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FOREWORD

The report is presented in three volumes. Volume I introduces the
study; explains its purposes and methods; presents a cross-case analysis
of ethnographies on five racial/ethnic groups; reports on a questionnaire
survey which builds on the ethnographies; and offers overall conclusions
and implications for improved practice and future research. Volume II
consists of the complete ethnographies of the five groups studied.

Volume III, "A Practitioners' Guide For Achieving Equity In Multicultural
Schools" summarizes the study findings, and presents a step-by-step process
for multicultural school improvement. '

Because this effort builds on prior work, it is not possible to
adequately acknowledge here the many individuals who contributed indirectly
to the study. Nevertheless, we wish to recognize those who participated
directly, and identify their special contribution beyond the shared team
effort. John D. Herzog (Co-Principal Investigator) directed the ethnographic
~ study, supervised field staff, edited the fieldworkers' case writeups,

and is the author of the introduction to the ethnographies and the cross-
case analysis. Herbert J. Walberg (Co-Principal Investigator) conducted
the survey data analyses with myself (Principal Investigator and Study
Director) and Mary Hyde (Programmer), and he co-authored the survey report
with me. I also wrote the Introduction and Conclusion to Volume I, and
the Practitioners' Guide (Volume III). Sarah L. Lightfoot (Co-Principal
Investigator) participated in critical conceptual, methodeological, and
interpretive phases of the study. Marjorie H. O'Reilly (Survey Coordinator)
managed the survey questionnaire administration and data feedback to
the participating schools. Marjorie K. Madoff administered the pilot
testing. of the survey questionnaire, and participated in its development.
The fieldstaff for the ethnographic component, and the subjects of their
case writeups are: Karen and Lester Holtzblatt, Jewish-American; Margaret
McDonough and Pierce Butler, Irish-American; Seda Yaghoubian and Ara
Ghazarians, Armenian-American; Nancy Marshall and Mark Handler, Portuguese-
American; and V. Michael McKenzie, West Indian-American. And, last but
not least, Joni Herson who typed the report and helped to coordinate
the entire effort.

27
s

Special recegnition and thanks sgz%ifso extended to the many school
personnel, students, and parents who participated in the study, and to
Michael Cohen (NIE Project Officer) for his kind assistance and encouragement.
Although this was a group effort with individual specialities, I take
full responsibility for any errors or misinterpretations of the complete
study, beyond the sections of the report which I personally authored
and edited.

william J. Genova
Principal Investigator and
Study Director
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. - Abstract .

This- two-year study which began in August, 1979, was undertaken
to explore how school and home "climates" might possibly interact to
affect the learning and behavior of students of diverse racial/ethnic,
national origin, gender, and socioeconomic backgrounds. School climate
and home climate refer here to such psychological/social factors as the
extent of involvement, expressiveness, goal direction, challenge, and
order, which characterize such environments. Prior research has documented
separate school climate and home climate effects on student learning
and behavior. 1In this study the investigators set out to explore possible
interaction effects--congruities and incongruities between such school
climate and home climate factors, which may stimulate or frustrate learning
and acceptable/preductive behaviors in the school setting. The study:

. included ethnographies of five racial/ethnic groups of seventh graders

(N = 63) in five different communities, and a questionnaire survey of
1,290 seventh and eighth grade students in six racially/ethnically mixed
middle schools in five different communities. s

The major f£indings of the study are:

1. Inequity in school outcomes is confirmed-~-there are significant
differences among racial /ethnic (and class and gender) groups
in the sample in days absent, (standardized) reading achievement,
grade point averages, and teacher academic and social ratings
(but not in suspensions).

2. Some schools are more equitable than other schools--many of
the school outcome levels for particular racial/ethnic (and Fiass
and gender) groups vary significantly, as do their ratings Of
their school climates, according to which school they attend.

3. Schools vary more than homes--adolescents who identify with

particular racial/ethnic groups describe their home climates

with striking similarity, yet markedly differently from other
racial/ethnic groups. In contrast, students from the same racial/
ethnic groups who attend different schools in different communities
characterize their school climates quite differently. By socio-
economic class and gender groups, students' ratings of their

school climates vary much moreZthén their ratings of their home
climates. ' R

<3S

. .

4. Schools and homes both affect school outcome--the statistical
significance and magnitude of the correlations are highest for
independent home-climate and school-climate effects on school
outcomes for all students, irrespective of racial/ethnic, socio-
economic class, or gender groups.

5. Home-school discrepancies affect school outcomes--for particular

racial /ethnic groups who rate their school climates higher than

their home climates on specific variables, such "discrepancies”
are correlated with positive school outcomes (e.g., lower absernce
and higher achievement) in 73% of such cases. For the remaining

27% of the discrepancies, negative school ocutcomes~emerge

g (e.g., higher absence, low achievement) when the school is

rated higher than the home. Though significant, these correlates
are modest and varied, showing few meaningful patterns for any
o particular sub-group across schools.

"

”
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I. INTRODUCTION TO THE ETHNOGRAPHIC REPORTS
' @

-

A. General Goals of the Ethnographic Component ,

This volume of the report includes this introduction and R

five ethnographies. The ethnographies (or case studies) deal with .

the perceptual worlds of seventh graders of five different ethnic 7

. ;
groups in the Boston area, voungsters of Armenian, Irish, Jewisn, Portuguese,
and west Indian-American backgrounds. The fieldworkers' research ané writing

focus especially on these young teens' understanding of their home life

and family relations, and less intensively on their céntegtualizations
of their neighborhood, peer group, and school. Th: ethnégraphers sugplement
this material with data drawn from their observations of, and participation
with, the youngsters. Thus, a combined "emic' (phenomenological) agd "etic"
(ocbjective) analysis is presented, wi£h an emphésis on'.the former.

The breadth, detail, and sophistication of thg five case studies
vary enormcusly. The report on the Jewish youngsters'mostsclosely approximates
the level of detail and analysis originally intended, with that on the
Portuguese least-well developed, and the depictions of the Irish, Black

west Indian, and Armenian youth in intermediate placement. The origins

of this diversity are explained below. An important outcome of this variation

is that the cross-group analysis, which follows the separate cases, draws

most heavily upon the Jewish material. However, all five sets of researchers
employed a common outline in writing their feports, facilitating éccess
to data and ease of interpretation on specific topics. This feature.of
the ethnographies in part offsets their uneven coverage.
This ethnographic research had two main goals. First, the basic

assumption of this project is that people's perceptions of their various

social environments influence their behavior in it; more specifically,




O

ERIC

Aruitoxt provided by Eic:

¢

students' intersecting perceptions of their home and schoel environments

'

r
powerfully affect what they learn and how they behave in school. It follows,.

then, that to predict and influence students' learning one needs to know e

B

something of their concéptualizations of the homes and 5Ch0015’that the§
parﬁicipate in. Knowledge of people's perceptions can be gained through
interaction with them, during which they‘féveal their thoughts and "mental
maps." Sociai scientists typically employ structured devices such as questiop:

*

naires, interviews, and naturalistic experiments to elicit subjects' perceptions,

ES

&
but to use such techniques the investigator miist presume he/she possesses

at least rudimentary knowledge of the subjects' perceptual domains in which
he/she is interested.

In the circumstance of this research, we knew of numerous prior
studies about how stuaents perce;ve their schools, but we were unwilling
to presume that we knew how teenagers of contrastiné ethnicity characterize
their homes and families. In our literature search, very few earlier investi- s
gations of adolescents' perceptions of -homes and families, as distinguished
from their values about, and evaluations of, such institutions were turned
up. Indeed'; basic hypotheéis of this research is that students' perceptions
of home and school vary by ethnicity, and that ethnic groups'. relative
achievement in schopl'can be partially explained as the outcome of their
members' differential experiencing of those environments. We thus needed
a less "presumptive" technique than questionnaires, interviews, etc., at
the start of our reéearch, and we turned to ethnography. We felt that
through coérdinated ethnographic ingquiries into several communitigs, we
could begin to delineate how the youngst;rs in each perceive their homes,

their families, and their schools, and how these together combine to affect

their school achievement and behavior. ~

B




“ The second pﬁrpose of the ethnographic component was to provide
xa base of knowledge for developing an instrument (i.e., a questionnaire)
through which children;s perceptions of their homes and families could
- be gathered more systematically and inexpensively than ethnography in the

-

sécond phase of this research The School Climate Questlornalre (SCQ),
through which students' ;erceptlcns of thewr schools can be reliaply agcer—
tained, alreadyr:;isted, the product of five years of TDR effort. An analogous
Home Climate Questionnaire (HCQ) was needed, to verif; and/br cortect the
findings of the ethnographies and to provide data on a larger .ample for
quantitative analysis of the variables of the study.

Accordingly, after periods of fieldwork ranging from_one to five
months, ;he field staff temporarily became item-writers and instrument-
designers. To facilitete statistical analysis, we organized potential
HCQ items, whenever possible,‘into variables pereilel to the thirteen*"factors"
ofkthe existing SCQ. In May and June Of[1980, the staff genérated nearly
500 "raw" items within thirteen dimensions seemlngfy descriptive of home °

and family; through debate, field-testing, and stat15t1cal analysis (descrlbed ‘
elsewhere) , these were reduced to the 54 items (4 items for each of the N,
13 factors), now included in the Hcé.
The important points here are that the HCQ originated in the
diverge knowledge and experienee of the fieldworkers; and that eachfquestion, )
- in order to survive, had to pass the assessment of the fieldworkers' in

terms of its probable clarity, fairness, centrality, offensiveness, etc.,
for the teenagers and the families with whom they were working, as well .
as more orthodox statistical and editorial processing. In sum, the field
research had two main producte: “the ethnographies that follow, and the

Home Climate instrument that played a central role in the quantitative «

phase of this project.

J
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B. General Ethnographic Strategies

~
i

A
In our proposal, we sﬁbcified that the fieldworkers would '"immerse \
themselves in the homes, neighborhoods, ,schools, and peer groups of the
students" who agreed to participafg in the study. Over a five to six month

period, on a half—tlme basis, the reaearchers would "'shadow' their subjects,
* ‘L .
sampling all times of the day and waking ‘hours ig the evening;" theﬁx note-

taking would be “unobtrusive." While shadowing, we expected {¢ Yearn "from

many more persons than the designated informant,*- exploiting the "openness
. o,

} . - -~
and naturalness" of the situation to gain access to a "wider range of data"

than can usua.ly be obtained from conventional interviewing procedures.

]

'Our methods, we stated, would be "closely akin" to the "key informant”

strateqy wldely practlced in anthropology (TOR 1979 16) .. T

¢

The tradltlonal,procedure for ethnographlc fleldwork acc ing

L]
£l [y

to Rist (1980:9) is that "a single individual (sometlmes a couple) would

. ) s , ~. .
go to the field site, become enmeshed in the life of that site, and only -

3
5

- e W
after a long angfinvolved pericd of time, begin to formulate a framework
n ; . ’ ¥ -
-

for the analxiis. Theory was ‘grounded' in experience." 1In several ways, T

our planned procedures departéa from Rist's characterization.~ Five or

3 .
six months. of research, on a part-time basis, are not the equivalent of

"a 1ong and involved perxod of time.". On the other hand, we did not expect

o be able to make definitive statements as the result of our qualltatlve
inquiries: they were intended as stimyli and backdrops for the methodologically

s, .;/_4

. s AN \
more rigorous quantitative phase of the research.

Additionally, in our proposal we indicated that the "primary »
focus" of the fieldworkers' investigations would be the home environments
. prd

of the youngsters as these could be interpreted via the thirteen school
environment factors of the previously-existing éCQ. In thus importing

1

to the field an explicit, if flexible, framework for ordering it, we were

hal
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departing from Rist's traditional medel in another major respect. He points
3
¥

out that this is nonetheless common practice in anthropology nowadays:
The idea of...allowing issues and problems tg emerge from
extensive time on site has...given way to the preformulation
of research problems, to the specifying of precise activities...
to be observed and to the analytic,framework w1th1n which the
study .‘LS to b% conducted.

! 4 4, .

e

(ist, 1980:9) /)

once in the field, however, the staff departed from boin she

. 'Y 1

traditional and contemporary procedures described by Rlst to an exten{’\*
..j

»

that what they did do is probably not classlflable as full-fledged ethno- \

.

graphy. They were unable to “immerse" or "enmesh” themselves in the children's
T

rd
o

- lives, ¢the better’tgfobserue;spchtaneous behavior in natural settings,

4 "4 [,' c -

because delays -in érranging access to communities and families foreshortened
the time available for fieldwork. Further, the sqlaries budgeted for field-

workers proved to be unrealistically low and part-time, attracting less
4?
experlenced persons than expected and requlrlng each to hold an add:itional

part-time job. The staff's part-time status, their relative inexperience,
: v .
and the age differential between themselves and the students produced a  ~

lower level of rapport between staff and children than we hoped to achieve.

“
y o

Similarly, only in the Jewish and West Indian communities did we achieve

the approximate sample size (eight boys and eight girls) originally intended.
fhe research strategies actually employed by the fieldteams differed

in certain respects from gach other and are described in each ethnography.

In general, after a few very informal introductory sessions with each student

1
H -

and hls/her Famlly, the researchers administered covertly seml—structured
")

o

1nterv1ews, in -the Chlld' 'home or some other natural setting. These inter-

views focused on topics identified during staff discussions of the School

¢ s

Climate variables, as transformed for application to the home environment.

