983, 1987,1989; Sprague, 1990)

	Transactional Analysis (Bredehoft, 1986, 1990; Centers, Jump, Murray, & Sarra, 1990; Clarke, 1978;
Clarke & Dawson, 1989; Rosen, 1978)

	Behavior Modification (Cagan, 1980; O'Dell, 1974; Patterson, 1986; Patterson, Chamberlain, & Reid, 1982; Patterson, DeBaryshe, & Ramsey, 1989; Schaeffer & Briesmeister, 1989)

	Parent-Child Relationship Enhancement (PCRE) (Coufal, 1982; Coufal & Brock, 1983, 1984;
Ginsberg, 1977; Guerney, 1964, 1977; Guerney, Coufal, & Vogelsong, 1981; Guerney, Vogelsong, & Coufal, 1983).




Since several of these are already familiar to many people and are widely available in printed
materials, I will not take time to described them here. If we look at these models of parent education
against the Berlak dilemmas displayed in Table 1, we can notice several things:


These models are concerned with teaching parents certain perspectives or skills (often
communication skills) which are identified by therapists as lacking in their clients. The logic is that if
parents had these perspectives or skills, their parenting would go better. Several of these approaches
teach schemas for interpreting parent-child dialogue or child behavior, or teach parent-child dialogue
scripts. Parent education sessions, which involve a group of parents and a facilitator in many of these
programs, provide demonstration, modeling, and opportunities for parents to practice and receive
feedback on their interpretations and verbal responses. An analysis of these programs in terms of the
Berlak dilemmas revealed the following (some variation was apparent on one dimension or another
across programs, but in general they reflected the following emphases):





Whole person versus person as learner.


 Therapy-based parent education curricula emphasize
the parent as learner. The interest is clearly in the parent's communication skills and the parent's perspectives of the
child. The interest in these is based on the belief that change in them will change the family system in
ways that will improve the parent-child relationship.





Educator control versus learner control.


Although the facilitator is in a coach and guide role, he
or she is also directive in telling parents what they need to do to improve (or become more like the
model presented). The standard to which parents are to strive is clearly controlled by the educator
(although parents themselves decide how close to that standard they want to try to progress). Although
different parents may progress at different rates and reach different levels of mastery, the definition of
the standard held up as desirable is clearly the educator's domain.





Personal knowledge versus public knowledge.


The view of the child and the kind of
communication originates outside the parent. The goal is to infuse this external perspective into the
parent--to give the parent therapist-like skills and perspectives. The parents' personal knowledge is
relevant only in so far as it deviates from the desired perspective.





Knowledge as content versus knowledge as process.


 The goal is replication in the parent of the
curriculum developer's or educator's knowledge, skill, and perspective. It should be noted that a
significant aspect of these programs is helping parents develop perspectives and skills for observing their
children, and, ultimately, a form of communication, which might be considered process. The
interpretation frames for what is observed, however, are provided as content.





Intrinsic or extrinsic motivation.


Because these programs have been the typical ones
prescribed for parents who are referred, nonvoluntarily, to parent education, extrinsic motivation is a
factor in participation by many parents in these programs. It is also the case, however, that many parents
voluntarily seek out this kind of education because they want to resolve issues they are experiencing in
their parenting or to simply enrich their parenting capacities.





Learning is holistic versus learning is molecular.


Although there is variation in the emphasis in
these programs on teaching parents specific skills (I messages, active listening, etc.) versus a perspective
on their child, both of these emphases leave out the larger social context in which parents live and the
influence this context has on their parenting perspectives. The particular skills and/or perspectives being
taught are presumed to be the extent of learning needed.





Each learner unique versus each learner has shared characteristics.


These programs identify
skills and perspectives needed by parents in general, or by subgroups of parents--e.g., parents with
emotionally disturbed children. The assumption is that any parent can benefit from the skills and
perspectives that are taught, reflecting the assumption that parents have many similar characteristics.





Learning is social versus learning is individual.


Although the group format is clearly used as a
vehicle in this group of parenting programs, the learning itself is assumed to be revealed at the individual
level. It is the individual parent who is expected to display the desired perspectives and use the desired
scripts. Program evaluations focus on measurement of individuals, not on changes in the parent group
processes.





Learner as person versus learner as client.


The learner is clearly viewed in these programs as a
client with problems that must be treated. Through the expert diagnosis and treatment that the
curriculum guide facilitates, the problems can be alleviated.





Summary.


The analysis of the therapy-based parent education programs aligns most closely on
the Berlak dilemmas with the transmission perspective. This may be surprising, since therapy is thought
to have transformative power. Why do therapy-based parent education programs appear to be more
transmissive than transformative in their orientation? One possible reason is that in therapy,
perspectives and skills are used by the therapist to provide an environment that facilitates the clients'
moves toward change. In creating the educational programs, however, these same skills and
perspectives are codified for inculcation in the parent. The codification moves them from process to
content. They become "things" (knowledge, skills, attitudes) to be possessed. Ultimately, of course,
they are intended to provide processes for parents to use. But in the challenge of getting them from the
facilitator into the parent, traditional methods of education (with the exception of the small group
format) have been the choice.







Parent Education Models Designed to Support Parent Development



Parent education models, such as a constructivist model described by Mancuso & Handin (1983)
and a reflective dialogue model described by Thomas (1996) have as their aim supporting parents'
development in more general ways. These programs strategically arrange the educational environment
to encourage parental interactions with that environment that facilitate cognitive complexity and
reasoning capacities. This orientation was reinvigorated by developments in cognitive psychology in the
1970s, which were translated into educational concepts and practices during the 1980s.


The Reflective Dialogue Parent Education Design (RDPED), developed toward the end of this
time period, is focused upon here because it is especially reflective of educational approaches in which
the telling and demonstrating that characterize transmission approaches are absent and in which an
emphasis on engaging parents in situation analysis and dialectical dialogue (Anderson, Thomas, Getahun, & Cooke, 1992; Thomas, 1994, 1996; Thomas, Anderson, Getahun, & Cooke, 1992) is
present. Because this parent education curriculum may not be as familiar as those mentioned in
connection with a transmission perspective, a brief description the RDPED is provided here.


The educational design of the RDPED is based on cognitive theory. Interest in parent
development as an aim of parent education is based on the assumption that parents who have reached
higher levels in their own development have a wider repertoire for dealing with, and more complex ways
of understanding, their children, their parenting role, and their parent-child relationship than parents who
have not reached these levels (Upshur, 1988; Weiss, 1988). Parents who are more emotionally and
cognitively mature or advanced should be better able to support their children's development than
parents who are less mature.


Parents' participation in reflective dialogue, stimulated by exposure of parents to parenting
situations and by parent and facilitator questions, engages parents in the process of problem
formulation and interpretation and exposes them to ideas and interpretations that differ from their own,
two key learning processes believed to facilitate the deep-level learning this program is designed to
facilitate. As parents struggle to understand views of other parents that differ from their own, they
become more conscious of their own perspectives. Parents ask their own questions, and also introduce
and discuss cases from their own experience in addition to those introduced by the facilitator. In these
parent-directed dialogues, parents focus on patterns and problems they can see in their current
perspectives regarding their child, their parenting, their relationship with their child, and the
consequences of these patterns and problems. Insights emerge regarding the challenges they are
experiencing and alternative perspectives they are considering, trying out, or hoping to develop.


One phase of the program entails an individualized, in-home session in which the parent is asked
to engage with his or her child in free-play activities while the parent facilitator videotapes the
interaction. The videotape is then immediately replayed in short segments while the parent and the
facilitator watch. At the end of each segment, the facilitator asks the parent to verbalize what he or she
had been thinking during the interaction depicted in the segment and to infer what the child was thinking
and feeling. This stimulated recall procedure generates a reflective dialogue between the parent and the
parent facilitator, and the parent is invited to continue the reflection through reexamination of the tape
on his or her own.


Eventually, reflective dialogues in the parent education group reveal attempts by parents to
understand origins and implications of interpersonal interaction themes they see in their own
interactions. The dialogues also provide the interpersonal support parents need to be able to
acknowledge what they see in themselves and engage in the risky process of change. Through these
reflective dialogues, new learning is further integrated into parents' personal perspectives, the stage for
transfer of learning across contexts is set, and a self-directed stance toward learning is strengthened.


An analysis of the RDPED in terms of the Berlak dilemmas revealed the following:





Whole person and person as learner.


The dialogues that are generated by parents touch many
aspects of their being and their lives. The direction of the dialogues is also determined by parents'
personal life interests and concerns. At the same time, the intent of the dialogues is to support learning.
Consequently, both sides of this dilemma are reflected in the RDPED.





Educator control and parent control.


In the RDPED, the educator creates with parents an
environment that is conducive to exploring issues of interest to parents. Both parents and the educator
have considerable influence on the educational process and environment.





Personal knowledge and public knowledge.


The basis of the design is a developmental scheme
of parental awareness levels and one of parent-child interaction themes. These are public knowledge.
The actual dialogues, however entail a considerable amount of personal knowledge. Through the
dialogues, parents connect their personal knowledge with public knowledge and construct new personal
knowledge that reflects modifications in both prior personal knowledge and public knowledge, which
has been adapted to their own situation.





Knowledge as content versus knowledge as process.


Knowledge is clearly process in the
RDPED. The developmental schemes of parental awareness levels and parent-child interaction themes
provide a framework within which parents construct and modify knowledge. What specific knowledge
will be constructed depends on the parent group and their interests and issues.





Intrinsic versus extrinsic motivation.


Parents' inner need to solve problems is the driving force
behind the direction their learning takes. The inner cognitive conflict they experience as a result of their
dialogues with other parents provides an internal motivation for resolution of the conflict.





Learning is holistic versus learning is molecular.


Because the RDPED doesn't present content to be learned, it doesn't reflect a view of knowledge as either parcelled out or left whole.





Each parent unique and parents have shared characteristics.


The developmental schemes of
parental awareness levels and parent-child interaction themes are presumed to be relevant to all parents,
but individual parents are presumed to be at different places in these schemes. Each parent's unique
personal knowledge is presumed to not only influence his or her personal learning path, but to also
influence other learners' learning through cognitive conflict and mutual support and stimulation of
learning.





Learning is social and learning is individual.


The emphasis on reflective dialogue portrays an
integration of social and individual aspects of learning. Dialogue with others, which is social, is
presumed to stimulate individual reflection, which in turn is presumed to stimulate further dialogue.





Learner as person versus learner as client.


Although not problem and treatment focused as a
number of the transmission-oriented parent education models are, the RDPED sees continued and further
development along the parental awareness and parent-child interaction themes continua as desirable. The
RDPED is designed to promote conditions which facilitate that development. Consequently, the
RDPED is a more enrichment-oriented than remediation-oriented program, but nevertheless views the
learner as benefitting in an identified way from the educational experience it provides.





Summary.


With its developmental frameworks and cognitive theory basis, the RDPED most
closely reflects the transaction curriculum perspective. It reflects a middle position in the spectrum of
parent education curricula, combining some characteristics of transmission-oriented parent education
programs and some characteristics of transformation-oriented parent education programs. More than a
combination of other programs, however, the RDPED reflects unique characteristics in its parent
development orientation and in the parent development theory that underlies it.







Parent Education Models Encompassing Transformation of Contexts of Parents' and Families' Lives.



Like the RDPED, these parent education curricula may not be as familiar to many as the therapy-based parent education models. Two curricula that encompass parents' social contexts are the Oregon
Secondary Practical Reasoning Parent Education Curriculum (PRPE) (Oregon Department of Education, 1990) and the Family Matters Curriculum (FM) (Cochran & Woolever 1983). The PRPE parent
education curriculum was developed by Oregon educators for middle school and high school students.
Its underlying framework is a practical reasoning scheme for addressing practical problems or
continuing concerns. Practical problems or continuing concerns are the issues that reoccur across
generations of parents but that need to be resolved in different ways to fit the particular time, context,
and situation of parents. Securing children's future is an example of a continuing concern. Students are
taught a practical reasoning process for identifying and resolving practical problems or continuing
concerns. This intellectual and social process involves the following aspects and questions:



	Considering the context--how did the problem come to be? 

	Considering valued ends--what do we think would be better than the way things are now and is this
belief justifiable in terms of evidence, moral concerns, and so forth? 

	Consideration of alternative
actions and their consequences--what actions might we take ourselves and with others to bring us
closer to our valued ends and what consequences would each possible action have for ourselves and
others? 




Students identify and work through actual parenting problems of their own or that they see around them,
and in the process of doing so, learn the practical reasoning process and take action to transform the
situation.


The FM curriculum was established in 1976 (Cochran & Woolever, 1983). It is based on Urie
Bronfenbrenner's ecological model, (Bronfenbrenner, 1986, 1988, 1989, 1991). A primary aim of the
FM is empowerment of families in the formation of contexts (particularly urban ones) supportive to their
well-being. Underlying this program is the assumption that "it is not enough to examine the internal
states of individuals, or even the interaction patterns of family members" (Cochran & Woolever, 1983, p. 227). This program is based on evidence that the stresses families experience in their daily lives
affect the quality of parenting they are able to provide and that change in parents' contexts is needed to
alter the stresses.


The curriculum seeks to empower families to create the needed changes in their social networks
and neighborhoods and in societal institutions which directly and indirectly affect them. All families are
assumed to have some strengths. The most valuable knowledge about rearing children is assumed to be
in the people across generations, and in the networks, folkways, and ethnic and cultural traditions rather
than in so-called experts.


Various family forms are viewed as legitimate and as being able to promote the development of
healthy children and adults. Both fathers and mothers are seen as able to make important contributions
to children's development and to the family's income. Cultural differences are seen as both valid and
valuable.


Goals of the FM program include (Cochran & Woolever, 1983):



	reduce isolation; 

	give recognition to parents as experts; 

	reinforce and encourage parent-child activities; 

	share information about children, neighborhood, services, and work; 

	encourage exchange of resources among neighboring families; 

	facilitate concerted action by parents on behalf of their children. 




The FM program employs two major strategies: parent-child activity home visits and group-building activities.


An analysis of the PRPE and FM programs in terms of the Berlak dilemmas revealed the following:





Whole person versus person as learner.


These programs are concerned with more than learning.
They are concerned with change in the contexts that parents and children experience in their day to day
lives, with strengthened parent and child self-concepts, and with reduced stress and frustration due to
feelings of powerlessness.





Educator control versus learner control.


These programs respond to learners' interests and
needs, but, unlike the RDPED, have no identified developmental schemas along which they purport to
help parents move. The program focuses on what is of concern to the learners and supports learners in
their efforts to improve their situations. It is not assumed that the educator knows best, or even knows.





Personal knowledge and public knowledge.


The learner is assumed to be the expert on their
own situation. The learner's view of their own situation is seen as coloring their perception on public
knowledge. For example, a learner who views their situation as hopeless and out of control (personal
knowledge) is unlikely to seriously participate in classes designed to learn skills for influencing public
policy (public knowledge).





Knowledge as content versus knowledge as process.


Knowledge in the case of the PRPE
curriculum is understanding of a process through which understanding can be developed and organized
by learners. A wide range of knowledge might be pursued as a part of working through this process.





Intrinsic motivation versus extrinsic motivation.


Intrinsic motivation is emphasized in the FM
and PRPE curricula. Parent education participants are encouraged to identify and pursue their own goals
rather than goals being imposed by the educator.





Learning is holistic  versus learning is molecular.


Learners are encouraged to view themselves
in terms of their contexts, the forces and structures in those contexts that affect their lives, and to see
themselves and others as part of the same whole that includes the context. The approach to problems in
the PRPE is comprehensive, investigating origin and context of a problem as well as solution
alternatives. Learning involves changing perspectives, learning skills and knowledge, and doing so with
others rather than in isolation.





Each learner unique versus learners have shared characteristics.


In the PRPE, insights about
valued ends, context and solutions are anticipated to be different for each learner. Each participant is
anticipated to contribute something unique to the group's investigation of a practical problem or
continuing concern. In the FM program, a family's situation is believed to be best known by that family,
implying that the educator cannot know all the important things to know about the learner. Respect for
learners' uniqueness is a theme that is strongly reflected in this program. One shared characteristic is
assumed, however, in the FM program: all families have strengths.





Learning is social  and learning is individual.


The FM program incorporates both individual
in-home sessions as well as group sessions. The PRPE program relies heavily on social interaction
around a practical problem to clarify the problem, to stimulate thinking about valued ends, to stimulate
creativity in generating alternative solutions, and to provide for comprehensive evaluation of
consequences of potential solutions. The FM program assumes collective action is needed to bring
about neighborhood and social institution changes that parents identify as needed. Each person,
however, has their particular interest in the problem or the proposed change, and is likely to play a
unique role in the change process, thereby learning something different from what is learned by his or
her peers.





Learner as person versus learner as client.


In neither of these programs is the learner viewed as
in need of diagnosis and treatment. Instead, it is the learner who diagnoses problems with the context
and takes corrective action. The kind of diagnosis the learner makes and the kind of action he or she
takes reflects the learner's personal interest, perspectives, and concerns.





Summary.


Although the FM and PRPE programs reflect the transformation perspective, they emphasize
different kinds of transformation possibilities. In its focus on the contexts families experience, the FM
program is oriented to social transformation. The PRPE curriculum, on the other hand, in its focus on a
reasoning process for identifying and solving problems, is open to many kinds of transformation
possibilities, which include social transformation, as well as personal and family system transformation.
This curriculum provides a frame which can incorporate the other curriculum perspectives we have been
exploring. For example, suppose a group of high school learners decided that a valued end they wanted
to pursue was more satisfying family communication. They might elect to enroll in a transmission-oriented communications skills class as well as restructure their priorities to allow spending more time
with their families. This might mean reducing their work hours and dealing with the consequences of
reduced income, which would have other consequences.









Implications of Parent Education Curricula for Parents and Children


A number of commonalities pervade all three curriculum perspectives. One of these is a sincere
desire on the part of curriculum developers to develop parents' abilities to continue their learning and
change processes on their own outside the framework of parent education. What does each curricular
perspective imply for such an intent? By incorporating parent's goals, knowledge, perspectives, and
situations in the educational process, the transformation perspective puts parents in the role of directing
their own learning and change efforts right from the start. This is likely to be a powerful factor in
parents' views of themselves as capable of directing their own learning and change--in themselves, their
families, and their contexts. Added to this self-view, transformation perspective curriculum provides
parents with experience and practice in directing these processes. In contrast, the transmission
perspective relies more heavily on a facilitator-educator and on pre-prepared materials to direct parents'
learning and change. Parents in transmission-oriented programs may learn the intended skills thoroughly
but be less able to transfer their learning about self-change and family system change to new problems
that arise over time. On the other hand, transmission curricula are likely to be easier to evaluate. As a
result, funding and other support may be easier to obtain for transmission-oriented programs.


The transaction perspective may occupy an interesting "middle of the road" position and combine
strengths from the other two perspectives. It may also be more readily accepted than the transformation
perspective, which represents a more extreme departure from the widely familiar transmission
perspective.





Recommendations for Parent Education Curriculum Work


Clearly, more transmission-oriented parent education curricula can be found than parent
education curricula reflecting either the transaction or transformation perspectives. As implied earlier,
the transformation perspective might be viewed as an overarching one within which the other two might
have a place. For example, certain kinds of development, certain reasoning capabilities are needed for
dealing with problems. Curricula reflecting the transaction perspective might be useful for addressing
these needs when they are surfaced by parents experiencing a transformation curriculum frame.
Curricula reflecting the transmission perspective might be useful when parents experiencing a
transformation curriculum frame have identified a need for skill development in a particular area (e.g.,
the need to know how to use the library efficiently and effectively in preparing testimony for school,
neighborhood, state, and national policy-making bodies). In short, transformation curriculum functions
to generate reasons and motivation for learning and connects learning to parents' needs, interests,
and lives.