4

F)
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This focusing lntenslfled after Aprll of 1980, when work began oq the Home

r

Climate items. The net effect was the shap.ng of the chlldren s reé%éﬁ§3?~v
“

to some extent in the direction of our own categories, contrary to our

original intention. In many cases, these interviews occurred in the presence

‘ . i . \
of third parties: siblings, friends, parents, etc., and the reactions

‘of these persons were also recorded. In most homes, the fieldworker became

1
a familiar visitor, behaving more like an’ informal questioner than unobtrusive

comganion. Frequently the researcher met a child by appointment after

\ .
schoal, and accompanied him/her home; .afternoon, evening, and weekend forays
‘6

. . ~ ‘ : .
into the neighborhood also were common. Some of the researchers organized

kil

excursions (e.g., to a ballgame or an ice cream parlor) for thelr informants.
r A

Most established warm relatlonshlps with the child-en's parents, who seemed

*

to regard them as beneficial influences on the youngsters arld were eager

to discuss the children and childrearing in general with the visitors.
N ' N

Our ‘field techniques departed from the "standard ethnographic”

in additional ways that may have ipproved, as well as decreased, the validity
. . <
of the findings. Two staff members worked in each of the five communities: .

! .

a female with the girls, a male with the boys. In four of the communities,

both researchers were co-ethnics of the children and families they were

.

studying. Further, the Armenian fieldworkers were fluent in several Armenian
dialects, as well as English; wiuh the Irish, Jewish, and West Indian groups
M »

bilinguality w>s not necessary. Neither of the staff working with the

. -

. L
Portuguese stemmed from that background, but one was fluent in the }anguage

and the other possessed a useful knowledge of it. We also maintained a

- T

fairly high level of staff stability: only one, working with the West
Indian girls, left before completing ?gr‘fieldwork. Two others, involved -

with the West Indian boys and Portuguese boys; rocpectively finvished their .

Pl
-




fieldwork but wrote their ethnographic contributions after leaving Boston

-

pa

(to take on responsibilities elsewhere.
The ten staff members.and two or three senior staff woFe in close
contact with each other, especially during the period of intensive fieldwork
£yom December of 1979 through July of 1980. Staff meetings occurred bi-
2 weekly during these months and somewhat less often +hrough November, 1980.
The sta®f thus experienced multiple opportunities and pressures to articulate
their observaticns and dlfflcultles to each other. The item-writing and N

- =-editing sessions of May and June proved espec1a11y productlvsagk this

regard, with the members deeply éngaged ;p constructing an instrument aimed
at confirming and/or chailenging their qualitative findings, both generally
aad for spe;ific ethnic groués. .Finally, ali of the fieldworkers were
deeply interested in the specific ethnic groups they were studying, as

well as intrigued by the project as a whole. They routinely contributed

more“time in the field, in note-taking, and in meetings than we could compen-
. -

sate them for.

»
The manner in which the project was presented to prospective

>

participants, and its emphasis on predicting academic achievement and school

Q

behavior, probably biased to some extent the samples assembled in each

c;mmunity. Attracted‘to participate were families and youngstera who valued
school success, who enjoyed informal lntellectual discussions, who had
iattle to cloak ,in their private lives, and'who felt at least moderately
prideful about their membership in their ethnic groﬁp. We noticed that .
foreign-born parent; and children, especially in the Armenian, Portuguese, ‘
" and West Indian communities, were more willing to join the study than second

and third Jeneration persons we approached. Whether this related to the

’aforementioned pride of membership, or to a possible propensity for immigrants

~J

15

ERIC R .

Aruitoxt provided by Eic:




to try to conform to seemingly nofficial" requests (i.e., the study was
sponsored by the Federal Government), we cannot say. Nor Can we speculate,
usefully on how the possible sample biases influenced the fieldworkers'

data and conclusions.

C. | Selection and Preparation of Staff

Recruitment of staff began iA Octocber, 1979, immediatelf after
contract finalization. Vacancy notices wént out to over forty'university
placement offices and social science departmenfs, as well as to personal
contacts. Our ocbjective was to assemble two-person, male-female teams,
co-ethnic with the children to be studied and biliﬁgual,if appropriate,
to work in five ethnic neighbgrhoods in the Greatéf‘Boston area. We planned
to select the five ethnic groups from a pool of ten or twelve commonly |
recognized groups resident in the Boston area, roughly stratiffing our
choices according to the alleged school "success" of their children. We
ihtended to select staff and sit;s simultanecusly, looking for éppropriate
communities when well qualified applicahts of a specific ethnicity appeared,
and for professionally qualified applicants to match ethnic communities
to which we had likelihoeod of access.

We essentially followed these plans, although more slowly than
expected. Qualified fieldworkers were hard to find, because we were hiring
in the late fall after most graduate students' plans for the year had been
settled, and because of the low pay (55.60 per hour) and part-tiﬁe assign-
ments we offered. By mid-December we hadxassembled male and female staff
to work in.Armenian, Jewish, and West Indian communities, and a female
staff member to concentrate on a Portuguese site. Bg mid-January, two )

Iriéh and the male Portuguese specialists had been hired, but our female

West Indian colleague declared herself overcommitted and resigned.

8
14




&

Basically, she was never replaced; a successor met with the West Indian
girls for several weeks and then also withdrew.

We hypothesizea tﬁat'Jewish children were especially successful
in seﬁool, Armenian ané West Indian children moderately accomplished, Irish
next, and Portugquese least successful. This simple-minded ranking, although
based on extensive réading and conversations with local educator;, did |
not affect our subsequent %ield procedures; it promised a range of ;ariation
on the dependent measures of the'study that estimated school "success.".
We early considered including a Chinese—American community (high success),
but a well qualified applicant terminated her candidacy. We expected to
consider groups of Italian'(moderate success), Northern Black (low success)
and Puerto Rican (low success) ancestry for inclusion‘amoﬁg our five subsamples,
but no applicants of these extractions presented themselves.

Formal-meetings of senior stéff (Genova, Herzog) and consultants
(Lightfoot, Walberg) occurred during the start-up week (10/79), midway
in the field&ork pfocess (4/80), at the conclusion of fieidwork and begin-
ning of the pilot testing of the HCQ (11/80), as final ethnograpﬁic drafts
;erefbeing written and qu;gtitative data were ready for analysis (7/81),
and when the first quantitative analyses became ;vailable (9/81). Genova
and Herzog communicatedAweekly or more often on project affairs. Lightfoot
and Walberg each led a meeting of the fieldworkers anq intermittently cothlted
with Genova and/or Herzog.'*

Meetings of the staff of fieldworkers, chaired by Herzog, began
in December, 1979, and continued every two or three wéeks through Novémber.
1980. A second series, mainly concerned with the organization of the ethno-
graphic reports, took place during the sp;ing months-of 1981. From time

to time, teams and individual staffers met separately with Herzog, as well

as in groups of three or four without him, to discuss matters of common concern. ”

9 , e
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The following are some of the chief topics discussed and tasks

accomplished at the meetings of the full staff of fieldworkersa:

Goals and procedures for a literature search on each
ethnic group, especially focused on the school performance
of the children of the group.

The reality of ethnid'groups in the U.S.: what, if anything,
are they? .

Relationships between” perceptions and behavior; especially
the impact of incongruities between what a person perceives
and whnat he/she expects to perceive.

Various ethnograpﬁic techniques to use in the field,
especially "focused probe” techniques.

Clarifying the major focus of the study: childrens' perceptions
of their homes, rather than of peers, schools or selves.

Distinguishing children's perceptions of their homes (emic
data) vs. the fieldworkers' perceptions of the+homes (etic
data), emphasizing the former.

How the fieldworkers can explain the project and themselves
to various constituencies in the field, and enhance the cooperation
of all.

Ethical implications and pitfalls of fieldwork, especially
*those of privacy for individuals,'communities,'ahd"Schools
participating. '

Ethical and policy implications of the possible findings of

the study: will these be used to help schools differentiate

to serve various ethnic groups better, or to pressure children,
families, and ethnic groups to conform more closely to "mainstream
values?"”

Contrasting recruitment plans and procedures, community by
community.

Contrasting fieldwork strategies in the different communities,
as dictated by sample size, starting dates of field research,
school and parents' attitudes, fieldworkers' time and interests,
etc. ’ .

Domains and factors of the SCQ as these contrast with possible
domains and factors for the HCQ; decisions on HCQ domains and
factors. '

Item generation, editing, and elimination for tne pilot version
of the HCOQ.

Target populations for administering the HCQ and other objective
instruments: ethnic groups, communities, schools.

Categories for data analysis and common outline for writing
the separate ethnographies.

10 . 16




"and pressing, minimal disturbance of the routine of the school, hourly

__compensation to any tg;qhegsrand school staff who spent time gathering

* to many administrators as a valuable tool in school self-improvement efforts.

~

. Ways of analyzing ethnographic reports that are unequal in
breadth, depth, and face validity.

. Coordlnatlon with staff working on the quantitative phase of
the study, in preparing a final report and subsequent publications.

D. Site Selection

As indicated anve, site selection proceeded apace with staff
recruitment. We entered eéch_community (with one exception) via the local
schooi system, in order to bé able to contact a sizaple population éf tﬁe
desired ethnicity, to enhance our credibility with parents and other citizens,
and ultimately to be in a position to obtain various estimates of the schooi
success of each child in the samplg. The guid pro glo for assistancé that
we offered each system was multiple: participation in a project that dealt

with a problem that most school people recognized immediately as genuine

data (e.g., from school records) for the project. Most important was the
promise of a full report and workshop for the school on the results of
the administration of the School Climate Questionnaire,nwhich was part

of the design of the quantitative phaée of the study, and already known

Details about the process of obtaining the cooperation of the
various schools and school systems appear in the five ethnographies, and

will only be summarized here. The Center City Superintendent of Schools

had lnformally agreed to the lnvolvement of his system before the project
began; in January of 1980 the School Ccmmittee ratlfled his position. By
this time.we had identified several potential West Indian fieldworkers,
whom we directed to a K-8 school in a neighborhood that houses a sizable
West Ipdian population. The Master and teachers of the school were most
cooperative; they provided lists of children whom they believed to be gf

11
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__in their ethnography. Fieldwork with this group extended from March through

Wwest Indian background, and the contacting of the children and their families .
began early in February. Actual fieldworklstarted in March, although mostly
with boys, and continued through June.

After interviewing several applicants of Armenian background,
we approached the Superintendent of the Rivertown schoecls, whose community
contains a cohcentration of families of ;that ethnic origin. The School
Committee quickly approved his recommendation that the study be authorized.
The staff of the Armenian Bilingual Program pfoved uninterested invthe
projéct, but the Principal of the junior high ;chool that most Armenian-
American children attend became’ very enfhusiast;c about it. He prepared
lists of students of apparent'Armenianfexffacfion, wﬁom the fieldworkers
contacted in February and March. The researchers recruited additional

participants through the Armenian churches in the community, as explained

October.

Early in the recruiting process a woman applied whé was already
engaged in informal fieldwork in the Portuguese community of Hillside,
and who intended to conductulater doctoral research in that neighborhood.
In February the Hillside Superin;endent and School Committee acproved our
request to work out of tﬁe junior high school in the neighborhood, as did

_ the local Portuguese citizens group, with whof our staff member had preyious

connections. &he Principal and the staff w;re helpful in preparing lists

of potential participants and arranging meetings of them in schoel. Fieldwork

began here’in MérCh, but ceased in June, as both staff members had to attend

to other respénsibilities. -

The fieldworkers assignea to work with Jewish children, a husband
and wife team with considerable experience in a similar kind of research,
were the first to bevhired, on the assumption that TDR contacts with the

4 , 12
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administrations of the two school districts adjacent to the team's place
of residence would produce access to the large numbers of Jewish children

attending the schools of one or both. Unfortunately, both systems were

N

unwilling to approve involvement in an additional research project that \\

.
~N

did not bring them more immediate and tangible rewards; they further seemed N
~
to fear complaints from Jewish parents about being singled out for study.

After theée rebuffs (in November and December, 1979) the fieldworkers con-

tacted several synagogues in the same towns, where they were cordially
received anédé from which they were able to assemble large and cooperative
samples. The contacts océﬁrred in January, with fieldwork extending from
February through July. Unfortunately, cooperative relationships with the
public schools that’theﬁe children attended never developed. S
Senior staff in this project‘had professional and personal contacts
";with teople in’thE"Stapleton*SChoolsv-with~whom,they though+_ it would be = N
easy to arrange a study of a group of Irish background. Preliminary discussions
with the Prinicpal of the chosen middle school progressed~encouragingly.
However, the Superintendent recommended to the School Committee that TDR's
: request not be approved, on grounds similar to those expressed by‘the,admin—
istrators in the other two'school systemé that decli;ed. we then followed
up additional "connections" with the staff of a K-8 Ccatholic parochial
school serving the same neighborhood; the School Committee rejected the
Principal's suggestion to particiéate. Finally, in February and also utili-
zing préviohs relationships, approval was received from the Superintendent
. and School Committee of the Rumfield Schools. In March and April the field-
workers received lists of possible stﬁdents from the junior high school
staff and from an associated, mostly Irish, parents group: they were not
able to begin actual fieldwork uﬁtil May. The ethnog;apher focusing on

3

the boys continued his investigations through October, but the female staff
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member began to withdraw from the project early in the summer.
Three lessons learned from these negotiations seeﬁ important
enough to be recorded here for future researchers. First, the members
of ethnically-oriented groups are generally not offended by or antagonistic
to the notion of "being studied," if they are approached frankly and res-
pectfully for permission prior to data being collected. Quite the contrary:
they are more often £lattered, cooperative, and interested in the study's
possible results as a way of learning more about their group's origins
and present condition. This is what we found in dealing with the Armenian
churches, the Portuguese citizen group, the rabbis and Hebrew Scnool staif
of the synagogues, and the mostly Irish parents groﬁp. (We dealt with
no ethnic organization of West Indians.) Sometimes the leaders of such
groups raise the question of guid pro guo. cuite apgropriately; but since
it is'ﬂard to figpre out what form-this might take, the issue sooh recedes
and the leaders' underlying curiosity about their people rises to the fore.
Second, high ranking school offiiials (énd perhaps other local
officials) are much readier to authorize research on groups in their‘community
that are relatively small-sized and politically unimportant, than on»dominant
groups. Thus, Center City, Riverside, and Hillside School “ommittees did

~ot hesitate to allow us to go into their buildings to work with West Indian, .