Parent educator preparation programs should expose parent educators to a comprehensive array of
curriculum models and to parent education programs reflecting the various models. In broadening their
perspectives of the possibilities available to them, parent educators will be able to make more deliberate
and conscious decisions about curriculum appropriate for those they serve.
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There is a Mayan proverb I paraphrase:


Mother cradles the baby in her arms. Father takes the baby up to the mountain top to view the world.



We won't comment on this from a feminist viewpoint, but it is a beautiful way to
say both mother and father are important to children.


To speak of motherhood and fatherhood, we must first talk of what children need
from their parents in order to grow up to be healthy, productive citizens. The
good news is that though there are differing theories of child development and
child rearing, there is general agreement concerning the basic requirements for
all children which underlie healthy growth.


Let me state these:


All children should live in environments that provide some order, and meet their
basic physical and material needs for food, shelter and clothing. All children
should have a continuous relationship with a consistently attentive and caring
adult, someone madly in love with them, not just any adult, but someone who
treats them as special, who stimulates and nurtures them. Children need adults
who provide appropriate responsibilities and challenges, and who pass on
important social and moral expectations. All children should have freedom from
exploitation and discrimination in their community, opportunity in school and
community for constructive achievement, and for developing friendships with
community adults. And all children should have a sense of justice in their
world.


When children have these things they are likely, as adults, to have trust in
themselves and in the environment in which they live. In a country searching for
answers to childhood violence, both that perpetrated by children themselves as
well as by adults on children, it would do us well to pay heed to our knowledge
of what children need.


Ideally, children thrive when they have both a mother and father who care deeply
about them, and each other, are attentive to their signals, and guide them
appropriately. Those are the lucky children. But many, many children grow up
in different family structures where their needs are also being met: single,
divorced or never married mothers or fathers, blended families, step-families,
extended families, multi-generational families, and adoptive families. Though
there are vast changes in the structure of the family, the function of the family to provide what children need remains the same.


Roles within the family have also dramatically changed. Gone are the stereotypes
of mother as nurturer and father as provider. Neither men nor women perceive
their role as parents in the traditional framework. Both mother and father can
be and are nurturers. Both mother and father can be and are providers.


Evidence of this change in attitudes toward motherhood can be seen in national
surveys: in answer to the question," Do you agree or disagree that it is much
better for everyone involved if the man is the achiever outside the home and the
woman takes care of the home and family?" 66% of adults agreed in 1977. By 1996,
only 38% did so.


The vision of motherhood has changed from a saintly, adored woman tirelessly and
always lovingly caring for her brood of children, as in the poem of Alfred Lord
Tennyson, "Mother is the name for God in the lives and hearts of little
children," or Victor Hugo's, "Mother's arms are made of tenderness -- and sweet
sleep blesses the child who lies therein." The vision of motherhood today is
that of a woman devoted to her children -- usually no more than two, but also
identifying herself by her work, and her personal interests. In some instances,
the roles of women as nurturing mother and also as breadwinner has created a
situation where fathers feel they are not needed, or that they cannot find a
place in the family constellation. (Though Kirk will expand on this theme, an
awareness on the part of mothers that they may cause the father's alienation
might be a first step in alleviating it.) Today 77% of all married women are
employed, 63% of those with school-age children -- five times what it was in 1950. 
And the proportion who will never marry has risen to 10% among Whites, 30% among
African-Americans. Today the disgrace that once accompanied unmarried motherhood
has been replaced with a matter-of-fact acceptance.


So motherhood today has a different face. Other differences are also compelling. 
Since women have fewer children and live longer than in previous generations the
period of children-at-home is a much smaller percentage of a women's total
life-time. It is also obvious that casting blame on mothers who go to work is
no longer the issue -- not even for conservatives who recognize that phenomena is
here to stay. While we must be cautious not to undervalue the mother who stays
at home, the present role of mothers is a sea-change for children, and raises
formidable questions about a society's responsibility to its children and
families.


Before talking of the effect on children of mother's new roles, let's look at the
ways being employed effects the mother's daily life. There is a new phrase in
the vocabulary that aptly describes it -- "second shift." The old expression "a
woman's work is never done," which referred to the endless chores of shopping,
cooking, laundry, and house-keeping, has given way to "second shift." After
working at a job all day, the woman assumes her second-job -- that of caring for
house and children. That tends to make the earlier phrase sound limp!


The reality is that, though fathers are increasingly committed to sharing
responsibility and to having "equality" in their home, research indicates that
over the period of a year women spend a month of 24 hour days more than their
husbands on child care and house-work. In fact, the very way survey questions
are asked reflects attitudes, "Does your husband help with the house and with the
children?" The assumption persists that the responsibility is the mothers'.


So the role of mothers today is exceedingly stressful. Mothers start early
morning with getting one child ready for child care, another for school, leaving
a note for the cleaner and figuring out what to have for dinner, ending the day
with the precious few minutes of reading a bedtime story to a child who wants
more, more, more. It's tough for the middle-class mom, especially the single
mom. For the poor mom who may also be single, it can be overwhelming. In
addition to routine daily tasks, poor moms are expected to efficiently work
through the complicated systems of welfare, health, jobs and social services.


Stress results not only from the efforts of balancing work and family, but from
problems within one or the other. The demands on the job may be unreasonable or
the employer inflexible, often not allowing the phone call home, or time off to
attend a child's school performance. Being primarily responsible for what goes
on at home while having little or no control of the job situation is a breeding
ground for tension.


In addition, lack of resources in the community is a major factor in making life
more difficult. If mothers don't feel that it is safe for their children to walk
to the bus, and must arrange for transportation and, worse yet, if there is no
adequate public transportation, the day becomes increasingly complicated. Lack
of after-school care or early morning care creates problems so difficult that
sometimes mothers are forced to resort to "latch-keys" for the care of their
children.


One of the other serious consequences of the many pressures on mothers is the
lack of time they have to spend with their growing children. It takes time to
provide what children need -- time to listen to the concerns they bring home, time
to talk, time to have fun together. I don't like the phrase quality time,
because it implies that it's what you do with the time that's important, not the
amount of time. If, for example you have 20 minutes to spend, and want to have
a serious talk with your child about her day, but she happens to be deeply
immersed in a book she's reading, should you expect her to stop and talk to you? 
Whose quality time is it anyway? Being there when the child has questions or
wants to tell you something is what's important -- and being there takes time. 
A recent teen-age survey surprised many when in answer to the question "What do
you think would make your life better?" a majority of teens responded "more time
with my parents -- doing things together" -- not cars, fine homes, or televisions. 
Parents are experiencing a time drain.


The stresses and pressures have taken their toll on mothers. A concern for our
nation is the increasing rate of depression in mothers. Between 20-25% of
mothers between 25-40 years experience a major depression. And minor depressions
characterized by chronic feelings of helplessness, worthlessness, lack of any
hope are experienced by 30-50% of mothers of young school-age children and up to
70% in families living in poor neighborhoods. If we are concerned, as we are
here, with motherhood in the context of children's needs, look how this
translates into children's lives. Children of depressed mothers are 4 times as
likely as other children to themselves be depressed, and 5 times as likely to
abuse drugs.


Yet, the answer is not for mothers to stay at home, which for some working
mothers would be financially impossible. Besides, for many mothers, a fulfilling
career enhances their ability to be good mothers and to build positive
relationships with their children.


We are in the midst of what is called "Mommy Wars," a name I believe is as
unfortunate as the issue is. It defines stay-at-home moms versus mothers in the
workforce, an issue especially of importance for the first years of life. In the
context of what children need, what does that mean? We have said that children
must have at least one person irrationally in love and totally involved with
them. If that person is the child's mother and she is told her place is at home
with the children, but she resents very much being at home, how can she build a
good relationship? On the other hand, if she has to work and hates her job and
wants to be home with her children, but can't -- how does that affect her feelings
about being a mother and her relationship with her children? In both cases, the
mothers' feelings inevitably spill over into her interactions.


Stay-at-home mothers and mothers at work are not enemies. In the best interest
of children, they each need support in the choice they have made. Such support
can take the form of part-time work, flexible working hours, or working at home
for mothers who are employed. Furthermore, the availability of high-quality 
child care would greatly alleviate the tensions of working mothers. Varied forms
of tax deductions would assist mothers in both life-styles , as would community
support such as family resource centers for parents to gather, share and get
information, and develop friendships necessary to reduce isolation.


The changed role of mothers necessitates changing the way our system works for
children and families. Though we delineated in the beginning a general consensus
on what children need, less has been written on what families need. Just as we
can't teach math to hungry children, we can't give parent education classes to
hungry adults. Families need economic security, they need to know where the next
meal is coming from, that there is money to pay the rent, that there are jobs
where they can make a decent living. Social networks are essential to families-friends, neighbors, kin who provide emotional and concrete support. Isolation
is a primary cause of depression, and of destructiveness in families. Families
require communities that are safe and rich in resources-parks, libraries, family
resource centers, child care programs, good schools, and adequate health care. 
Families thrive when they are part of a community in which they participate and
contribute. And families need time to spend together. I believe parents want
to be good parents, and families need these things to do what they would like to
do for their children. Underlying such a commitment to families is the
recognition that no family can raise children alone. We are all, regardless of
economic status, dependent on the quality of necessary resources from basic
health care and schools to recreational parks. The valid, though perhaps over-used expression, "It takes a village to raise a child" embraces the notion that
families need each other to provide a healthy environment for the community's
children. It is time we declare a Declaration of Interdependence.


What can we do as a society to re-orient our systems to work for families?