"

AS
Armenian, and Portuguese children, respectively. But two communities,

in which the Jewish population is influential, refused to participate in

the project, even though representatives of that group whom we contacted

later were cooperative with our work. Further, Irish are the dominant
ethnic gréup in Stapleton, where bogh tﬁevpublic schools ana'é éétéchiéi
school declined to participate. In Rumfield,.bersons of Italién béEkground
are a heavy majority, and approval té work with\IriSh youth and families

was not hard to arrange. It appears that the study of American ethnic

~ 14
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groups might well become the study of ethnic groups in minority status

in their respective home towns, unless steps are taken to counter this
bias. :

Finally, almost all of the school building administrators, teachers,
and ethnic group leaders with whom we worked expressed serious interest
in the maﬁo? focus qf this research, the relationship of ethnicity and
school "success." Their responses contrast sharply with educators' typical
reactions to acédemic%' research on schools. As the quantitative component
of this project demonstrates anew, the ethnicity-school "success" relation-
ship is difficult to document, yet school people and ethnic leaders insist
that it exists. They are eager to understand the dynamics of the process
and how they can intervene in it‘belpfully, and will support, we believe,

further research in this area.

E. Selection of Subjects and Families

As with the choice of sites, selection of subjects proceeded
differently in each community. The steps followed are detailed in the
Separate ethnographies and will be only outlined here.

Due to the delays in securing entry to the schools, the staff
had plenty of time during December, January, and February (1979-1980) to
devise and try out in single communities a genéral explanation of the study
and of subjects' potential cont%ibutions to it. This explanation was not
intended as a “"script," however, and the fieldworkers adapted it to local

circumstances in each community. Sometimes it was delivered orally to

“children and/or parents and/or teachers, sometimes in written form, and

sometimes both formats were used. The statement covered the following

topics:
1. Name of project, description of TDR Associates, explanation
of NIE sponsorship.




2. Eméhasis that we are studying how children think about their
homes, not how their parents are raising th'em; descriptive,
not evaluative.

3.- Reason for such study is that we believe how children think
about home influences how they think about school, and that
both influence how well they do in scheol; we want to help
schools help all children. s

4. Study will take place in five neighborhoods in Greater Boston,
with five ethnic groups, primarily with seventh graders.

5. Project has the approval of the school system; names of
child and family were obtained from the child's school.

6. Procedures will be informal, with male worker for boys,
female for girls; they will accompany chosen children in ~
out~of-school activities, at home and in neighborhood; parents
and child should expect intermittent visits from and conversa-
tions with fieldworker(s).

7. In the spring, staff will write and administer questionnaire
focused on children's thoughts about home; they will also
write a short "book" on the neighbofhood and its families;
children and families may read first draft and make suggestions
for changes. f

8. Privacy of everyone will be protected, so far as possible;
we will not relay information from parents to teachers,
etc.; in book, persons and community will be disguised.

Q. Names and phone numbers of fieldworkers supplied here; name
and phone numbers of their supervisor (Herzog) also supplied
here; call any of these whenever a problem.

10. Written consent of student and his/her parents required
for participation in the study; if hesitant, we prefer they
not agree to join. "

In Center City, the Master and seventh and eighth grade teachers
(one of whom was a member of the West Indian “subgroup) drew up a list of

probable West Indian youngsters. The fieldworkers contacted these children

in .scheool,. individually or.in. groups.of.two-or- three,-and gave them written .

‘descriptions and permission forms to bring to their parents. Over a peridd

of four or five weeks, the parents and children responded, some after consid-
2 . ‘

erable prodding. Nearly 100% of the seventh and eighth graders identified

as "West Indian"“by the school staff agreed to be in the project. (The
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number of children in the neighborhood identifiable as West Indién proved
to be smaller than expected. For this reason, and to our disappointment,
the school was not ;ncluded in the éubsequent quantitative phase of the
projegt.)

The Principal of the Riverside Junior High School also drew up
a list of aéparently Armenian seventh-graders in his school, which the
fieldworkers supplemented with lists fromi and'face—to-facg recruiting
sessions in: three Armenian, churches in the neighborhdbd. Tﬁey used a
vafiety of methods, detailed in their report, to explain the study to-.the
children and their families and to gain their involvement. 1In general,
immigrant children of the chilaren éf immigragt parents were more willing
to participate than secénd and third generation youngsters. The sample
is heavily weighted towards youngsters with this sort of baé;;round. ¢

After rejections by both school systems, the ethnographers AEsignated
to work with Jewish children and familiés turned to the synagogues in adjoining
sections of both towns. There they met w;th children of seventh grade age
in Hebrew School clé;ses, explained the project, and asked for volunteers.
?arents of those vo}unteering were contacted shortly thereafter, and a
meeting was held in each hom;,:with all parties present. In this manner,
the fieldworKers assembled an adequate sample, experiencing turn-downs
by a ;ew parents who felt that the study would add further complications

to already complex household schedules. The sample appears to be representa-

tive of middle class, third or more generation, religiously involved Jews,

although we recognize that this is a rather vaguely defined category.
. . The guidance and bilingual staffs at Hillside Junior High compiled
a list of Portuguese-background children and asked them to attend an after-

i schocl meeting to learn about the project. Although attendance was good,
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considering the time qf,day, very few children volunteered to participate,

yb
and the parents of some of these would not give their assent, Both children

and parents appeared uncomfortable Wlth the jdea of a "foreign presence"

in their homes, and both boys and girls had money-earning or domestic responsi-

bilities after school® to an extent not approached in the other groups;

for both reasons, they were reluctant to decome involved. The six children

and families who ultimately participated must be regarded as more comfortable

in dealing with the non-Portuguese outside world than their friends and

heighbors whom we also contacted. N .
,/ -

leld assembled a list of "apparently

T

together during school hours for an explanatlon\\

2

Two teachers at the school in Rumf

Trish" students, who were called

of and invitation to join the project. The fieldworkers also telephoned \\

children and parents from a second, overlapping list compiled by the officers

of a junior high school parents association. student volunteers were difficult

to attract fram both pools, but the parents of those youngsters whoegrd

come forward almost always strongly supported thelr Chlld s decision. The

resulting sample probably includes a high proportlon of relatively sophis-

ticated and intel.ectually alert children and famllles from the total popu-

lation at the school.

In all five commnities, we interviewed numerous youngsters who

informed us that they were not "pure" members of the ethnic group that

we hoped to study: i.e., one of their parents, or cone or more of their

grandparents, came from a different background. 1In such instances, we

/herself to "be;" Jif the

in which we were interested, we
/ .

asked the student what he/she considered himself

student's primary response Was the group

retained him/her in the sample, assum;ng consent by the child and hls/her

y

parents. Thus, some individuals of formally "mixed" background occur in .

eachlsample, although all participants conceive of themselves;as personally

/
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oriented towa_d the group in which they wéré,classified for this study.

We initially chose to work with students of junior high or middle
school age because most members of this age cohort (except those who began
séhool elsewhere) are likely still to be enrolled in the public schools,
having neither droppeé ;ut nor transferred to private or specialized (voca-

tional) schools. Further, early adolescents have mostly reached cognitive

levels at which they can sensibly complete questionnaires such as the climate

instruments, and also enjoy discussions with sensitive younger adults such

as the fieldworkers on topics such as famiiy, neighborhood, and school;

we suspedted;that older students might be more reticent on such matters,
especially dhring the short fieldwork‘pime available. Finally, we focused

on seQenth graders in particular because in the Boston area it is the least ¢
likely of thevjunior high and middle school Yyears to be either_the last
grade of an elementary school, concerning which students' ratings of overall
climate, as opposed to the climatg of particular classrooms, are likelf to

be suspect; or the first or early year of a large high school, about which

new students' climate ratings are also likely to be unreliable.

We had no quid pro quo to offer individual subjects that wds

as appealing as the SCQ results proved to be for the schools. OVé;all,

students and families who agreed“to participate seemed to Be those interested
in their "roots" and/or amused by convérsations on "abstract" topics.| Among
tﬁe West Iﬁdian and Armenian samples, those who joined may also have been
trying to please an apparent exterpa} aﬁthority figure (i.e., this was

a ;;hool~and government-supported project). We do not claim that. the parti-
cipants and their ideas are representative of larger groups of West Indian=-
Americans, Armenian-Americans, Jewish-Americans, Portuguese~Americans,

or Irish-Americans. Rather, we report here some of the notions that our

volunteer subjects shared with us about their homes and schools. Along »
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. data collected by the fieldworkers, in. traditional sfyle, or

~ “Th

(N , L

some dimensions, these appear to contrast with each other, group by group
& . .

as well as individually, in ways that deserve to be studied& more rigorously

-

among identifiable repreéentati?e'samples. The quantitative section of

Y

the present study is an attempt, in part,.to do’so.

The recruitfent procedures described above produced the following

3

numbers of student participénts: . :

o . ., : 1
i Ethnic Group * Boys = . Girls

West Indian - 11 9 . ' )
Armenian - ‘ 5 7 .
Jewish ’ 7 8 .

p Portuguese ‘ , 3° 3 ~
Irish ., - 6 4 . v
. A . & <

o 32 31, -

" -

F. Preparing the Ethnographic Reports
. ) S N

Discussions about the content and structure of the ethnographit

‘. .

reports began informally in October of 1980. Debate centered on whether

Y
.

to allow the organization of eath report to emerge independently from the

13

to require

that each ethnography follow a common framework: Staff soon recognized .

’ VIS L -
that the later task of cross-case analysis would be greatly facilitated

t, v
N Y
43 - - R
[y

if the reports followed a similar format. Months earlier all had participated

. £, .
in writing and editing the HCQ items, during which* they gained familiarity

v

«

with the three domains and thirteen factors of~that instrument; it was

relatively easy for them to conceive of organizing their reports around
. 4

1
‘
v

this set of categories. ' .

N
\A

In March and April four of théffield teams submitted tentative
outlines for the reports they intended to write. Each built in the three

pbasic domains of the HCQ, and proposed to deal with the thirteen factors”

flexibly, as the data allowed; each also listed certain idissyncratic topics

that the team wanted to discuss in its gield report.

ks .
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The fieldwork supervisor (Herzog) undertook to amalgamate these

outlines, in collaboration with the staff. A common template acceptable

-
1 f

to all emerged in July, after three revisions; the staff employed this

[}
- .

butline fairly consistently in writing their reports during the summer
- . )

T ofs 1981. Unfgrtunaﬁely, staff members were scattered by this time, so

-

o <

. z - ’ LES ’
- . that the teams had little opportunity to share report drafts with each

. o

. ’ A )
v & other. An abbreviated version of the common cutline appears, below:
r - 4 ¢ ’
I+ .Historical Overview: story of the emigration of the group
from its country of origin to the U.S., and to the community
- studied. o )

.. +- 1I. ‘Descripfion of Community and Neighborhood Studied: economy,

’ ) politics, schools, relations of this group to others, factirrs
° . within ethnic group, physical characteristics of area, etc. '

ITI. Research Methods: choice of community, entry procedures ,

. ] and personal relationships. developed, fieldworkers' gemeral

- assumptions and ideclogy, description of sample, dgs&ussion

a . ' . of reliability and validity of data reported.

IV. = Organization/Structure: the child's perceptions of the .
' -main components of his/her social and physical world (e.g., ‘
key personnel, meaningful physical objects, schedules, ter- .
+  ritories,. etc., of the child's. home, extended family, school,
qyighborﬁoédh ethnic; group, peer group, etc.); both emic
T and etic descriptions, with emphasis on cemparisons of child's
- . ' ‘perceptions of‘the‘strﬁctures of home and school; specific
o - & HCQ fattors discussed as_appropriate.
v Relatiénships¢ the child's perceptions ¢® his/her connections
. . with, and feelings' about, key others in the environmezt,
- . ’ and of others' connections with and #belings about him/her -
ot . and each cther «(e.gs, celationships between child and parents,
. child and extended .kin, child and members of school community,
: parents and school qommunity, etc.); both emic and etic— '
. descriptions, with emphasis on comparisons of child's percep-
. tions of ,relationships at home and school; specific HCQ .
> . factors discussed as appropriate. ' A

i

VI. Personal Development/Learning Environments: the child's
perceptions of the -impacts of various micro-envitonments e
in the community, as identified under. IV. and V., above, .
on his/her growth and develcpment: (e.g., the educative/
socializing influences of parents, extefided kin, neighbors,
peers, co-ethnics, etg.); both emic and etic descriptions,
with special emphasis on comparisons of child's perceptions

-
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of home and school as learning environments; specific HCQ
factors discussed as appropriate.

VII. Surmary and Concluding Remarks: each fieldteam free to
develop this section as desired, including the option to
present additional material that does no fit logically into
the preceding categories. - ,

Further debate revolved around the expected uneven depth and

coverage of the five reports. The fieldworkers in the Portuguese community

wondered if they could and/or should prepare a document based on so little

fieldwork; the male researchers in the West Inaian and Irish commu;ities

felt constrained by the absence of their female colleagues dﬁring thevwriting
period. 1In the end, all agreed to-write what they could according to the |
outline, surrouhding and interspersing‘thgir contributions'withireminders'

of thellimited nature of'the data-base available to ﬁhem, in these and

<

perhaps other instances. The senior staff member responsible for preparing

i

the cross-case analysis of the re?orts promised to keep these conditions

-

¢

O
v

in mind, using information from the five documents with strict attention

A

ﬁd its relative solidity "and only cautiously including the Portuguese young-

sters and West Indian and Irish girls in the comparisons and generalizations

proposed. A detailed explanation of the procedures followed in producing the

‘cross-case analysis appears in the chapter in Volume I focused on that analysis.

A

G. “Ethical Issues in the Fieldwork

- The research staff early identified several ethical questions

rootgd in the work and its possible applications. They devoted considerable

’

time and thought to these matters--some would say overmuch!~-throughout

the lifetime of the prcject. The various issues can be reduced to four:

1. wOversell®™: in our eagerness to secure the cooperation of
school systems, familieg, and students, how can we stimulate
interest in the project, yet also avoid making promises of
short- and long-range benefits that we cannot realistically
‘expect to keep? - School people may be led to expect assistance
in working with diverse student bodies that we cannot provide.

@
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Sstudents and parents may anticipate receiving tutoring and/or
- child-rearing advice that we are not qualified to offer,

as well as a degree of colleagueship in the research and

writing that the time available to the field staff does

not permit them to provide. - ‘

2. Maintenance of Privacy Within the Community: in our day-
to-day activities in homes, neighborhood, and school, how
can we avoid becoming transmitters of. information given
to us in confidence by our subjects and other contacts?
Are there ever serious, emergency situations when 'breaches
of such confidence are justified? This, of course, a class-
jcal dilemma for ethnographic fieldworkers. ’ T 0

3. Maintenance of Privacy for the Community vs. the Outside
World: how do we shield the individuals, schools and communities
about which we write from identification, other than that
which they choose for themselves, after publication of our
report(s)? A strong possiblity exists that something we
publish may embarrass, annoy, interfere with, or even unwitting-
ly assist one, some, or all of the subjects of the research.-
In their reports, anthropelogists try to disguise their communi-
ties and informants, but nowadays complete anonymity is
usually impossible. ‘ ' ’

4.  Potential Impact on Public Policy: will the results of
. the research be used to help schools to differentiate their
practices in order to serve varidus ethnic groups more effectively,
as suggested in the original proposal? Or will the results
be employed to justify relative neglect of "poorly adapted”
ethnic groups, and/or to pressure divergent children, families,
and egﬁnig groups to conform more closely to the mainstream
ds of the school? The staff recognized that justifications
could. be offered for both policy emphases, although they '
- were unanimously committed to the first. '

. We addressed the issue of possible noversell” through careful

development and rehearsal of. the_messages to be conveyed to schools, vstudents,

and parents, as discussed in the section on "Selection of Subjects and
Familieé,".above; pieces of this "statement" were also used inkdiscuésions
with schoblbofficials and teachers. We did not offer to advise school;

on how to work with children of varying ethnicity--nor were wé asked for
such assisﬁance. We’didlvolunteer to report to each schooi the results

of the SCQ administered in it, ig a workshop setting in the school building,
which offer we hgnoréd fé; those schools that remained intérestea in holding

L1

the'workéhdééf“”SfﬁdéﬁtS“and*parentswrarely~mistook~usmfozw:u:o;smgghwwﬁn;m”m;
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counselors,,althoughwsome of the figldworkers did render informal assistance
with homéwork and/or participated as equals with parents in discussions
of child-rearing in the 1980°'s. N

In our first contacts with students and parents, We told them
that they would be allowed to review first drafts of the reports, if they
wished, and make suggestions to improve‘tﬁem. Once the project got underway,
faw subjects expressed interesi in doing this, and as the term of the project
dwindled, we did not press them to do so- In general, we "g01d" the project
.cautiously and did not build up expectations inappropriately- |
S . Thevissue of privacy with}n the community also proved ungroblemacié._
The staff overestimated the extent to which they would be asked to be message=
bearers (e;é., £rom child to parents, parents to teachers; etc.), as well
as the possibility of inadvertently communicating feelings or ipformation
from_one member of ;he community to another;‘ This‘ exéggeration of the risks
probably was beneficial in sensitizing the less experienced fieldworkers
to the dangers. Happily, no staff meﬁber at any timé found himself/herself
ig an eﬁergénéy gituation when a breach of confidence--tozpréserve the
pasic well-being of a subject or someone;e;sewin the communi;y——seemed.
necessary.

Privacy for the’ community and people and organizations within

it is a dilerma we are less sure we have handled adequately. Basically.,

the staff believes that jdentification of persons, groups, and places is

the prercgative of those persons alone, if they wish to reveal themselves; .
ideally, the etﬁnoqraphy should name no names and érovidé very few clues.

.In practice, however, this condition is almost impossible to obtain. 1In

the ethnoéraphies ;nd'cross—case analysis, pseudonyms replace the actual

names of all persons, organizatiens, and places. Physical descriptions

-
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of buildings and neighborhoods ;re deliberately vagﬁe. However, we saw
no way to avoid naming the general locale and specific ethnic groups of
the study. A person knowledgeable about Boston can probably guess which
towns and neighborhoods we worked in. We hope, however, that the identities
of individual participants are sufficiently disguised to protect them from
recognition.
Had participants asked us to féllow through on our promise to
let them review the first draf;é of the fieldworkers' reports, we would
have found ourselves in a sticky position. Such readers wouid have been
able to identify each other, at l;ast some of the time, through~the most
skillfuffdisguises we could pfovide; loss of confidentiality among neighbors
and possibly even relatives may be the most damaging léss of-anonymity,
a pe;son can experience. We were‘very lucky to escape this dilemma.
Essentially beyond our control is the final question of how the
findings of this research will be used to influence educatioﬁal and pubiic
pelicy. From our perspective, it would bé tragic and cruel if support
for the hypothesized relationships were interpreted as justifying pressure
on ethnic groups to become more like middle-class WASPs, Or as releasing
educators from the responsibility of making speéial efforts to teéch minority
chila;en; Almost as unfortunate wouid be interpretation of lack of dramatic
suppértaforvthe hypotheses as avdemonstration that ethnicify “"doesn't Tatféf;?"““*“
and that effqrts to ﬁddulate the school curriculuq;‘grassist minority youngsters

may be abandonedl In the ethnographies, the cross-case analysis, and the

reéort of the qu;ntitative study, we‘repeatedly stress our belief that
individual and cultural differences have value and must be nurtured, and

that schoqlé have bo;h responsiblity énd capacity to fine-tune their practices
to develop the interesté énd proclivities of al} of the individuals and‘

groups that attend them. Any other application of the positive results -

-
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of the study is cynical and self-serving. To”the extent that the hypotheses
are not supported by the data, the reader should remember the nearly unanimous
position of the school people we contacted to participate in the project:

ethnicity does make a difference, even if the re;ationship and their dynamics

are difficult to document scientifically.

Schools are charged with helping students develop their potentials
as individuals, as American citizens, ‘and as mgmbérs of ethnic:and éther
sub-groups. Researchers have the égsk of finding out how individual, social,
and ethniﬁ factorsmgffect the learning and development of students in aﬁd

out of school. Notﬁing in this report should be understood as contradicting

these basic principles.
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II. JEWISH-AMERICAN

-

A. Introduction
- T

This is an ethnography of the family life of a group of Jewish seventh

graders. In this work we discuss the perceptions, activities, and exper-
jences of fifteen adolescents (eight females and seven males) in the three
;agor domains accessed by the Home Climate Questionnaire (HCQ)--Organization, -
Relationships, and Personal Development. To preserve the adolescents'
privacy, they are given different sets of ;ames. 'Furthef, children's
activities and interest area§ have been "doctoré&" (e.g., by substituting

one sport for ‘another) as reported here, also to preserve privacy. However,

in each section the basic words (and behaviors) of the adolescents are

presentéd as heard or observed.
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B. Community Studied

1. .Westville and Its Jewish Community

Westville is a suburb located approximgtely twenty mileé west
of Bos;on. With a population of 79,000, it is the largest suburb withiq
the.wégtern metropolitan area. A major highway on which several shopping -
centers are 1qcate§ divides the town ip half. This highway tends to s;rve,
7as a Eoundary for schoel districts. Students living on one side of the
highway.attend oh;hdf two méd@legsphools, and one of the town's two high
.schools. Stuaents 1iving on the other side of the highway attend one
of the two other middle schools in town, and the other town high school.

The town is primarily residential. However, several manufacturing

companies that employ over 500 employeés each are locatedVWithin the town.

o

Recreational facilities in the town include a Y.M.C.A., a skqtiﬁg arena,

two bowling allies, swimming facilities in the middle schools, and several

ball fields and parks. The town also has a small museum, several libraries,

and is the site of a state college. |

. Residents within the city are primarily dependent on cars as

a means of transportation. The only bus service runs down'a single hajor

road connecting the downtown area with a m;jor shopping center. Buses -

andrtrainéMEBREéétrWeétbillé with Boston, however:“”““"““W‘"~mm~~~~m~m~~wM«wwWM“M“”m~“;_
Homes within the town are primarily single family dwellings

constructed within the last 25 years. There are also several large apartment

complexes located just off the major highway dividing the town. An older’

residential area within a mile and a half radius of the downtown ared
is composed of older dwellings built approx;mately 50 to 75 years ago.
The families in our sample all live in the more recently ouzlt-up areas

of town, in single'family dwellings s;attered throughout most of these

districts. A detailed description of the neighborhood and homes of the subjects
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is provided later in this report.

| . The Jewish community within Westville is a relatively recent

?\ phenomenon. Prior to Wofld War II a small tight-knit community of Jews
\ . )
\\ ' existed in the town. After the war, during the 1950's and in particular
) \\ the 1960's, there was a substantial influx into the town-so that now

approximately 3,000 Jewish families reside here. Persons of Jewish background

comprise approximately 15% of the total population of Westville.

(- Historically individuals moved ts Westville for a variety of
! ;éasons. Jewish commﬁnities within certain Boston neighborhoods were
é disintegrating as a result of an influx of blacks. In'addition, the development
: ; of the "Route'128‘complex" of high technology firms pulled people in this
}“ﬁai;;étioé. Westville, comp;red Q; other commﬁnities in the same Qidinity
»g} of Rogﬁe 128, in generai offered less expensive housing which also aécouﬁted
for ?Qe large’influx of young ma;ried couples to the town.
€ Within the last fifteen years the community has been highly
mébiie. During the early 1970's a lardé number of layoffs in the high ' >
-techﬂology‘field caused a large number of families to move ocut. Community
leaders believe that with increased technology in the high teéhnology »
field, thgre will be a corfespond{ng decrement in the mobility of the

I et ot =) 4 ¢ onaR

The Jewish families living in Westville are primarily middle
class. Most of the men are employed by large corporations in middle-
management positions. They tend not to be able to afford more expensive
communities in the western suburbs. However, community leaders note that
housing is definitely becoming more expensive in Westville. Oné individual

we interviewed cited a subdivision with fifty families (including thirty

Jewish families) in which the houses range in p;ice from $80,000 to $110,000.

29
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- holidays as a rég?lt of the efforts of one of the town's rabbis. Few

Of the approximately 3,000 Jewish families in Westville, about
1,400 are'éffiliated with one of the three temples in the area. One
is a'Conservativé synagogue loca;ed in a neighboring town which serves
about 200 Westville families, plus more from the other town. Approximately
600 families beloﬁg to each of the other two temples, both located in
Westville. Of ;hese one is a Conservative synagogue, and the other Reform.
One of the rabbis with whom we spoke asserts that there is little difference
between the Qemberships of the two temples. He feels that people deciae ‘
which temple to join on the basis of their location with respect to their
homes, rather than their desire to belong to a particular type of synagogue.
He feels that the members of the two s}nagogues do not differ substantially
in their adherence to Jewish religious practices, which he feels is generally
lcw.

Cémmpnity leaders agree that Jews living in Westville afe highly
assimilated. One rabbi_note; that they are4so assimilated that they are
not even conscious of the extent of their assimilation. All of the Jewish
children §o to school on religious holidays, except Yom Kippur and Rosh

Hashonah. The public schools in Westville are closed on .both of these

families maintainAé.kosher home; the number of. kosher meat markets has
declined ovér recent yegis from th;eé ;o‘one. The other rabbi in town,
hokever, sees variéus positive indications of the Jewish popula;ion's
identificatién with Judaism. He interprets, for example, many families'
willingness to spend $706 a year on temple membership dues as a primary

manifestation of these individuals' feelings of Jewish identity. He suggests,

as well, that although people's homes may not be as Jewish as their parents

. were, (in the sense of keeping kosher), ﬁhe people themselves may be more .=

Jewish than their parents. He notes, for example, that he is working -
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on his sixth adult bar mitzvah class, for adults who did not have a bar
mitzvah as children.

This one rabbi believes that most of»the children in his congregation
have a very positive at;itude towards Judaism. He notes that they Qpegly :
discuss their religion with non-Jews within the classroom. They wear
Qewish stars to school ana do not experience any anti-semitic sehtiment
ig their livegj He conciﬁdes@thatrwﬁiie Judaism’ is not very importaﬂt ;
to the children, they nonethele;s fee% comfortable with it. e

On the other hand, all of the leaders note that tolerance towards,

and incidence of, intermarriage between Jewish and non-Jewish young adﬁits

is rapidly increasing. Parents within the commupity appear to have no
reservations regaréing their children dating non-Jews. They éégerally

feel that when the children go to college they as parents will havg no -
control over whom they date, and they are therefore willing to accept

the possibility thaé their ch;ldren will intermarry. Intermarriage has .
recenély been estimated at;approximately 40% among Jews in the greater

Boston area.