	Provide high quality medical care from the pre-natal period forward

	Assure maternity leave for at least 6 months, including a plan for salary provisions

	After birth, implement a program for home visitors

	Establish family resource centers in the community

	Maintain excellent public schools

	Provide after-school programs -- or possibilities for mothers to work 3/4 time

	Offer a rich variety of community activities




Projecting a society in which the above mentioned systems are working for
families is not an idealists' dream. In this rich nation it is not even out of
reach. In fact, it's more fiscally responsible than waiting for a crises to
occur.


We have some good things happening. More and more states are changing their
systems to work for families and more communities are coming together to plan for
their kids. Child care has moved to the top of our domestic agenda. We know the
programs necessary to alleviate the stresses on mothers, starting with good pre-natal care, and we also know that 80% of the mothers suffering from depression
can move to recovery with a combination of anti-depressants, therapy, and on-going family support.


There is a strange contradiction in our society -- we demand that mothers on
welfare go into the workforce at the same time that we want tax relief for middle
class mothers to stay at home. Should mothers of all classes who prefer to be
at home with their children in the early years be able to do so, and should
mother of all classes who prefer to work be assured of good quality day care? 
The fact is most parents need help with the increasing financial demands of
raising children today. This is reflected in the striking expansion in the
number of child care proposals now pending -- subsidies for the working poor, tax
credits for the middle class, expansion of Head Start and Early Head Start, funds
for after-school programs. These proposals are generally receiving bi-partisan
support.


Yesterday Urie Brofenbrenner talked of that one indispensable loving person in
a child's life. He spoke of proximal process -- active participation in
progressively complex reciprocal interactions with persons, objects, symbols --
on a regular basis over extended periods of time. We do know what policies could
create an environment in which children were able to have these necessary
experiences. We are so far behind every other Western democracy in instituting
them. Starting from pregnancy, mothers deserve -- not only need -- to have
supportive policies and programs in order to meet the needs of their children --
needs they know so well and often find difficult to fulfill.


Copyright © 1998 Bernice Weissbourd.
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A seven-year-old girl said about her grandmother: "She's old on the outside but she acts like
she's young on the inside." She hit the nail on the head!


Most of us older adults remain active today with some of us still working into our seventies.
Even those of us who retire during our sixties may spend as much as one-third of our lives after
retirement with our families sometimes encompassing even five generations.


By the middle of the next century as the "baby boomers" are the elderly, the entire United
States will resemble present-day Florida in the proportion of the population composed of older
adults. In l790 less than two percent of the population was over 65. In l990 that figure was twelve
percent; by 2030 it will be over twenty percent.


Living longer means that more of us now lead three lives: first as children, second as adults
with careers and most likely as parents, and third as retirees from careers - and for most of us as
grandparents. During each of these lives we continually discover and learn new things. We find sides
of ourselves that we did not know existed. Our third life is a time for discovering new talents and
creative possibilities in our inner worlds. It is a time for applying the wisdom of the ages to
ourselves. It is a time for discovering the full meaning of life and for preparing for the future,
whatever that may be.


Being a grandparent means different things. Although grandparenting is not the
dominant aspect of most of our lives, it is an aspect that is more important than most of us realize.
For some of us who are actively raising our grandchildren, it is the most important part of our lives.
Unfortunately, an increasing number of us are doing just that today. Some of us are estranged from
our children and from our grandchildren because of strife in our families. But most of us live at some
distance from our grandchildren and manage to maintain an active role in their lives though the mail,
the telephone, and visits.


As grandparents we have important symbolic and practical functions in our cultures. We are
important simply for what we mean as the oldest living representatives of our families. We can be
a matriarch or a patriarch for our families. Our roles as family historians, mentors, and role models
can confer status and respect on us.


Without grandparents, there is no tangible family line. Children who have had no contact
with grandparents miss knowledge of their ancestry. They may not be able to muster a confident
sense of the future as concretely represented by the fact that older people have seen their futures
become the present and the past.


As grandparents we are the links to the past in our families. We can recall when the parents
of our grandchildren were young, not always to their liking! We are the repositories of information
about our genealogies (we are well advised to record as much of that as we can). That information
often becomes useful material for themes that our grandchildren write in school, and sometimes it
flowers into full fledged writing about our family trees.


As grandparents we can provide advice to our children that is hopefully appreciated. That is
best done tactfully and when asked for! We can bring our families together and foster and maintain
communication between them. We can play healing roles in assuaging the challenges, hurts, and
disappointments in our families. In doing so we need to carefully avoid stirring up difficulties, the
potential for which especially lies just beneath the surface in in-law relationships. We are the
conveyers of traditions in our families and in our cultures.


We have much to offer our families and our communities. We are the people who have been
there. Whatever wisdom is should lie in us. We can see through the posturings of our everyday
world. We can identify with the lifestream and the cycles of human existence. We know what really
is important and what is not. We know that disappointments, heartaches, and pain are natural parts
of life. We know that life goes on without us. We have been a part of history and often have an
interest in learning more about the past. We have seen enough to know that everything is not sensible
and rational. We have had enough dreams and life experiences to know that the mystical may be
more real than the rational. We have learned that whatever it is - good or bad - "it will pass."


If we have been reasonably wise in the conduct of our own lives, we have attended to our
physical health and to our spiritual and emotional needs. We know that our bodies age, that our
minds fail, but that our inner I remains the same throughout our lives. This is why we feel old in our
bodies and minds but not in our spirits. This is why we really do not feel that the image in the mirror
accurately reflects who we are. We truly know that we can be old on the outside but young on the
inside. If we think about it, we can recognize that the present moment in truth is the "eternal now."
In order to sharpen the vitality of our lives, we are well advised to manage our diets and to engage
in regular physical exercise so that we can help our bodies serve us as well as is possible and so that
we do not work against the efforts of our bodies to be healthy.


We also have the luxury of living our lives more or less as we wish. We have more control
over our schedules because of the relinquishing of the responsibilities of the workplace. We have
time to reflect and to enjoy the simple things in life. We can take time to appreciate the pleasures of
simply being alive. We can enjoy the clouds, the trees, the flowers, and the smell of the air. We also
can devote our time and energies to helping those who are less fortunate. Most importantly we can
relive and resolve the past in our memories and reveries. The past is part of our lives today. We
know what it feels like to lapse into the past as if it is the present. Our storehouse of memories leads
most of us to relinquish the wish to live our lives over again.


We gain profound meaning in life from the love and respect of our juniors. The attachment
between grandparent and grandchild is second in emotional power only to the bond between parent
and child. The arrival of a grandchild usually triggers a dormant instinct to nurture in us. This is
accompanied by joy in the birth or adoption of our grandchild; by recalling our own experiences as a parent and
as a grandchild; and by thoughts about continuity of our own lives in the next generation.


Our grandchildren have as much to offer us as we have to offer them. We can enjoy pleasures
with them without the responsibilities of rearing them. The love and attention we give them builds
their self-esteem. Their interest in our company and in our stories reminds us of our importance to
our families. We offer each other the sense of belonging not only to our families but to the human
family.


As grandparents and as senior citizens, we are gaining an increasing amount of power
in our society not only in the political arena but in the moral leadership of our society. We really do
have much to offer even though there is a tendency to disparage the elderly. This is not the fact in
the power structures of our society, however, to wit the number of people in their seventies and
eighties in political office. We can advocate for the interests of the elderly, not only of our own but
of those of us who are subjected to elder ageism and abuse. But most importantly we are aware of
the interests and needs of future generations. We are in a position to be powerful advocates for
children and parents. Because we are not motivated by advocacy for children that really is advocacy for adults,
we can truly advocate the interests of children.


As grandparents, we are crucial resources for our families. But the art of grandparenting
requires commitment, understanding, practice, and perseverance. We can offer approval, loving
delight of our grandchildren, and reliable support for our own offspring. We are the link between the
past and the present and even the future! It is through our grandchildren that we and humanity
itself flow in the stream of life.


The philosopher Robert Nozick said it well:


We all might seriously weigh spending our penultimate years
in endeavors to benefit others -- in adventures to advance the
cause of truth, goodness, beauty, or holiness -- not going
gentle into that good night or raging against the dying of the
light but, near the end, shining our light most brightly.
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The word family is used to refer to a variety of relationships ranging from two persons living
together to the entire human family. More precision is needed when public policy depends upon how
a family is defined.


Societies have come and gone, but childrearing families of some kind have endured
throughout the ages. The integrity of every society ultimately depends upon the competent parenting
of children in family units, but questions about how that should take place arise periodically.


Recently the "nuclear" family (two parents) has been beset by a storm of controversy as
described by Judith Stacey:1


"Anthropological and historical studies convince me that the family is not an institution, but an
ideological, symbolic construct that has a history and a politics...This concept has been employed
primarily to signify a heterosexual, conjugal, nuclear, domestic unit, ideally one with one male
primary breadwinner and a female primary homemaker and their dependent offspring. This unitary,
normative definition of legitimate domestic arrangements is what my book defines as ephemeral
with little regrets, because of the race, class, gender, and sexual diversity it has occluded and the
inequities it has exacerbated."


There is no question that families can spawn racism, sexism, and social inequities. But that
occurs when prejudice and discrimination filter down from subunits of society that influence those
families. It is not because of the nuclear family per se.


Most families are not dominated by socially destructive, prejudiced values. They are
permeated by love and mutual respect between parents and children. To indict the nuclear family as
the cause, or as the result, of racism, sexism, and social inequities is inappropriate. Families that
foster those conditions are influenced by reference group values.


In order to separate political trends from reasons why society should preferentially value
families, a specific definition of the family is needed.





The Essence of a Family


The definition of a family varies according to the political climate of the times. 
Currently domestic living units that are not devoted to childrearing seek to be defined as families in
order to qualify for financial and employment benefits awarded married couples and childrearing
families. A married couple has been regarded as the precursor of a childrearing family.


Defining a family is further complicated by the fact that a family is not a living unit but is
a network of relationships. Family relationships can be biological, adoptive, foster, step, and in-law.
Although family members live together while children are young, families continue to exist in kin
relationships throughout life. Family relationships also do not depend primarily on
financial or friendship considerations.