The primary source of Jewish affiliation for the Jewish youth

‘\)
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are religious ones. No social evénts occur; his members do not use the -,

in-tnis-study-is-rerigious-school-Approximately-60-70% -of Jewish-children
in Westvilie attend Hebrew Séhool. Most of the children participate actively
bétween third aﬁd seventh érgde. After seventh grade most drép any form
of active involvement in Jewish affairs. Youth groups exist in both temples |
but participation is very low. -

Generally Jewish leaders in Westville feel that there is a weak

gsense of community among Jewish adults in the town. One rabbi says that

within his temple during an entire year the only community functions - K
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synaéoque as a central meeting place. The other rabbi senses that there
'is a growing feeling of community among Jews in Westville and suggests
that two factors contribute to this: One is the development of the Jewish

Federation in the ioﬁﬁ, an organization not affiliated with any temple

@2

that sponsors forums and programs for members of the Jewish community. In
addition it provides social services to Jewish families. Other leaders -

note that prlmary support for the Jewish Federatlon comes from Jews not

affiliated with a temple, and that this support has been fairly weakﬂ

The second positive sign is formal observance of Israel Independence Day.

L J
Two years ago‘the community celebrated this day on the town common for

the first time,*and hundreds of Westville people were involved. This

\% » rabbi sees-improvement in the sense of interconnection among Jews living .
i’ in’the town, but he acknowledges that they have a long way to go beforg

they can claim to have built a true religious community.

Jewish families also show little involvement in general town

affairs. Leaders note a lack of concern about’local politics among Jewish
families. A substantial proportion of the Jewish families do not: participate
in local electionszﬂéAttempts are now being made to involve families in

.

thig-area-£o-a wrm.1.<.fh.,_gr.eas;exn.Jax,t:en,t:,,m,.,m,_.._._ e
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0 2. General Characterlstlcs of the Families Studied

% The flfteen families that we studied were recrulted from two

of the synagogues, one Reform and one Conservative, the majority from
: P i
the Reform synagogue. All of the adolescents were attending Hebrew School %

1
I

f and were or woula be Bar and Bat Mitzvah during the year we studied them.
The'study group does not include religiously OrthodovaeWS,IOr'less religio;;
} Jews not affiliated with a synagogue.
Althougﬁ the adoleséents were recruited from the same two synagogues,

they are not all friends. Their homes are not in the same neighborhoods
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;Tan the girls.

[}

énd they did not attend the same schools. Two middle schools are représented

ﬁn the sample, as well as several non-overlapping circles of friendship.

Three sets of girls are friends but these pairs do not associate with

1
-

oﬁher friendship pairs, and two of the girls do not have a friend in the

séudy. Two pairs of boys are friends but wefe studied together less frequentiy

]

/ ‘The adolescents in our sample are of varying popularity among

.

ra

the larger peer group, ranging from very popular within the seventh grade,
to those who had few or no friends among their agemates. None of these
youngsters are involved-in drugs, cigarette smoking, or active sexual

;experiences. The sample may be non-representative in £his respect, although

r

we are not aware of a great number of peers of our group in Westville

who engage in such behaviors at their present age.

The families of the adolescents are middle to upper middle class,

living in their own homes on at least a quarter of an acre of land. All
of the families are composed of a father, mother, and at least one child.

“

One mother had been married previously and had a child by that marriage
ypo lived with her and her current husband; who was the father of the.
seventh grader studied. Approximately one-third of the families come
from New York and moved to Boston for work. All of the adolescents and
their parents wefe born in the United States and a good number of the

grandpar! s al were born in the United States; about one-third of the

V¢

grandparents were born in Eastern Europe.

Our data indicate that the historiial origins of all fjifteen -
families lie in Eastern Europe. The adolescents' parents are second and
third generatfon Americans. This is «ypical of the Jewish population

of Westville and the United States in general. Jewish immigration to -

America occurred primarily between 1880 and 19é0, most of it coming from

33
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An earlier and smaller migration came from Western Europe.

4
3

Eastern Europe.

Most of the adults currently living in Westville grew up in large urban

areas such as Boston and New York.

The ramilies of the adolescents range from one child to five. .

>

Six families have three children, and five families have two. 'Of the
fourteen youngsters with siblings, five (three female, two male) are the

oldest child, four adolescents (two male, two femal.:)-are middle children,
and five (three female, two male) are the youngest child. The mothers

[ . 3

of the adolescents range in age from 36 to 43, the average being between
§

38 and 39. Few mothers work full-time, although twelve in all ﬁave full-

» 1

or part-time jobs. In addition to homemaking, the mophers' jobs include

'

teacher, librarian, researcher, bUSinquyoman,“%écretary,\receptionist,
" g :
3 - A ~

and bookkeeéer. According to information from eleven adolescents, two

mothers have graduate degrees, six finished college, and one each had

some coilege, finished trade school, and finished high school. ‘
S e
The fathers of the adolescents range in age from 39 to 47 with ‘

the erage being 40. All of the fathers work full-time in occupations

-

such as engineering, medicine, dentistry, law, advertising, and business.

Ten of the fifteen men work in some form of business, with some owning

their own firms. Again, the adolescents report that three fathers have %
graduate degrees, one has some graduate school, five have finished collége,

and two have finished high school. Generally we find the composifion

¥

and economic background of these households typical of the Jewish families

in the Westville area.

9




as‘bossible'ccmmunitiés from which to obtdin garticipants for the study.

C.  Methodology | R N

1.  obtaining Participarnts

Westville and Kelton, two adjacent suburbs with substantial -

—~

- ™~
Jewish populations close to the residence of the fieldwcrkers, were selected

-

fhe central school administgations in both were contacted t; request cdoperation
in recruiting children and families. goth indicated that they were unwiiling
to“help us identify and obézin Jewish participation.

Conéequently, we decided to look for participants by contacting
children eérolled in Jewish religious schools that meet after pﬁblic school
hours. We approached all thrge of the schools affiliated Qith temples
i@ the two suburbs, ultimately obtaining the cooperation of the twoblqcatéd
%ﬁ7Westville; From the religious sqhools we réceived volUnteérs»attepding
three different mid@}e schools in Westville. ’Originally we>intended all
particpants to be students at tge ‘same middle school, but this proved
impossible to arrange. We sgtt}ed on enrolling ;oignteers from two of

a

the three middle schools.

2. Contacting the Religious Schools

We followed different procedures in contacting the three religious
schools. The principal of the religious.school in-Kelton was first contacted
by phone. He suggested that we write the rabbi of the geméie, who in turn
forwarded our request to the school board, composed of templé members.

The President of ‘the board,.éxplaining its rejection of our request, li;ted

the following problems:

1.. By providing us with time to approach the children, the
board would be seen as endorsing the project.

2. Pafticipation in the project might lead to infringement
of the privacy of participants.

4
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. their parents' approval.

in the temple's classrooms would

3. Approaching students i
be similar to providing a list for purposes of solicitation,

which the temple had a policy against doing.

Our inclination was to proceed informally again in contacting

the second temple, but to proceed first through the rabbi, rather than .

&

the rellglous school prlnclpal We were‘advised, however, to communicate

with the temple- 1n1t1a11y-bg mail, lnform;ng them of our request and 1nd1Cat1ng

Consequently, we wrote to both the

©

rabbi and the principal asiing to speak to the Hebrew school classes about

that we would follow-up by phone.

ren's part;c;patlon contingent upon .

the study and to request thL Chlld

We also expressed a desire to observe the children

within the School setting, after the studx began.

A week later when we called the rabbi, he indicated that he

had been left vcold" by the letter and that the principal also had serious
We suggested a'directg

reservations about becoming involved in the project.

meeting and he agreed.

for obtaining participation from the membership of the temple.

The rabbi felt that it had been a mistake for us to contact

the temple by mail. A personal contact would have avoided obstacles that

were unintentionally erected, and placed the entire matter on a personal

level. He indicated that the religious school directorrhad seen the proposed

The rabbi

primarily as an evaluation of religous school education.
. g

study
and the director were both fairly new in this temple; both reacted to

the letter’With the feeling, "Who needs an outsider coming in to tell

us what our problems are? This can only be a source of trouble.“

After we talked and he saw our focus he felt able to support

the project fully. Nonetheless, the religious school director had reacted

so strongly to the letter that he felt it best not to involve her, proposing

36 .
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instead that we contact the children's parents' from lists that he would

supply. He spoké informally to .the temple president about doing it this ;

way and discovered no impediments. In:.addition, the rabbi prepared a

Y "

letter of‘in;roductiqn for us in which he expressed his support of the )
project. We sent out lettérs to approximately 25 parents of children” »
attendinéutw? :f the middle_scﬁools in Westvil}e. The net result of this - .
procedure was three partic;éants.

‘

We cohtacted-the rabbi of the third ;emple by phone and set
up a personal meeting wiﬁk hi;. After‘talking with-him about the study
we sgggested the procedure already worked out for use in the second temple.
He felt that it was highly inefficient, and §aving nb qualms about us
speakin§ directly to the Hebfewlclasses, indi&ated that he would tell
the religious school principal to give us fifteen minutes in each class
to maké alpresentation. Appéfently he felt sufficiently sure of his own
authority, after serving as rabbi more than twenty years, not only to
bypass the'congregationgl board, but to direct the religious school principal
to give us the time we needed. We made our presenEations to the classés | C
stressing that participants would assist in the preparation of a book aﬁout
seventh graders. After they talked amongst thémselves we received an
overwhelm;ng positive response to our request for volunteers. Twélve

3

of the eventual participants in the project enrolled from these classes.

3.. Contacting Parents ' .

When we contacted the pafents of the first Westville temple
who had received a letter from us and the rabbi, the responses were predomin-
antly_negative. These refusals fali into two categories: thﬁsé‘which
were priﬁarily the parent's, and those'which were primarily tﬁe child's.

Some parents responded negatively because they saw the study

~

as intruding into their or their children's lives. At least one parent




felt that it would invade his child's privacy and suspected that we would

ask questiohs which his child wculd not be able EQ handle or guard against;
he saw it as his respodsibility to prctect his child. Others rejected
involvement because they felt their children did not” have the tlme to

spare, in that they were preparlng for their Bar Mitzvah and/or because

they were ccor students. By and large when a negative response originated
with parents, the child was not given a chance to respond to the idea

of the study. In the case of the parent who wanted to protect his daughtem's
privacy, one of the fieldworkers described the study at their house and

the daughter expressed the’ desire to be in the study. .The father's objections
/

. - L

overrode his daughter's wishes.

| Other negative reactions apparently origihated amcng the child:ea
after their parentsv(usually the mother) told them about the study. On
two ocgasions we calked to a child with the parent(s) present and afterwards
received a negative response td partxcxpatlng in the study. Boys and
girls responded negatively because they dldn t like the idea of talking
te a stranger; were reluctant to have a stranger hang around with them,
pafticularlykwhen they were with their friends; and felt ;hat they did
not have the time to spare. iThose parents who did talk to their children
about participafing were essentially neutral abouc the youngsters' involvement.
There were a couple of instances in which the parents seemed enthusiastic
about the study but were unable to convince their children to_particiéate.
Three students contacted. in thls way agreed to partxcxpate in the study.

At the second temple in Westville we made presentatlons to the

classes on two consecutive days. On the first day, we talked ‘to two classes

. separately, at the beginning of two periods, on the second, we descrlbed

the project to combined classes at the end of a period. - The-first day

classes were supposed to be‘composed of better-functioning and better-

14
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behaved students then the classes:we spoke to on the second day. 1In each
class we emphasizea that participants would have the opportunities to
speak to adults through this research and to help with.a book. The idea
of a book seemed'to'strike a responsive chord among the children. Some
of them seehed diéapéointea when we said that their real names woula

not be used in the published volume.

In the first class there were no immediate positive responses
to the idea of.participating. séme of the youngsters turned to their
frieh@s to discuss whether'they‘were going to participate. During this
'"checking out" process the school principal,“who éat in on this‘one presénta—
tion only, asked a few of the girls if they wantéd to partiqipate..FUItimately,
about three-fourths of this class signed up to participate. 1In the second‘
class tﬁe children again talked amoﬁgét themselves after our presentation.
Eventually, 100% of phé group volunteered to be included.

The process of.checking Qhether friends were going to participate
in the study seemed to have played a significant rolé in the children's
decisidns. ﬁhen one of us spoke to one Qf the girls from the first temple
she seemed perturbed by the possibi}ity that we wﬁuld want to accompany
her and her friends, apparéntly fearing what her friends would think.
Similarly, the other youngsters talkea to from this temple wanted to know
who else was participating.in the ;tﬁdy. We suspect that the teenagers
were worried about appearing strahge to their peers-if they participated
and perhaps also if they did not. Later we observed this as a general '
process in their lives. They rely on peer consensus validation for their

. own behavior; if their friends are doing something then it must be okay,

{‘but if they are the only ones doing it, there must be something strange

about it. . : L
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On the second day we spbke to the combined class. Thig groué
in contrast to the quiet demeanor with which we were greeted and listened
to in the first clésses, was disruptive. The members seemed to half-
lisﬁen and when they talked to their friends about the project they were
far noisier than the first groups. .One of the teachers in the room told
sevgral to qﬁiet down. Generally we felt that we related better to the
first classes than ts this one. Seven‘volunteers;emerged-from this session.
when we contacted the students who volunteered all of the girls and their

parents agreed to participate in the study. Several of the boys or their

-

parents did not wish to participate. One boy's mother did not want a
stranger in the house because she was ill. a séconi parent saw the
study requiring too much time for her son, who was not doing well in
school and needed time to study more. - Also, two of the boys;changed their
minds.
Generally, tbe procedure we used.atvthe last temple worked best.
By meeting the students first in a group, and then céntacting the parents
of those students who had expressed interesﬁ, we achieved several objectives.

1. We aroused'students' interest in the study by communicating
our own excitement and emphasizing how they might benefit
from participating.

2. By making a group presentation and then allowing the students
to discuss the proposal among themselves, encouraged the
students to feel that participation was socially approved.
Obviously, this could have backfired if the members of the
group had decided that the project was not an "“ckay thing"
but "something weird."