From the point of view of society, the essential core of a family is parenthood -- the parent-child relationship. The purpose of the family is to prepare children for productive lives that advance
the evolution of homo sapiens sapiens. In this light parenthood is the social institution that prepares
and sustains individuals for life in society.


The essential core of parenthood is mutual attachment bonding. In order to promote
committed parent-child relationships essential for the stability of a society, financial benefits have
been awarded to married couples who are regarded as future parents. The number of marriages and
cohabiting relationships that do not progress to childrearing has undermined society's intent that
domestic couples should have special benefits because they are rearing children.


To further complicate matters, nonmarital childrearing families have become more visible
and numerous, revealing that marriage is not essential for meeting the developmental needs of
children and parents. The number of single-parent childrearing units in particular has increased
dramatically. In the process, the developmental needs of children for both mothering and fathering
has been obscured, as has been the importance of the relationship between a child's mother and father
for both the children and the parents.


Parenthood is a more appropriate basis for defining a family than are social and political
definitions of the family based on competition for financial and resource benefits. Parenthood
focuses on the developmental needs of children and parents.





Childrearing


Parents susceptible to trends currently are foundering because they fail to recognize that
childrearing requires both an authority line that permits parents to guide their children and mutual
respect that permits children and parents to grow together. The linear model of parents as caregivers
to children needs to be replaced by a more realistic paradigm in which parents and children are seen
as interdependent with parents in charge of the childrearing family.


Parental authority over children has been supplanted by the dispersion of authority among
family members. Many postmodern parents, harried and stressed out themselves, believe that the
stress on young people today is relatively minor, and that, in any case, their "mature" children and
"sophisticated" teenagers can handle it. In fact children today are under much greater stress than
were children a generation ago, in part because the world is a more dangerous and complicated place
in which to grow up, and in part because their needs for protection, nurturance, and guidance are
being neglected.


David Elkind describes "authentic parenting" in which unilateral authority is needed for
manners, morals, and values.2 Mutual authority 
is needed in matters of taste, preference, and style.
Elkind forecasts that as the vital sentiments of committed love, authentic parenting, and
interdependence become more commonly held, they will affect our perceptions of parenting. He
advocates the "reinvention of adulthood" in which we recognize that children, adolescents, and even
young adults may not yet have a set of internalized rules and standards, nor an adequate set of
controls over their emotions and behavior. As adults, we need to explicate those rules,
standards, and controls.


We also need to recognize each child's uniqueness. As parents and teachers we need to
emphasize who children are  and what they can do, rather than who they are not and what they
cannot do. By focusing on each child as a unique and special person, we recognize the diversity of
all young people.


At the same time the desire to be authentic parents conflicts with the equally authentic desire
of adults to achieve career goals and ambitions. History records legions of people who
have been more committed to the authentic expression of their personal needs and ambitions than
the needs of their offspring. Pablo Picasso is a notable example. He had a number of affairs and had
children by several liaisons. Parenting was subordinated to the expression of his artistic genius,
which gave him personal wealth and enriched civilization. The mothers of his children parented
them.





Society and Parenthood


When the conduct of day-to-day affairs is dominated by the immediate interests of
individuals, the developmental needs of children can be perceived as burdens to be delegated to
others, and the developmental needs of parents are eclipsed. The focus is on "parenting" as a set of
functions that can be delegated to others rather than on "parenthood" as a life style. The model is that
of wealthy parents, who can afford to delegate all parenting functions to others without becoming
involved in the process of childrearing. Even the word "childrearing" (common usage has combined
the two words) implies a unidirectional process in which persons are caretakers of, or caregivers to,
children. Parenthood describes childrearing as an interactional process. Until it became controversial,
the word family described a lifelong process of interdependent relationships with parenthood at the
core.


Our society reflects the fruits of individualistic life styles, such as Picasso's. The life style
of the wealthy (money supports a viable individualistic life style, poverty does not) is adulated in
contemporary society, epitomized by the quest for "having it all." Missing in the lives of individuals
whose children are raised--or not raised--by others is the developmental satisfaction that comes from
generativity, so well described by Erik Erikson.3


When we think beyond ourselves, when we do things for the next generation out of a genuine
commitment to its future well-being, we give evidence of generativity. Our failure to commit time
and energy to meeting the needs of the next generation has resulted in the neglect of children on a
scale unimagined in previous generations. The problems of poverty, divorce, out-of-wedlock births,
absentee parents, latch-key children, violence, and drugs are no longer confined to the ghettos, as
Sylvia Ann Hewlett points out in her book When the Bough Breaks 4 and with Cornel West in The War Against Parents.5


How do we honor the uniqueness of children and respect the interests of the next generation?
Every impulse based on satisfying the needs of individuals now mitigates against competent
parenting and societal planing for the future. But if we take seriously our knowledge of individual-survival and species-survival instincts, we will find that there are powerful forces that move us in
the direction of Eriksonian generativity.


The challenge for any society is to promote childrearing that will insure its prosperity and
survival. Our society must recognize that its long-term interests depend upon valuing parenthood.
This can be done by focusing on the developmental benefits of the life style of parenthood.


Both women and men are attracted to procreation and childrearing. The instinctual
disposition toward altruism enables parents to endure the burdens and sacrifices of childrearing and
for nonparents to support parenthood. These communitarian impulses constitute a foundation for a
social climate that supports, rather than impedes, parenting. With education and persuasion trend-oriented parents can be encouraged to devote more time and energy to filling their own needs as
parents and their children's developmental needs.


However, as we have learned in all of our efforts to influence the behavior of individuals to
conform to social values, persuasion and education are not enough. Most of the child neglect and
abuse that generate our social problems do not occur in settings that are susceptible to persuasion
and education. As is the case with crime, which crosses socioeconomic and racial boundaries,
regulation in the form of laws is required to insure a reasonable degree of compliance with a social
value.


One can argue convincingly that morality and childrearing competence cannot be legislated.
But it is equally true that society expresses its basic values through laws. The nuances of decency
and respect for others is shaped by prevailing attitudes, but the implementation of basic values, such
as deploring child neglect and abuse, depends upon laws.


Our society is moving toward the prevention of social problems because of the burdens posed
by habitual criminals and welfare dependent parents. The prevention of crime and welfare
dependency inevitably draws attention to the ways in which children are neglected and abused. The
prevention of habitual crime and welfare dependency depends upon the prevention of child abuse
and neglect. The desire to prevent major social problems leads to the goal of insuring that every child
in our nation is competently parented.





Standards for Parenting


The differences among individuals in our society need to be integrated by a sense of
community. A sense of community recognizes that, despite our ethnic, racial, gender, and
socioeconomic differences, we share common goals, aspirations, and responsibilities to other persons
and to childrearing families.


Everyone knows, but few will acknowledge, that there are some people who should not be
parents. They are unable to handle the responsibilities of their own lives, much less the
responsibilities of parenting.


Our reluctance to face the fact that biological parents should be held to the same standards
expected of foster and adoptive parents is a clear expression of prejudice against children, an
offshoot of the self-centeredness characteristic of individualism.


If we wish to establish the goal that every parent is competently parented, we must face the
fact that children will be conceived and given birth by individuals who are not competent to parent
them. This means that we should establish standards for parenting and thereby highlight the need
for parent education and training.


Standards for parenthood would not be needed if each person who conceives and gives birth
to a child was capable of parenting that child. Unfortunately, the individuals who are the most ill-prepared for parenthood are the most likely to irresponsibly conceive and give birth to children. They
also are the least likely to profit from persuasion and education. If the interests of their children are
to be respected, these parents should be required to meet basic standards. If they are unable or
unwilling to do so, we should follow our child abuse and neglect statutes and terminate their parental
rights so that their children can be adopted by competent parents.


If we make the connection between our social problems and incompetent parenting, we can
have the society that we all desire. Hoping that all parents will be competent will not achieve that
goal. Setting standards for parenting would be a significant step toward that goal.
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One night, when my 22-year-old son was seven years old, I was tucking him in bed. We had been talking about his day, then I said my usual "good night" and told him I loved him. He looked up at me and said "Dad, why do you keep telling me you love me? You've probably told me that a zillion times!" His comment took me by surprise and, for several seconds, I simply couldn't respond. Then, when the response came, it came from deep, deep inside of me: "Landon, I guess it's because when I was a kid I never heard my Dad say he loved me. I want you to know that I love you. I don't want you to ever have to wonder about that. And I want you to know that I will love you always, no matter what happens in your life." Landon looked up at me with his big brown eyes and said "Thanks, Dad--I love you too!"


This incident brought me face-to-face with the fact that my fathering style represents a 180° shift from the style used by my father. My Dad didn't do a lot of yelling and screaming, but I could always tell when he was angry--he would give the old "icy cold stare" that could last for days--and he could never really find the words to say he loved me. I've come to understand that it wasn't really his fault--he was just parenting the way his parents did and they were parenting the way previous generations of Welsh parents did. While it hasn't been easy, I've come to forgive my Dad for fathering in the age-old traditions of our family.


This story highlights the importance of making a conscious decision about how to father one's children. The one rock-solid gift we can give our sons and daughters is our unconditional love and support. A child's knowledge that he/she is loved, valued and appreciated is the basic building block of a strong self-concept. If we don't make this conscious decision, then we are likely to father the way our fathers fathered us and that's likely to be in much the same way that their father's fathered them. As the Biblical adage says "the sins of the fathers"--the sins of alcoholism, drug addiction, verbal abuse, sexual abuse, violence and neglect--can be visited on the next generation of youth.


In The Five Key Habits of Smart Dads, Lewis (1996) shows that he understands the importance of this basic choice with the habits he has identified: 1) grasping your significance as a father, 2) acting intentionally, 3) using your networks, 4) communicating life skills and principles, and 5) maximizing your fathering moments. Lewis argues that a father's job is to raise a child "to function maturely and productively in society." In his words, the imprint a father leaves "is largely shaped by the kind of life skills and principles you select, and affected by whether these are communicated with love, affection and consistency, whether you make good use of your network, whether you act intentionally and how you grasp your own significance as a father."





The Bifurcated World of Fathering


The world of fathering is increasingly becoming more bifurcated or two-sided. On the one hand, there are growing numbers of fathers who view fatherhood as their first priority in life. They invest time in their family and children and demonstrate in word and in deed after deed that they love, value and appreciate their children. These fathers are supported by a rapidly growing set of books and literature on fathering. Most of the books have evolved in the past five to ten years and include a range of titles: 60 Second Father, Early Fatherhood Development, Faith of Our Fathers, Father Book, Fatherhood, Fathering Daughters, Fathers Book of Wisdom, The Five Key Habits of Smart Dads, Gift of Fatherhood, New Father Book, Sixty-Minute Father, Working Fathers, and Zen and The Art of Fatherhood, to name a few.


One of these books, The Sixty-Minute Father by Parsons (1996), argues that the first goal of fatherhood should be to "seize the day." He quotes Vincent Foster, deputy counsel to the President of the United States--and suicide victim--as he was addressing the graduating class of the University of Arkansas School of Law: "Balance wisely your professional life and your family life. If you are fortunate to have children, your parents will warn you that they will grow up and be gone before you know it. I can testify that it is true. God only allows us so many opportunities with our children to read a story, go fishing, play catch, and say our prayers together. Try not to miss one of them. The office can wait. It will still be there after your children are gone." Parsons took Vincent Foster's message to heart and began to invest more time in his family and children.


Thousands of other fathers have chosen to "seize the day" as well. Michael, the father of two young children in Madison, Wisconsin, has made a significant commitment. He and his wife, Lisa, have decided that he will act as househusband and caregiver for their children while Lisa serves as provider and caregiver as well. Both parents believe that time spent with children is important so they have adopted a life of voluntary simplicity, and Lisa is limiting her work to twenty plus hours a week as a physician's assistant. Michael, who is hoping to develop a woodworking business on the side, comments on his role in the family: "While my primary function in the family is that of caregiver, I do not see myself as the primary caregiver. Lisa shares that role with me since she is able to do much of her paid work while the children are asleep. At this point the division of labor is working out quite well (he says this as his one-year-old daughter opens the cottage cheese container and gets the contents all over her!)"


Michael exemplifies the growing numbers of fathers who view fathering as a very important responsibility: 25% of families now report that the father and mother share parenting responsibilities equally while 10% report that the father is the primary caregiver and 65% report that the mother is the primary caregiver (Zero To Three, 1997). These involved fathers are supported in their efforts by a growing number of statewide fatherhood initiatives as well as courses specifically targeted to their needs. Wisconsin is one state that has recently launched a fatherhood initiative and the Wisconsin Children's Trust Fund has actively worked to encourage community-based Family Resource Centers to sponsor courses specifically geared to fathers of children who utilize their services.


Yet the world of fathering is, indeed, bifurcated. While there are millions of fathers who are becoming more involved with their families and children, there are also millions who are opting out of their responsibility as fathers. They may be fathers of children born out of wedlock who do not wish to own up to their fatherhood. Or they may be the product of a nasty divorce and, thus, embittered by a process that leaves them out of the loop. Regardless of what the cause is, there are staggering numbers of children who do not have a meaningful relationship with their fathers. Approximately half a million children are born out of wedlock each year and 50% of our marriages now end in divorce. Thus, the harsh reality is that more than 60% of American children will live in a single-parent family sometime during their childhood years and more than 75% of children in single-parent, mother-headed families will have little or no contact with their biological fathers during this period of time (Phares, 1992).


Blankenhorn (1995), author of Fatherless In America, argues that the fatherless family in present-day America "is a radical departure from virtually all of human history and experience." He goes on to state that "Fatherlessness is the most harmful demographic trend of this generation. It is the leading cause of declining child well-being in our society. It also is the engine driving our most urgent social problems, from crime to adolescent pregnancy to child sexual abuse to domestic violence against women. Yet, despite its scale and social consequences, fatherlessness is a problem that is frequently ignored or denied."


Popenoe (1996), in Life Without Father shares his dismay over fatherless families: "in just three decades, from 1960 to 1990, the percentage of children living apart from their biological fathers more than doubled, from 17 percent to 36 percent." He goes on to comment on the negative outcomes associated with fatherless families: "Father absence is a major force lying behind many of the attention-grabbing issues that dominate the news: crime and delinquency; premature sexuality and out-of-wedlock teen births; deteriorating educational achievement; depression, substance abuse and alienation among teenagers; and the growing number of women and children in poverty."


Hewlett and West (1998), authors of The War Against Parents, echo the drumbeat of Blankenhorn and Popenoe: "The United States has the highest divorce rate in the world; it also leads the world in percentage of children born out of wedlock. The net result is that nearly two fifths of American children now live apart from their biological fathers, a figure that has doubled over the last twenty-five years." They believe "a major national objective should be to increase the proportion of children who live with and are nurtured by their fathers." If this objective is to be met, we need to understand why men opt out of their responsibility as fathers. Hewlett and West provide powerful insights into this issue.


These two authors argue that our society has waged a war against parents and that "the battles waged against fathers have been particularly ugly and fierce." Three forces are identified as having a disabling effect on dads: dads are devalued in the workplace, abandoned by government and demoralized by the media. Here, in brief, is how they find these issues have disabled dads:



	Devalued in the workplace: Real wages have fallen over the past 25 years, and the rate of decline has been more rapid for men than for women, down 25% for men 25 to 34 years of age. Hewlett and West cite Lester Thurow as saying that "at no other time in history have the median wages of American men fallen for such a sustained period." And they argue that a third of all men in the 25 to 34 age group now earn less than the amount necessary to keep a family of four above the poverty line. In addition, thousands of men have been affected by corporate downsizing and other attacks on workplace security: health insurance, pensions and seniority have been eliminated in many work settings. For men who link manhood with serving as the family provider, these changes have had an incredibly negative effect on their actual and perceived ability to serve as providers for their families.


	Abandoned by government: There is virtually no safety net for men who have lost jobs or security in the workplace since the social welfare system in our country is focused largely on the needs of women and children. And research now links welfare policies to high rates of out-of-wedlock births, low rates of marriage, fatherless families and long-term poverty for families on welfare. In recent years, there has been significant attention paid to the issue of "deadbeat dads" who are not contributing to the well-being of their families. Much of the resistance to making child support payments is tied to the fact that large numbers of fathers aren't granted custody or visitation privileges with their children. Recent measures to deal with deadbeat dads exacerbate the situation. Fathers who make payments to the government, rather than to their families, feel even more alienated since they don't see any direct link between these payments and the well-being of their children.


	Demoralized by the media: The media and popular culture increasingly portray men and fathers as redundant, superfluous and expendable. Television sitcoms and movies like Thelma and Louise, Boys on the Side and Waiting to Exhale show strong, vital women in solidarity with each other and living without men who are portrayed as inadequate and unappealing. Murphy Brown, in a famous episode of that situation comedy, joyously chose single motherhood and, in doing so, granted legitimacy to the notion of fatherless, single-parent families. Hewlett and West remind us of Gloria Steinem's quip that "a women needs a man like a fish needs a bicycle." This attitude has made it difficult for men to experience the dignity, respect and self-confidence needed to fulfill the roles of husband and father in our society.








Father Hunger


A vast array of books and literature related to men's issues and the psychology of men has emerged over the past ten years. "Father hunger" is a term that consistently comes through in this literature. Coined by Osherson (1987) in a book entitled Finding Our Fathers and echoed by many other authors in the men's movement, it has come to mean "the gnawing hunger that males feel if they are not able to link with their fathers due to the physical or emotional absence of a father in the family."


The emphasis is on males because most of these authors believe that a father is the best bridge to help transition adolescent boys into responsible and caring adult men. Allen (1993) puts it this way: "Boys who do not have a strong father figure wander around in a kind of No-Man's Land. . .where the sand is always shifting beneath their feet. . .they are uncertain what being a man is all about." Yet, it's safe to say that girls and women can also experience father hunger if they grow up with a father physically or emotionally absent from their lives.


In a haunting video entitled Show Your Love by Kauffmann (1994), several adolescent boys and girls are interviewed about what life without a father is like. The father hunger and sense of abandonment come through in comment after comment. A 12-year-old boy, when asked how he felt about not having his father around, responded by saying "It sucks--I'd like to be able to spend time with him." When this same boy was asked how he would be as a father, he said "I'd be doing stuff with him. I would never leave him." The sense of abandonment continued in responses of youth to the question "If you could give all fathers one thing, what would that be?" A 12-year-old boy responded "Don't screw around with other women. Be loyal to your wife." A 16-year-old boy said "Anybody can make a baby, but it takes a man to be a father." And a 16-year-old girl replied "Show your love to your kids. Let them know how much you care."


Two recent books by the children of baby boomer fathers who abandoned them blast dads for not being there during the critical child-rearing years. In Split: A Counterculture Childhood, Michael (1998) shares her view of her politically active parents who "split" four months after she was born. Her mom went into teaching, and her father kept on organizing until he was imprisoned for two years on an assault and battery charge growing out of his involvement with the Weather Underground. She comments on a prison visit when she was three years old: "'Hey, what do you want for Christmas?' my father asked. I stopped in the doorway and stared at his dark bulk. I wanted him. . .(but) I knew I should ask for something he could give."


In Revenge of the Latchkey Kids, syndicated cartoonist Rall (1998) offers even more of a rant against absentee dads. In an essay "To Hell With Father's Day" he writes, "Now that most of us don't have fathers anymore, it makes no more sense to celebrate dads than to devote days to haberdashers, stonemasons, or any other relic of a long-dead past." The ultimate revenge of this latchkey kid, however, was to leave dad out of his wedding: "Opting not to invite him to my wedding closed the deal: He's outta here."