3. By making a pérsonal presentation we enabled the students
to see whom they were going to be interacting with. It
is one thing to allow a known person to see and evaluate
one's life, but quite another to permit a stranger one knows
only by letter to do the same things.

“

4. Parents' resistance was'probabiy minimized or overcome to _
the extent that the children themselves showed genuine interest
in the study. In addition, approaching the children first

40
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emphasized that they were the subjects of the study, not
the family as a whole. This also probably lessened parental
resistance. .. o

5. Finally, we received the tacit endorsement of the rabbi -
and the synagogue by being allowed to speak to the children
in the school classrooms.

4. Data Collection

k3

We gathered data via a variety of means under different circumstances.
With all of the adolescents.we conducted at least one ektended, semi-
structured interview, and with many we conducted several such sessions.
We formalize§ these interviews primarily to gain information and the youngsters'
perceptions on'particular”togics. The questions asked variéd from participant,
to participant and dependedAon the flow of Aiscussion as well as the type
of information we desired. 1In general, they focused on the adolescents'
perceptions of schooling, their performanece in school, their parents'
involvement in their school work, their relation;hips with parents, siblings,
and peers, their‘responsibilities within the home, and the distribution
of power and influence within the home.
? These interviews occurred while sitting together in the participant’'s
home or on walks through theAparticipant's neighborhood. Generally they |
| flowed more easily while walking thrbugh the neighborhocod. One of the
1 ' adolescents said that he found it boring to just sit and talk, and we
‘ - noticed that most of the younsters did not seem comfortable relating to
} us by sitting and talkingﬂ
Some of the interviews wére tape~recorded. However, most of
| the adoleécents seemed inhibitéd by taping. One participant seemed uncomfortéble
throughout a ﬁaped interview but indicated off and on during the process

that he was fine. After the recorder was shut off and the interview continued,;

o he indicated that he felt much better. He said he was worried about private

topics being preserved on tape. As a result of such reactions to tape-
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recording and because of the difficul%y,of taping while walking outside
most interviews were not tape-recorded. Notes from such sessions were
written up within a day of their occurrence.

In addition to semi-strﬁctured interviews much information was
gathered during'informa1~conversations in the midst of other activities
that we engaged in with the adolescenté. with many of the boys these

activities included playing ball, either tossing a baseball or playing

“pasketball. Occasionally we played table or TV games wih the youngéters,

and listgd to music and watched television with them. We accompanied'
hany of them to different shopping cente;s and shopping areas, strolled;
through the shoppin? center and entered many of the stores. On several -
occgsions we purcha;ed snacks fdr ﬁhem and sat with them while eating
ice cream or‘some other fast food.

aAlthough the activity sometimes disrupted convérsation, generally
they seemed téﬂfacilitate informal discussions with the youths. As noted,
the adolescents seemed uncomfortable in interview-like situations {i.e.,
sitting and talking). On the other hand, they appgared at ease while
engaged in activities. 1In addition, many of the activities took place
wnile the adblescent was with a friend. Conversétions among friends were
a valuable source of data from the adolescents.

Interaction between and among peers was an iﬁportant source
of the cbservational data collected in the study. Most of the peér inter~
actioﬁs observed were dyadic; mosﬁ involved the giris in the study. Six
of the eight girls were seen with a friend who also participated in the
study; two pairs of girls were seen together especially often. The other
two %gfe occasionally seen with each other, and one was also seen with
a friend not in the study. Of the remaining two, one wés observed several

times at gymnastics practice. The other girl ‘did not wish to include
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a friend in the study, stating that she felt they would be inhibited with

an adult present. After severalélengthly interviews, this girl dropped
out of the study.

K Four of the seven boys were also seen occa51ona1 y with frlends
who were part1c1pat1n3 in the study. One pair of friends appeared together
on a couple of ocra51ons, alone on others, and once w1th other friends.

The other pair when “seen together were with other friends who were not
participants in the study. The other three boys in the study were also
observed part of the time interacting with their peers.

Observation of peer interaction posed problems for the acdult -
fieldworkers of how to fit into the young adolescents' world- The parent,
who had observed one of us walking in the neighborhoeod with Tom {(one
of the sample) commented after we had enrotled her family that she had
thought it was so nice that Tom was out walking and £falking to an older non=-
relative. Her comment emphasizes that it is atypical for a young adolescent
to be seen talking for an extended period with an adult, especially with .
an adult with whom he/she does not have some formal connection. To the
extent that our role with the children was only that of an observer, an
unfamiliar position, we found it difficult simply to blend into the situation.

Following an evening during which he spent time with one participant
and his friends the fieldworker wrote:

Kevin had forgotten about our meeting. When I drove down the

street I passed him and his friends as they were riding their

bikes... Kevin reacted surprisedly and I think disappointedly.

He told his friends to wait and went down on his bike to his

house to check the calendar...He checked the calendar and there

it was; our appointment for that night. Feeling that this would

be a good opportunity to observe Kevin with his friends, I asked

if they had a spare bike and I ‘would join him and his friends

bike riding. They only had his younger brother's smaller three
speed - (all of the other youngsters had ten speeds).




v . \\\ ‘
1 felt a bit ridiculous at first on this small bike and became "\
self-conscious and aware of how others might be judging this .
scene. ‘I felt like an adult trying to fit in with a group of
kids, looking ridiculous trying -to do so. Undoubtedly this
feeling was accented by being on this small bike, but the fkidicu-
lousness, as I imagined myself as one seeing me riding, of an adult
peddling along on a small kid's bike trying to keep up with
a bunch of young teenagers on ten speeds seemed to accent my

. inability to fit in with these kids.

A question that can be locked at more -fully iﬁ the context of
the whole research is the place of adults in the world of young
adolescents. How does an adult affect the definition of the
situation?

what‘is recognized in these notes'is that while adults are often
present in a YOung adolescent's world, their presénce redefines the situation.
Adults often appear as parents, relatives, teachers, or coaches, but they
are not often present in unstructured peer ihteractions. For example,
for an adult to go shppping with a young adélescent is not an unusual event,
yet we-accompanied these youths to various shopping centers. Our presence
obviously affected how the adolescents acted and’how others. reacted to
them. When>one of us Qas in a store with two of the girls the shopkeeper
immediatelyvapproached the researcher rather than the girlsland asked
what she could do for her. She was considerably surprised when the researcher
responded that she was not the customer, the girls were. One toYy store
had a clear sign that children (wh}ch included tnese adolescents) unaccompanied
by an adult were notvpermitted in the store. In most 'stores a young adolescent
when alone or with peers is probably not defined as a customer, and probably
is defined as a nuisance. Some of the youngsters complained that when
they are alone or with friends in sggfggwthey“arE”qivenﬂmessages, sub;le
or not so, to leave if they are not going to bﬁ; something immédiately.
Our presence altered these interactions ana th@s they were not available
to us for cbservation.

Our presence alsoc influeﬁced the nature of peer'interaction.
The fbllowing notes from a meeting Qith Paul and his friends depict some
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of the difficulties of deoing field observations of young addleséents'

interaction with peers:

[Before leaving his house at the meeting previous to this observa-

tion] Paul indicated he was a little worried about getting together
on Friday. He wondered if we would be just sitting around staring

at each other. He was obviously a little up tight about it

and T said that it was not necessary for us to get together

with all of his friends if he wasn't comfortable with the idea.

But he wanted to do it, but he was worried how it was going

to turn out. ‘

In the. previous meeting we talked about having his friends come .
over, but he wanted to have a sense of what I would want. What
types of questions might I be interested in having answered

so that they could talk about that...I said that I wanted him

to act normally and talk how they normally talked. So, on Friday
when they got together, if there was any 1lull in the conve¥sation:
Paul would say 'Come on guys, keep talking.' He was very gonscious
about wanting to have it go the way that I would see their lives
and so meet my expectations. He asked if this is what I expected.
There was' always a constant monitoring and checking such that

I couldn't blend into the woodwork easily.’ ’

We started off in the kitchen sitting around the table eating
donuts, and then moved into the: rec room sitting around talking.
I got the distinct-.impression that this was not a typical get-
together, but rather more of a staged affair for my benefit...I'm’
not sure if the stories they were telling each other might have
been for my benefit, though there was no sense of them talking

to me. They were talging‘among themselves and allowing me to

see their interactions.

The most fundamental question which arises here concerns the

extent to which we had access to the real worlds of these adolescents.

[3

Some of what was observed here was to some extent staged. Paul wanted

to meet the researcher's expectations and thus encouraged his buddies
to keep talking, for example. At the next meeting Paul was asked how

typical the previous get-togehter with his friend was. Paul replied:

It had been in the sense that was how their talks often started
off. But it had been different in that the talk was much more

on the surface. Usually the-talks get 'deeper.' I asked what

he meant by 'deeper' and he replied that he was referring to
‘personal feelinys.' He also indicated that their talks centered
on concerns...On Saturday nights these deeper talks would go '

on later at night) when everything was quiet and they were lying

in sleeping bags together on the floor. He felt, he said, hesitant
to tell me much detail of what they talked about. It was difficult

1
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to talk about what these 'deeper talks' were about since they
:we e so private. He felt he could only share these with his
:fr ends, so how could he.tell me about it? Primarily, he said,
‘thelse talks focused on girls and their relatlonshlps Wlth and
Feelzng% about girls. . i

6 :
In our dlscusslons with the adolescents we never accessed much of their

perceptiods and feelings .regarding therrkemerglng sexuality or their feelings
about memﬁers of the opposlte sex. We felt we gained a much greater depth

of 1nform?tlon From some of them concernlng relationships Wlth thelr parents

-l . s

and with Same~set peers.
] ST

] ,
/ ‘K5 noted, our presence with Paul and his friends to some extent

inhibited the\normal flow of conversatlon among them. Because they felt
/ \
they w¢uld be in 1b1ted, in general our subijects lxmlted our entry into

/

ce*taén sltuatlons\ Several in 1cated,ﬂfor example, that they would not
N I

\
,want us to join them‘at the luéch tables at school., Paul 1nd1cated that

\\ = y

it would be really strange and disrupt things toovmuch-for {the fieldworker]
to sit at the table." When the researcher suggestén that he would like

. i
to accompany Paul and Lee, a second participant,fhome from school Paul

persisted that he would "find this disruptive, too, since they often walk

home with other friends." On the other hand,;the researcher had much

/

greater access tn neighborhood interactions involving Kevin, Tom and Tom's

friends. : ;

Althongh our presence did }nnibit the flow of conversation,
/1 . 7
we gained more insights‘from listening{to these conversations than through

the interviewing. One of us noted that a particular girl always seemed
ﬁte be trying to please her during their conversations, and she was neVer
sure if she was gathering the girl's real perceptiens ana experiences
or a set of impressions the'g;rl wished to convey. On the other hand,

~a child's interactions with,his/hér peers were also at times designed

-




to produce cértain impressions among the peer group. There is, tﬁys, no
guarantee that the data c911ec;ed observing peer interactions %r; more
reliable thqp those ‘collected through intervieﬁing. For example, one
of the girlé, Debra, frequently expressed a lack of interest in school
. + . . g .
and a lack of concern'gbout grades. gi‘listening to Ellen talk to Debra,
however, we gained the impression that Ellen is also an average studen£
who cares little about school or her grad§§. Yet later, when we looked
" at Ellen's grades; we realized that she is an A and B student who probably
cared a good deal more about her performance than she reveals when talking
to Debra. I
In addition to participant opservation of the peer interaction
on several occasions we attempted to oyserve the adolescents in various
settiﬁgs as a non-participant observer. We weré never able to get permission
to observe the adolescents in the public schools, but we did watch them “
in out~of-school activities such as gymnastics, horseback riding}lessons,
. soccer.practice, a baseball.game, a play rehearsal, a performancé of a
school play, and at several Bar and Bat Mitzvahs. 1In the last instances
ithe Bar and Bat Mitzvahs) we participated as adults, but we were able
éo observe.the ado%escents as non-participants in their activities.
In scme of these settings, Bat Mitzvah party and a baseball
game, for eiample, the: adolescents' parents served as informants agd commentators

\

, _ on what we were observing. ‘At the play rehearsal one of the part%cipants

v

B

occasionally came over ?b comment on what was happening during the rehearsal.

At the riding lesson the participant's sister provided commentary on what

! -

- . was happening; .In these instances we feel we gained a great deal of data e ]

regérding the adolescent's world and his/her interactions in it as they

~

naturally occur. We feel that our presence was uncbtrusive in each case. -

-~
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But in two instances in which we attempted to cbserve as non-

v

‘ 2
participants we felt that our presence was obtrusive. On one occasion

one of us observed Lee at.soccer practice: ,
During the whole time I was there Lee remn..:ed fairly aloof

from me. When they headed towards the water faucet I walked
over and gaid, 'Hi! How are things going?' He mumbled, 'Hi,'
back and said that he had been home all day because he wasn't
feeling well, but decided to come to practice. He then without
saying anything further went of £ with the other guys to ‘where

a couple of girls were standing...Lee‘s’atﬁitudé left me wonder-

ing if he resented my presence.
tn this situation the observer's presence did not irhibit interaction

among Lee and his peers. Rather, it was experienced by Lee as an intrusion,

S5

even. though he had earlier indicated that the outsider's presence would

. be acceptable to him. In a sense, the researcher was virtually uncbtrusive

because Lee, for the most part, ignored him. The researcher, nct Lee,

jnitiated interaction that day and Lee quickly terminated it. On the

o

other hand, the researcher was left feeling that-his presence was unwelcome,
and subsequently he self-restricted observation of certain situations
because he felt that they would be experienced by Lee as an intrusion.

Thus, when Lee and his friends joined ‘the girls, the observer deliberately

L/ ’

hung back and failed to,/learn what happened here. He did not want to

.
s

give the impression of "snooping."”

On another occasion, non-participantly observing Alice's gymnastics

-

practic*v the fieldworker became aware that Alice sometimes experienced

‘her as "spying on her." She wrote:

“

L

overall I'm not certain if I should stick to her or let her

go about her business. If I don't stick to her I don't pick
up on conversations, but if I do I become a liability and a
strange persoh tagging aiter her. At ong point I stood outside
the locker room listening, but I wasn't sure if Alice liked
that less than when I sat in with .er, because maybe she felt

I was spying. ) . ,

2
3

As a non-participant cbserver in si.tuations like these we were often

ol
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uncomfortable "shadowing" the participants. But this limited the type
of data we collected. Again from our notes:

I cannot really pick up on what' the kids are talking about,

so I asked Alice to try to remember...I get a good feel for

this place as a place in Xljice's life this way; but not necessarily
how she relates to people there...There is a strony sense that

I can in no way simply. slide into being a part of her life in !
any comfortable way. I can't be a peer or a kid. I have no '
understandable role here and it is problematic for me and for
her...Alice was extraordinarily preoccupied with my présence.

She inappropriately introduced me to people who #ere flying

by and did not intend to stop. She looked over to me a lot

and probably was somewhat inhibited around me. She felt, I

think, obliged to be with me when she wasn't practicing,

;o

This is the same problem noted earlier in reéard to bike riding'/
‘with the boys. We discovered in this work thaf it is difficult to enter
comfortably and easily into a teenager's world as an adult lacking a partiéular
role within that milieu. We suspect that a:teabher, coach, or relative
has greater access to certain parts of a-you:gster's world, in which they
fit and belong comfortably, thén we did as adults without formal status
in an;vof the children's lives.

In addition to trying to become a part of the adolescents' worlds,
we sought to understAnd.each family through observing normal, everyday
interactions among the parents and their children. Here ;éain we met
with limited sucéess. Many of the adults appeared to proceed with their
np;mal routine#, and a few enteredlﬁnto coﬁversétion with us while we-

ot

"were in the house. But by and large we were defined as being with their

«<hild and therefore ignored in the same way that a friend of a child would

beqigngred.' Ind one house the fieldworker noted: "When his mom came héme

we went upstairs to the den. There was an understanding that sinée she
wanted to do stuffvdownstairé, it would be better ﬁhat'we go upsﬁair§;A
.creating a zone in the house: vyou stay there and I can go about my busineés'

elsewhere.” We were often in a different part of a house, with the subject,
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rather than the other members of the household. Our presence therefore

limited to some extent normal family interaction with the adolescent.

‘However, on a number of occasions in several homes we were able to observe

family members interacting with the adolescent or with each other.

As noted, most of the parents appeared unaffected by our presence
in the home except as it disfupted normal ihteraction with their childs
At least one pa£eht, however, did feel awkward having us in tbe home;
Early iﬁ the study Alice's mother indicated that she felt uncomfortable
with another adult in the house. She said she felt "regtricted." The
fieldworker wrote, "I keep telling her to do whaéever you normally do,
but I think that she feels that she can't be around us or something like
that."” At that time, she indicated tﬁat she want;d Alice to participate
in fhe study for.only a month and a half. However, Alice remained in
the study over three months and her mother became increasingly comfortable
with';he researcher's presence. Two m&nths after the note quoted above
was written,_the_observer reported:

Alice's mother, leaving to go shopping,” says that it is still

early, onl; 5:15, and maybe she would see me when she got back.

I was getting ready to leave but as she said this I decided

to stay longer. It is not often that she is so relaxed; and

'whgn she did get back she and I talked, with Alice present.

We developed relationships with many of theagpthers, but with

only two of the fathers similar to this. We had conversations with them

while their child was present as well as when he/she was not present.
Some of the data reported in this ethnographf comes from these cohversationSJ

Within the ethnography we integrate where appropriate our data
on parents! and adolescents' perceptions. Throughout the report we indicate
: AN

whose perception. or observation we are reporting. We feel we attain a N

more coherent presentation by topically integrating these sources of ddta,
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since each perspective seems to provide partial insight on the total picture.

L - We began -the—study hoping to be able to articulate and present

the adolescent's experience of his/her world. The expressed purpose of

the ethnographic component from the beginnin§ was to describe the adolescent's
world from the youngster's perspective, rather than from our own or parental
viewpoint, but in this report we integrate data from our observations
and from statements by parents with those gained from tﬁe adolescents.
The ethnography, therefore, diverges from the original plan of éresenting
a phenomenological study of the adolescent's world. We learned through
doing the fieldwork that the teenager's experience of what is happening
in his/her life provides oniy a limited, although important, understanding
of what actually is occurring. We concluded, therefore, that a fuller
understanding requires utilization and integratiqn of data from various
— :

sources.

In addition, we recognizéd our limitations at understandiné
the flow of events aé they are'éxperiencéd by a teenager. We describe,
in the.discussion of our data Egllection procedures our felt status as
outsiders (i.e., adult) in the ado}escent's world. This realization was
most poignant when we sough; to undérstand the self—éonsciousness the
youngsters experienced in their relationships with peers and especially
‘with members of the opposite se;. We cannot convincingly depict the vantage
points from which the adolescent experience, eépéc%ally these aspects
pf his/her world. \

One of us véry_profoundly recognized her inability to comprehend

fully an adoleécent's experience, after talking with one of the girls

about her upcoming Bat Mitzvah:
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She is worried about dancing with her peers in front of her-
parents. What if the leader calls a champagne dance? That's

a3 dance whenm champagne—is yelled you have to kiss. I asked

if she is having a band. She replied, 'Yes.' I noted, *Then

he will probably run it and just won't call such dances because
they all do it the same way.' 'But what about dancing close?'
she worried. T said, 'Don't worry. Your mother is probably
looking forward to seeing you grow up ‘and it will be a joy for
them.' Clearly that was the wrong thing to say. 'You're not
making me feel better,' she said. I simply couldn't see it o
from her side, but rather only from her parents' side, and I
tried to give her a perspective on their experience. Clearly

she is worried about feeling like herself and comfortable in
- front of all those adults. She kept thinking about having adults
have a direct view of the peer culture in action...She is concerned
about her parents seeing her thus and the patronization is embar-
rassing. She does not understand it as joy or love, but only

as vulnerability and exposure in her growing state, having not
yet matured and still being awkward.

when the girl mentions the émbarrassment-she anticipates feeling from
her parents seeing her interact “normally" with her peers, the fieldworker
indicates that she can understand her parents"perspective better than
the adolescent's. She emerges &ith an "“understanding" of ;he’girl's feelings;
but it is an intellectual undérstanding rather than-experienfial one.
She suggests that the gifl feels vulnerable because of her uncertainty
about relationshigs with members of the opposite sex. But knowing why
she feels vulnerable is not the same aé being able to ehpathize with that
vulnerability. We suspect that our understanding of the adolescents'
"experiences can only be partial. | |

Throughout this section we have tried to provide a sehse of
the forms of data that we collected and the limitations of these data
sourcés. We recoqnizé as major problems of this ethnogréphy our inability
to become authentic members of the adolescents' world and to understand
the frame of reference from their‘perspective. Although the work is thus

limited, through using many data sources we have been able to describe

many of thewadolescents' perceptions and activities associated with their
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home life. We do néf speak as persons who have lived and experienced

the 1life of ﬁhe seventh graders from within tﬁat sphere. But‘by using

data from siblings, parents, éeers, and the adolescents themselves, and

our own observations, we have been able to describe that world more completely

than any one data source alone would have permitted.
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D. Relationships

. _ ‘ \

i

In this section we examine JEWlSh seventh graders' famlly
relationships. We both discussed this topic Wlth the adolescents and

observed them interécting with parents, siblings, and extended family

/

members. But we came to recognize that in addition to various dyadié

-

relationships, each adolescent has a relationship to the family as,

a §roup. The adolescent participates in and experiences a group q;

famlly life, within whlch the various dyadic relationships are lmbedded

and feel a part of the family as a whole in addition to his/her lnvolve-
/

ment with particular family members. Thus this chapter will adaress

both the nature of the adolescent's experience of family life;énd the

/

/

youth's relationships with parents.

1.  Family Life ,

i

In seeking to understand the family lives of these youngsters
we gravitated towards two of the Home Climate variables as fundamentally
important: Involvement and Cohesiveness. The concept of Involvement
includes the ways the family members as a group engage ir activities
together, simultaneously or independently in support of the group's
goal or project. Cohesiveness refers to "the family feeling" or a
feeling of togetherness in the family. We recognize that individuals
are often formally classified as fellow family members, and thatvin
certain circumstarices they may feel more "like a family" than at other

£, ) Lo
. ’ 3 ' - ’ *
times. ; ,ﬁ ‘
, : %

By collecting the adolescents' responses to the open-ended -
probe, "I feel most like a family when ...," we ftried to access the
conditions under which they experience this family feeling, and from

their responses we begin to understand the relationship between involve-
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ment and cohesiveness. We also begin to understand the fémily lives

~

%

of‘theée youngsters.
fhe adolescents' iesponses to the stem fall into three main
categories: eating toéethe¥, usually dinner; watching'teleVision4to—
gethér; and going cn day or‘vacation outings together. All three of
these situations are times of relaxatibn. Thus the feeling of being
a family is most often experienced when the family is relaxing togetherx.
The adolescents' detailed descriptions of these times reveal other
aspects of family activities that contribute toAthe énhancement of
family feeling. |

In speaking of’'outings, in particular, the adolescents tell

us

Alice: We are most like a family when hiking every summer. ' This
is a family time because there is no one else to talk to,
and so we ‘have to be with each other and no one is working.
Sc we feel most together.

Ellen: wWhen we're ail crumpled up in the little car to go to my
grandmother's house or something. When we celebrate my
birthday together. .
(What about when you go to the cottage?)
Sometimes my brother doesn't come.
(Well, do you only feel like a family if your brother's there?)
Well, isn't he part of my family?

Debra: vah, like it feels more like a family if my older sister
is there.

Fay Wwhen we are skiing. [She showed me a picturé'of the cabin

they always rent in the winter. They sleep all in one room.
She said that they don't find it cramped but very nice with
everyone together.] We sit all around in the cabin and it
is cozy eating marshmallows and telling stories and things
like that.

4

In these descriptions family feeling seems to be associated with the
presence of ‘the complete nuclear family. In the adolescents' descriptions

of television watching and dinner they also associate the family feeling

Pt g

% (\
with the presence of all of the members of the nuclear household. If
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e e ————— ~E1T1EA"S Brothér does rot com& to the cottage then she does not experience

it as a~fami1y feeling. Alice notes that ™o one is working." 1In
her life she often eats before or after the other family members and
her- dad comes home late - from work. It is only during the family vacations

that all of the family members are consistently present with one another.

For the feeling of family togetherness to be maximized, the ertire

groﬁp must be together.

The only adolescent who does not associate the nucleaf family
with family feeling is an only child, #au;. The description of Paul's
feelings. in our field notes reads as follows;'

Regarding his own immediate family, he said that he felt
perhaps the question would have more meaning for a large
family. They are a pretty compact group. There are just

the three of them. I gained the impression that he doesn't
really gain the sense of family from his own immediate family,
that they are too small. He speaks of holidays as times

of family feelings when his grandparents, aunts, and cousins
are also present. Nevertheless they do have a sense of to-
getherness in the nuclear family.

For Paul, nuclear family members prov;de a sense of coﬁesiveness but
does not feel like family to h;m. For familylfeéling, Paul requires
the presence df cousins and other extended kin: In speaking of his_
felationships with his cousins Paul notes that:

{This prlmarlly applies to his mom's family, since his dad's
family doesn't tend to gather together with them for family
events. He said he is particularly close to his cousins,
his mother's sister's children...and this aunt.]

Her sister has two daughters and I am #eally close with them.
One of them I was sort of brought up thh, and the other

was sort of brought up with me. Like I ve known them all

my life.

(What do you mean brought up with?)

Well, like my older cousin she was always around and I would
be the baby until she has always been around. Then my little
cbusin was born like 1968 and I was always there.

(So they have always been a part of your‘llfe°)

Ya. !
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[(The mother talks to the aunt eyery.daynénd that family came

to-P : cial performances, in addition.to the more or

less weekly time spent together.]
Paul has spent so much time with his cousins that he feels that they
. a
were "brought up together." Thus in a way these cousins are like Paul's

siblings. It is thus not surprising that he associates extended family !

contacts, rather than the presence of only nuclear household members,

V-
‘ !

with family feeling for part of his;family is not present when ngis
with his parents alone.

Two other adolescents feel that times with extended family

1

are also times of family feeling. From the field notes:

Lee: [I asked him when they feel most like family. He said that
it's at holiday time. At holidays no one else is there but
family and extended, and-they are all together.]

Kevin:  [I asked Kevin when he feels most like a family. He felt
unable to answer that. We talked about some of the family's
activities together. He told me that they frequently get .
together with extended family, particularly fiis mother's
relatives. At Chanukah time fifty of his mom's relatives .
get together to celebrate and exchange gifts. Kevin especially
enjoys these get-togethers.]

Paul and Kevin also point to the importance of everyone being present’
for family feeling to emerge. ﬁhen the extended family is involved,

all the nuclear family memberé must be present, plus those extended

kin with whom the adolescent has the most contact. In Kevin's and
Paul's families these are mainly thé mother's relatives who live nearby.

‘ In indicating that all family members should be present,

the adolescents also emphasize that "No one else is there but family."
Ellen speaks of being "all crumpled up:in the little car." Alice notes,

"Phere is no one else to talk to." Fay describes the nights as "cozy"

when the family is inside the cabin and away from others. As with
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television;watchihg and dinner situations, not only is the family gll’A"‘
present, but alsorno one else but the family is present. In its isolation
the family is experieﬁ;ed as a single cohesive unit; part of family
feeling involves this insai;r quafity. Yet the féeling of cohesiveness
is not an automatic result of gathering the family members together
in one place away from all others.