You don't have to look too far to find other examples of "father hunger." Syndicated columnist Mitchard (1998) recently wrote a column entitled "Shaving Lesson Becomes a Lesson on Life" where she documents one of the "signal moments" in the lives of her 9 and 12-year-old sons. The two boys are clustered around Chris, "their stepfather of five months' vintage" while he is shaving and answering their questions about this male ritual. Mitchard (a single mom for five years) commented on the significance of this event: "Who knew it would matter more than the Scout campout or the father-son game or all the other guy things I'd nudged or cajoled relatives and friends into covering? Something so small. And yet of such towering intimacy. Though I took a few turns around the block during the five years after my husband's death, I never got so serious about a man that he got anywhere near the bathroom sink. My brother and father live in another state. And so, for more or less as far back as they can remember, my younger sons have never personally witnessed this manhood ritual. Until now. They are riveted. And so am I."


Mitchard then expands on the significance of this event: "In 1990, speaking at the Democratic convention, Jesse Jackson tried to drive home the importance of a father's responsibility. He described one of the losses of being raised by a single mother: 'I never knew my father,' he said. 'I never saw him shave.' The poignancy and power of the reverend's words made my eyes brim with tears. He'd chosen, carefully, the perfect image for male-pattern bonding, a skill even the most gender-neutral mom on earth can't really model."


Is it just adolescent boys that hunger for father contact?" A recent article by Hall (1998) in the Wisconsin State Journal documented the search of a 53-year old man whose military aviator father was killed in a plane accident as World War II was coming to a close. All Bruce Smith had were a few snapshots of his father, who was killed when he was ten months old. Smith knew his time was running out since all of the men who would have served with his father in the Army Air Corps were in their 70s. By displaying one of the photos at an airfield in Madison, he was eventually able to link with more than ten veterans who had served with his father in the war. Smith learned from these veterans that his father tinkered with cars, was fun to be around, could be depended on by his buddies, and was buried with full military honors. After 50 plus years, the gaping hole left by his father's sudden death was being filled.


Now, is it just males who benefit from the presence of a father in their lives? Clearly not. A friend (Grendahl, 1998) shared her account of a National Organization of Women (NOW) meeting. Several of the original founders of NOW--Kathryn Clarenbach, Gene Boyer and others--were informally exploring what all of these strong, pioneering women had in common. There were very few commonalties. Yet, one came through with amazing clarity. They all had fathers who had faith in them and thought they could do what they wanted to do and be. This rock-solid faith and encouragement had been a key factor in their success as professional women.


The conclusion is inescapable. Fathers who are physically and emotionally present in the lives of their children, who accept them, nurture them, support them and encourage them, make a powerful difference in the lives of their children. When fathers are absent from their families--physically, emotionally or economically--they leave a gaping hole in the lives of their children, a "father hunger" that is difficult to satisfy.





Fathering Initiatives


How do we go about empowering disabled dads? There are several initiatives underway to do just that. Two of the most visible movements in the last few years have been the Promise Keepers and the Million Man March. Both are religious movements--the first Christian, attracting primarily Caucasian men, and the second Nation of Islam, aimed at African American men. And both have been criticized for reasserting a male-dominant model of parenting into family life.


Participants in each of these movements maintain that the faith-based models have helped them to reconnect with their families, to place their wives and children first and to hold them to higher levels of accountability for their family life. Participants in both groups argue that they also have gained a faith-based support group that helps them reestablish a sense of pride in their manhood and helps them sort through and deal with the problems and feelings associated with family life in the 1990s.


In response to the critique about male dominance, both groups emphasize that the focus is on leading and serving the family, not on dominating others in the family. While this criticism is not likely to go away, there are thousands--perhaps even millions--of men who have come to connect with and be more supportive of their families through these two faith-based movements.


There are other fathering initiatives as well. The National Center on Fathering (1998) is a non-profit organization, founded in 1990, that focuses on research and education related to fathering. The organization offers seminars, books, and a WEB site; publishes a newsletter entitled Today's Fathers; and sponsors a biannual Father of the Year Essay Contest. There is a strong belief that children who are fathered properly grow up healthy. And there is a strong emphasis on instructing fathers in fathering skills and on "turning the hearts of fathers back to their children." Ken Canfield, founder and president of the National Center on Fathering, did his Ph.D. thesis on fathering and has since devoted his life to improving the parenting skills of fathers across the country.


The National Fatherhood Initiative (1998) is another non-profit organization, founded in 1994, that is aimed at improving children's lives by getting fathers to commit to their families. This initiative sponsors a clearinghouse and resource center, includes 2000+ groups across the country in its resource directory, and offers a newsletter entitled Fatherhood Today. The organization sponsors an annual conference and has initiated an advertising campaign focusing on the importance of fathering in our society. Wade Horn, President of the organization, has been a strong advocate for fathers marrying and assuming the responsibilities of fatherhood. The organization is actively involved in starting state chapters of the National Fatherhood Initiative.


The Center on Fathers, Families and Public Policy (CFFPP, 1998) is a training, technical assistance and public education organization aimed at helping to create a society in which parents--both mothers and fathers--can support their children physically, emotionally and financially. The organization challenges the negative public perception of low-income fathers who "have much to contribute to their children in the way of emotional and developmental support." There is a strong emphasis on child welfare issues and the organization sees the establishment of paternity and child support enforcement as central issues for involving men in the lives of their children. CFFPP publishes a newsletter entitled Issues and Insights and has also published other materials, including an extensive "Curriculum for Young Fathers" and "A Report on Low-Income Fathers and Their Experience with Child Support Enforcement."


Wisconsin is one of the first states to create a statewide fathering initiative: the Wisconsin Fatherhood Initiative (1998). Like the parent organization that helped launch the effort, the focus is on an advertising campaign aimed at getting fathers to commit or recommit to carrying out their responsibilities as fathers. Small grants are available as an incentive for communities to launch their own public awareness campaigns aimed at responsible fatherhood. The Initiative includes an Executive Order from the Governor that all state agencies examine the father-friendliness of each agency's policies. And it includes a provision that our state will hold a summit meeting in 1999 to involve service and religious groups as well as state and local agencies in making dads more important in the lives of their children.


In addition to our statewide Fatherhood Initiative, Wisconsin has benefited from a Positive Fathering initiative developed by the Children's Trust Fund of Wisconsin. The Trust Fund (1996) created a video and study guide that has been distributed through family resource centers and other agencies throughout the state. With the theme "Choose to be an awesome father," the video provides tips on a variety of different topics: developing a relationship with your child, the developmental stages of children, anger management and stress reduction, playing with your child, listening to your child, building self-esteem, exploring with your child, keeping children safe, disciplining children; celebrating and having fun, and choosing to be the parent you want to be. In addition to developing this upbeat video showing dads in positive interactions with their children, the Children's Trust Fund also worked with family resource centers throughout the state to help them develop a "library" of books and tapes on fathering.


Many of the family resource centers in Wisconsin have developed a series of workshops specifically aimed at fathers in their communities. I worked with the Family Resource Center in Columbia County to initiate a four-part series entitled "Celebrating Dads Parenting Series." The four sessions focused on the following topics:



	Fathering: Our Father's Way or Our Way?

	Self Esteem: Listening + Positive Messages

	Discipline: Consequences vs. Punishment

	The Greatest Gifts We Can Give Our Children




The sessions were led by an experienced father (myself) and the father of two young children. Each session involved sharing stories from our personal experience as fathers, briefly introducing concepts and ideas on the topic of the evening, and group discussion and sharing. An average of 15 men attended the series. As leaders, we were both shocked and pleased with one of the outcomes of the series: to a man, the participants talked about how they had been physically and/or verbally abused by their fathers as children and, to a man, they talked about how they wanted to be more nurturing so it would be different for their children than it was for themselves as they were growing up.


Sessions like these, which are led by fathers and targeted toward fathers, offer 1) a safe place for men to talk about the hurtful ways in which they were raised, and 2) an opportunity for men to sort through ways of parenting that are more nurturing and supportive of their children. Most men want to be good fathers, but they often feel out of place in parenting sessions that are aimed at both parents, are led by professional women, and cause them to feel ashamed for parenting the way they were parented: through physical and verbal abuse and without the love and nurturance they needed as a child. Men need a safe environment where these issues can be openly discussed in a non-shaming way and where they can sort through more supportive and caring ways of parenting their children.





Boys to Men Initiatives


Finally, we come to the thorny issue of how to help adolescent boys transition into responsible and caring men. Recent school yard shooting sprees by adolescent boys in Springfield, OR, Jonesboro, AR and Paducah, KY are dramatic reminders that our society does a poor job of helping adolescent boys transition into manhood: horrendous damage can be inflicted on our society when immature boys who lack judgment and impulse control deal with their frustrations through violence or other irresponsible acting-out behavior.


When we don't do a good job of transitioning boys into manhood, they become confused about what it means to be a man in our society. Some associate manhood with violence, some with alcohol or other drug abuse, some with sexual prowess, some with a fierce sense of competition and some with a detached isolationism. Substance abuse, adolescent pregnancy, juvenile delinquency, gang involvement, school dropout, teen homicide, and teen suicide are likely outcomes when boys are confused about their male identity.


As mentioned earlier, Blankenhorn, Popenoe, Hewlett and West clearly believe that these negative outcomes can be attributed, in large part, to the issue of fatherlessness in our society. They believe that a father is the best bridge to help transition adolescent boys into responsible and caring men. Several authors in the rapidly evolving field of men's psychology--Robert Bly, Sam Keen, Aaron Kipniss, Michael Meade, Robert Moore and Sam Osherson--would agree that adult males need to guide the transformation from boyhood into manhood and, if fathers or other adult males are not present in the family, this function needs to be provided by other adult males in the community.


Meade and Moore point to the critical importance of men initiating boys into manhood. Meade (1993) puts it this way: "In many tribal cultures, it was said that if the boys were not initiated into manhood, if they were not shaped by the skills and love of elders, then they would destroy the culture. If the fires that innately burn inside youth are not intentionally and lovingly added to the hearth of community, they will burn down the structures of culture, just to feel the warmth." Moore (1990) argues that our society currently doesn't provide initiation activities powerful enough to transform boys into responsible and caring men. In his words "A man who 'cannot get it together' is a man who has probably not had the opportunity to undergo ritual initiation into the deep structures of manhood. He remains a boy, not because he wants to, but because no one has shown him the way to transform his boy energies into man energies."


So initiation processes can be a key component in transitioning boys into responsible and caring men. In the last few years, leaders within the African American community and the Native American community have recreated initiation or rites-of-passage activities powerful enough to transition boys into manhood. The Young Warrior Initiation (Bear Spirit Medicine Lodge, 1998) was developed by Chuck Skelton, a Native American of Blackfoot heritage. It is an intense experience, for all boys in the 13 to 16 year age range, that blends traditional tribal customs with modern male psychology to bring boys face-to-face with what it means to be a man, to be responsible and accountable and to care for himself and his people. The process is based on the four traditional stages of initiation: The Call, The Separation, The Ordeal and The Blessing. The final Blessing welcomes him into the community of men and he can then choose a mentor who will be available for support and guidance during the next year.


The Rites-of-Passage Initiation was developed by Dr. Anthony Mense, based on the West African traditions of his forefathers. This process also builds on the traditional stages of initiation and ends with a celebration experience. Over the course of the initiation, the boy is encouraged to connect with his spiritual calling as a man. He is also brought face-to-face with the heritage of his people and is encouraged to take pride in that heritage. The process is designed for youth and adults, recognizing that many adults have not experienced the benefits of an initiatory experience.


Beyond initiation, another key component in transitioning boys into manhood is the process of mentoring. Freedman (1993), in the Kindness of Strangers, highlights the growing body of research which finds that mentoring relationships with caring adults "can make an important difference in the lives of vulnerable youth as they navigate their way toward adulthood." He cites several studies that demonstrate the link between mentors and "resilient" youth:



	Garmezy and researchers at the University of Minnesota report the critical importance of at least one significant adult--usually extra-familial--in the development of inner city youth;

	Rutter, a British psychiatrist at the University of London, maintains that children in dysfunctional settings who have one positive adult relationship are at lower risk for psychiatric disorders;

	Lefkowitz, writing in Tough Change, argues that youth who climb out of the morass of poverty and social pathology are the youth who find somebody to help invent a promising future; and

	Williams and Kornblum, authors of Growing Up Poor, conclude that the common denominator among youth that make it is the presence of caring adults or adult mentors.




Werner (1982), at the University of California, Davis, has done longitudinal research on children growing up with persistent poverty and high incidences of alcoholism and mental illness in Hawaii's sugar plantations. She concludes: "research on resilient children has shown repeatedly that if a parent is incapacitated or unavailable, other significant people in a young child's life can play an enabling role."


Freedman (1993), has examined a variety of different mentoring programs and has summarized the benefits of such linkages in the lives of youth:



	Supplying information and opportunities: At a basic level, "mentors broaden the horizon of youth, exposing them to new experiences beyond what is currently available in their lives." Mentors can act as a bridge to the outside world, linking youth with social and cultural experiences, college education and the world of work. Mentors can also serve as advocates for their mentees, making sure they get the kind of treatment in school and community settings that they deserve.


	Providing nurturance and support: Mentors can provide sympathetic ears--caring adults who will listen, offer advice and help solve problems--in addition to providing a source of affiliation and security for youth. This support is especially important in times of crisis, which can lead to a downward spiral of substance abuse, school dropout, juvenile delinquency or suicide without the "tough love" of a caring adult who provides unconditional acceptance while holding the youth accountable to a set of high expectations.


	Preparing youth for adulthood: Mentors can help young people grow up, helping them to think through important career decisions and to accept responsibility for their decisions and actions. Many youth need help making choices between the conflicting values and behaviors of their peer group and the values and expectations of the broader society. Mentors can help youth make these difficult decisions in ways that build self-esteem and social competence.





This growing body of research on the importance of mentors in the lives of resilient youth is what led Colin Powell to sponsor a national summit meeting on volunteerism and launch a nation-wide mentoring initiative. This national effort spawned a number of statewide mentoring projects, including the Wisconsin Promise. The Wisconsin Promise, a partnership between the Alliance for a Drug Free Wisconsin in the Wisconsin Department of Health and Family Services and the Wisconsin National and Community Services Board in the Wisconsin Department of Commerce, fosters community-based programming based on the five fundamental resources of the initiative: mentoring, nurturing, protecting, teaching, and engaging underserved youth in service.


This growing awareness of the importance of mentoring and initiation activities led the W. K. Kellogg Foundation (Ferrier, 1996) to fund a major $11 million project: The African American Men and Boys Initiative. This initiative grew out of 61 recommendations made by a task force named by Kellogg to "help preserve the talents of young African American boys--and, in turn, help to heal the nation." The basic tenet of the project is "that African Americans assume primary responsibility for leading and designing efforts that will 'repair the breaches' between African American men and boys, African American women and girls, and the rest of society." The project includes a collaborative of 33 youth-serving organizations across the country, in addition to three on-going organizational structures:



	The American Futures Institute: A national think tank/work group based in Atlanta that will continue the work of the Kellogg-sponsored task force;


	The Village Foundation: An endowment or trust to support other significant recommendations and programs for African American boys and men; and


	An Institute at Fisk University in Nashville: This institute will facilitate national and local conversations on race and race relations in our country.





Our department at the University of Wisconsin is also launching a Boys To Men Project. The overall goal of the project is to engage adult males throughout Wisconsin in mentoring and initiation activities that will help adolescent boys transition into responsible and caring men. The project will train teams of adult males throughout the state to link with adolescent boys in their back-home communities. The project is unique in four ways: 1) it builds on a learning from men's psychology that adult males are a critical factor in guiding boys into manhood; 2) it is a cross-cultural project, drawing on the best traditions in the Native American, African American, Hispanic and Anglo cultures; 3) it is aimed at preventing a range of problems, including substance abuse, adolescent pregnancy, school dropout, juvenile delinquency, gang involvement, teen homicide and teen suicide; and 4) it is a statewide effort that establishes local projects in communities across the state and builds on programs (Big Brothers/Big Sisters, 4-H, Scouts) that already exist in communities.


Two major steps have been taken to launch the project. On March 4 and 5, 1998, a Wingspread Conference sponsored by the Johnson Foundation and our department brought together a multicultural group of 26 men in leadership positions across the state of Wisconsin to begin a networking process and develop a common vision and plan for a Boys to Men Project. This gathering helped to expand and solidify a multicultural advisory group for the project and spawned the second step: an exciting Boys to Men Cultural Exchange being held in the summers of 1998 and 1999. Twelve 11-13 year old African American boys from the inner city of Milwaukee joined twelve 11-13 year old Native American boys from the Red Cliff Tribe in a camp-out experience that immersed all 24 youth in the Red Cliff culture on the shores of Lake Superior during the week of August 3, 1998. The youth experienced canoeing, kayaking, net fishing, marksmanship, archery, beadwork, birch bark crafts, making dream catchers, making and experiencing a sweat lodge, and hearing some of the myths and stories of the Red Cliff tribal elders. In the summer of 1999, the same 24 youth will be immersed in the African American culture in Milwaukee. The Milwaukee experience will include a rites of passage experience that helps youth reflect on their purposes in life (it will use the NTU Rites of Passage model developed by Dr. Anthony Mensa, based on his work in Ghana) and will include visits to the Black Holocaust Museum, the Milwaukee Public Museum, City Hall, and businesses and educational institutions in the Milwaukee area.


The Wingspread Conference and the Boys to Men Cultural Exchange are being viewed as building blocks toward the larger statewide Boys to Men Project. We are currently seeking funding for this broader initiative.





A Closing Story


I began with a story involving my son when he was seven years old. I'll close with a recent story of my daughter at the age of nineteen. Stephanie is a sophomore at a small liberal arts college in Wisconsin. Her mom, Kristi, and I were invited to share our experiences with the college at a meeting of prospective students' parents. We arrived at the hall where the meeting was to take place expecting to meet Stephanie after the meeting for a leisurely dinner. She arrived a few minutes before the meeting and I gave her a big welcoming hug. But she continued to hang on long after our initial hug. I asked her what was wrong and she sobbed "I'm just stressed out. . .I have so much to do. I didn't do so well on a test I had this week, and I have another big test coming up next Wednesday."


Stephanie is taking Organic Chemistry, Calculus, English Literature, Buddhism, and chorus and is involved in a leadership role in Girls and Women in Science, Model UN, Gold Key (hosting prospective students on campus), and water aerobics. She is carrying a heavy load, but she has developed an incredible ability to balance multiple tasks. I had simply never seen her that stressed out before this day. We talked her through the situation before our meeting and again later while we were having dinner with her. After arriving home, I sent her a card with this message: "Dear Stephanie, Just a quick note to wish you the best with your exam on Wednesday and with all the other stresses in your life right now. Your mother and I have a lot of faith in you and we love you very much. We are thinking of you and praying for you. Just do the best you can! With much love, Dad and Mom." Enclosed with the card, I enclosed a copy of Virginia Satir's "Rules for Being Human" (Satir, 1986). The next time we talked she was in good spirits, she had gotten an A on her exam, and she was thankful for our support.


In short, it's about being there for our kids, whether they are seven or nineteen or thirty-three. It's about loving, nurturing, supporting, sharing, and guiding our children. But most of all, it is about having faith in them even when they have lost faith in themselves. Fathers can be good at seeing the basic personality traits in their children and having faith in them, sometimes much better than their mothers!


Parsons (1996) reminds us that the greatest illusion for fathers is that "A slower day is coming." Parsons goes on to say "If we are going to make a difference as fathers, we need to do it now. . .and it has to do with carving those times out of busy lives--today." Carpe Diem. . .seize the day!
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