Alice tells us that on the hiking trips, "This is a family
time because there is no one else to talk to and so we have to be with
each other." Fay speaks of "eating marshmailows and telling stories.”
Alice and Fay suggest that the family feeling is related to the way
the family members relate to each other during the family»activity.
The nature of this relating is suggested in the adolescents' descriptions
of dinner time. They state:

*igg: We feel most like a family at dinner, when everyone talks
about their day. But then Mom and Dad do most of the talking
about Dad's office.

Steve: (Do you feel like a family at dinner time?)
Most of the time. But a lot of the time at least one of

us is not there. Most of the time I would say not: some
of the time we will have little arguments at the table.

Debra: When we go cut for. dinner.
Fay: (At dinner, they joke and share the events of the day. All

the family members share what happened in the day.]

Carol: We sit down to the dinner table and afterwards we just sit
there for like fifteen minutes telling jokes and stuff. We
talk about what happens in the day, and some things you thought
were funny or you thought were cute or sad or neat. '
The adolescents most often associated sitting and talking

at dinner time with the feeling of being a family. Steve notes that

family feeling is associated with diner time when all family members

are present, as in the case of outings. The adolescents also describe

dinner as a time when all members can be present and share with one
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another the happenings/of their day. éaYiand Carol tell how during
dinner they joke or t%ll "some things you thought were funnf;..cute
or sad or neat." Thé youngsters emphasize the importance of everyone
sharing and listeniﬁg during this time.

Tom impliés that when "Mom and Dad do most of the talking"
this takes away frém the faﬁily feeling. Fay and her brother told

their parents not to talk about the father's\@bjk at the table because

they couldn't understand the conversation. Aft this, the parents

avoided this topic. Fay and Tom also suggest tﬂé. when two members
}
of the family dominate the dinner talk, family fee%ing is disrupted. K

K
rd
-
;

Alice, who did not name dinner as a time of feeling?like a\family, .
spoke of dinner in this way:
(How about at dinner, do you feel like a famlly then?)

At dinner they all sit around and Dad talks to my brother
about the news and I don't care so I tune him.out.

Alice perceives that only her father and brother interact during dinner,
and is not interested in their topic of conversation| and "tune(s)
him out.”™ She is effectively absent for the dinneg xperience. Alice

and others suggest that family feeling depends on alll members interacting

with and paying attention to each other. A strong dyadic relationship '

\
between the parents or between a paremt and one child may interfere

with its occurrence. The youngsters suggest that only when all members
j \
feel they are contributing to dinner conversation

i

emerge. Teiling of events of the day, relating steries, and sharing \

ill family feeling

jokes are Ways for“each individual to engage in cgnversation. Stdries
and jokes/transcend individual areas of interest _ﬁlch might not be
- shared, and are easier to understand than discu$!ions of work, for

example. Stories and jokes also allow for men&! rs of different ages,
: i !

! H
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; cipate in the flow of conversation.

' In Steve's discussioﬁ of dinner time he points to qhother
kind of disruption of family feeling. Steve starts by sayiné that
dinner is a time that feelsalike family, but immediately adés, "we

will have little arguments at the table." Steve suggests that the

arguments detract from family feeling and cohesiveness. Qéth in describing

her family dinners also sees arguments as disruptive:

i

[At the table they talk about what they did thét day and
what they are going to 'do tomorrow. She immediately went
into talking about the bickering and fighting/ that goes on
at the table. She gives an example of when d%e brother told
a story that the father and other brother théught was silly
and how they ridiculed the brother. I askeq Beth if she
gets herself in that kind of position. She/~aid not for
a long time. She tries not to do that becipse she doesn't

_ like them to laugh at her.] ; :
After describing part of his day Beth's brother was belittled by the

Beth tells how she avoids sinilar embarrass-

/
‘about herself at

i

father and another brother.
!

ments by monitoring the kinds of things she shares
i
the table and by remaining outside of the ridiculing. Beth thus limits

!

|

her involvement in dinner time conversation. Everl though she experiences
some cohesiveness during dinner, she implies that the bickering undermines
- )

family feeling. Steve's and Beth's comments both ‘suggest that ridicule

and arguments implicitly ostracise one family member and make other

y

group members uncomfortable, thus undermining the family's sense og

cohesiveness.
/ :

. )
In spedking of factors which/gdolescents associate with the
‘ ‘ / e
feelings of cohesiveness in a family’/ we have identified several aspects:

/
the presence of all family members, the absence of all except the family
/

4 /
during the family's time together. Implicit in the situations the
// 60 ‘
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members, and the manner in whicﬁ/family members relate to each other
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adolescents identify as family time, in the joking talk and the preferred
lack of conflic; is another charaeteristic of family feéling: it

is pleasant and enjoyable. The whole association of family time and
leisure implies that family time is to be enjoyed by all. Camping,
skiing, day outings, dinner without conflict, shariftg jokes are all
potentially enjoyable ways for members to be involved with one another.
But iike the prefeirred manner of relating during family ti@e, the group's
activity 'itself must be enjoyed by all members for it td be seen as
contributing to family feeling. At the very least it must be enjoyed

by the ddolescent. Alice and Kevin, in speaking of family outingé§>

that are enjoyed by their parents but not themselves, point to this
important factor. After discussing a recept family outing with Alice,
the observer wrote:

¢

I asked Alice whether she felt like a family when she went

to the Marathon each year. She said, "Well, yah,” but not
enthusiastically. She said that the first time it was really
good and fun and the second and third time also. But now

it was boring and the guys yell at you if you don't get
them the water they want and it is not too great. This is
in contrast to Alice's mother's description of "What a nice
fun time" they had together and how she likes to maintain
this nice tradition. -

Alice's mother was ve£§ excited describing this family outing and hqw
all of them had such a good time. But Alice is unenthusiastic. She
does not really associate going to the Marathon with the family feeling
she got when they went hiking. Similarly, all of the members of Kevin's
family attend all of the baseball games of each sibling. The parents
think of thishas a positive family experience. But in describing his
réaction to going to his brother's games Kevin states:

I ;sked Kevin later if he went to all of Qis brother's games.

He said most of them, his mom makes him. "I said, "Don't

you like going to his games?" He said, "No, they are pretty
boring. I just sit there doing nothing but being bored the

o 4
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whole time." I asked why he had to go. He said that his

mom says that his brother comes to all his games "so I have

to got to all of my bisthers'." But they take him along

because they have no one to leave him with. I asked him

what he would rather be doing. He said he'd rather stay

home and watch TV. Later I asked him if he was just as bored -
at his brother's hockey games. He said no, the games were )
okay, and besides he could buy snacks there. \

Unlike his parents, Kevin is bored at this family activity énd so does

not ‘experience it as centributirg to family cohesiveness. The nockey .
. * 4
game, on the other hand, which'he does enjoy makes for a better family

.

time for him., Even ;houghxdescgiptions of Kevin at his brother Mike's

o

games suggest that he does enjoy the event, unless Kevin himself consciously
experiences them as pleasant he will not derive a sense of family feeling
from attending.

]

All of the parents of the adolescents tried to structire

some time into their schedules so that all members could be together

reqularly, in one way or another, as a family. Often these structured
times are outings that ‘the adults enjoy. - Yet the adolescents may see
these outings as burdens, something that "my mom makes me do," if the

e . LY
activity per se is not enjoyed by the youngster himself/herself. These

adolescents are telling us that for good family feeling to emerge,
the activity must be enjoyable for all’members. Talking and telling
jokes,‘skiing, and camping are all things that the adolescent usually
can particij.ate in eﬁthusiastiéally. But 4if the -adolescent Zeels excluded
from:the talk or does not ehjoy the activity, ﬂe or she stands outside
the group experience, even though physically present as it occurs,'
and thus does not experience the cohesivenessvbfvfamily feeling. For
these reasons watchi;g television may be seen as an important véhicle‘
for building family feeling.

In discussing fee;ing like a family and television-watching,

62 ,th




the .adolescents state:

Sometimes when my sister comes home from schocl, like she's
too tired after she made the trip to go anywhere that night,
and we're all just sitting watching TV or something. I mean
a stereotypic family, we're all sitting their playing Scrabble
or something. .

Debra: We feel like a family when we're just sitting aq§ talking. A ' ’.

Lee: [He feels like a family when sitting in front of the television
on Sunday nights watching the movie on HBO. ' He said that
he enjoys sharing what is happening and that it makes it
more memorable. Sometimes they get ice cream to eat and
they all eat it together as they are watching the movie.]
Ellen: {After she did her homework she said she was going downstairs
to watch TV. Ellen said thatiusually on an evening she watches
TV, too, ahd it seems like something that they do together.
When we went downstairs later the father was sprawled vt
on the floor in front of.the TV watching and the mother and
brother had beén too.]
Fav: [Fay said that every night at 8-9 p.m. the family watches
TV together and -they watch the same show every week and then
her brother and she get ready for bed. When reruns are on
the family all play table games together during this time.] .
In their descriptions the adolescents 1ink television-watching as a
family to the playing of table games togethér. Family‘time television-
watching involves "sharing what is happening, " whether it is the response
to the show or reactions to the table game. Scme talk between family
_members is likely. One fieldworker spent an evening with Fay and partici-
pated in their one hour family time. During this time they usually
watch TV aé a ' 'mily, but as it was the rerun season they played a
table game instead. Much of the talk during this hour was about the
pxogréss of the game. In addition, the children shared events of their
. day with the adults and each other throughout the game. Similarly,
in Ellen's home all members watched and also walked in and out of the .
roomqgalking about various upcoming family events: or the television

show. In this'way, the table game or television show becomes both

a shared experience for family members and a vehicle for general interaction:
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about family and individual members'’ exPerlences”' LiKe much dinner
tap}e talk, a show or game, particularly one selected/by the children

as thejcase in Fay's house; may be undgrstood by and appreciated by

all family members. When family members enjoy the /show or game and
participate in the inte;actions‘surrounding it, we again see the insular

family group associated/by the adolescents Qith éamily feeling.

it

But simply placing all the family meméers in a room in front
/ Kl

. /
of the television does not insure family feel?hg. Jack describes Sunday
in his home in the foilowing way : e ' /
/ .

I asked Jack what they do on Sundays. He said not much,

since everything is closed. He saﬁd they just lie around,

not d01ngzzuch of anything togethér. Mostly they just watch

TV. Sometimes they light a fire and watch TV. They used

to play games. like Moncpoly but not anymore. Clearly it *

seems even though the whole family is present together on

Sundays, Jack does not experience them as together. They

are not doing things together like his friend who goes skiing

and camping, a fact which Jack often mentions.

Jack gays that therfamily "Just lies.aro/ d, not doing much of anything
together...and watgh TV." Even Jack does not experience ﬁhis as a
family timelwith faA&lybfeeling. Apparently he does not fael involved
in the television-wagching, in looking /at the fire or in interacting
with family members. \This attitude coltrasts with Leé's (above), who
says that talk;ng about the show as a/shared exparience "makes it more /ﬁ
memorable.”" Jack wishes for a more aEtlve famlly activity like skllng
or camping, and dces not \experience ﬁelevision-watching as a group .
activity probably because \family m ers do not interact with one another.
One of the field&orkers witnessed the following scene at |
a girl's house: |
when I came to the \house /the mother was sitting in the big -

‘arm chair and one daughter was on each couch. All three were
watching TV. The older |sister was out and the father was
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working upstairs. The two girls sat unmovingly in front of
the television watching blankly, not even changing their
>~  expressions when they went from watching a situation comedy
to a news show. The family members did not talk to one another
about the show.

Although the family members may have been inhibited by the observer's

i

.presence they still exemplify how television can function as an isolating, -

rather thi; an integratiné experience. If each member is so engrossed
or mesﬁerized by'thg méchine that he/she is annoyed by any other's
talking, and also does not initiate interaction with the rest, there
is no basis for a group experience; one is no more linked with one's
fami1§ members than one is with fellow viewers in a movie hcuse. o
Our analysis of these adolescents' conversaticns with us
lead ;s to conclude that under'certain conditions the youngsters feel

Q

a sense of family with special activity. They associate this feéling -
with certain kinds of involvement with other family ;embers as a group.
when the family is inveolved in én activity in which all members are
ptesent and all outéide;s are absgnt; when the members'engage ih some

activity that is enjoyed by all of them; and when the members interact

with one anothgi.énd attend to one another during the activity, the

‘adolescents experience family feeling. The activities that most often

Py

i - - “ - "v .
fulfill these reguirements are leisure involvements such as vacations,
day outings, dinner conversations, television watching, and table games.
The'special association of leisure activities with family feeling may

be rooted in the fact it is easiest for all family members to be simultan-

L
~,

eously present for recreational activities, many of which meﬁbers of -
different ages can understand and enjoy, each‘in his/her own way. Thus,
leisure activities provide a shared experience around which family
hembérs can talk. The daily life of individuals, as well as Jjokes,

are also content areas'that all family members can comprehend and thus
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good vehicles for promoting family feeling.

1

1

Leisure situations are_thus the main life situations in which
these -adolescents experience feeling like a family. Besides the character-
istics already specified, we obsérve that these recreational évents
are clearly bounded by time. Vacaé&ons and day outings have'beginnings
and endings, as do telévision show%, table games, and dinner time.

The adolescents "feel family" within these time-bounded activities.

"

‘Yet can discern other fﬁmily involvements not so clearly bounded by

timé thch also occasion thé appearance of family feeling.
Some of the familiés have family projects. These are continuing
activities in which all members are engaged and constitute part of
the way they are involved with one another. Good examples are the
family gardens which two families maintain. In‘looking‘af these two

examples we see a clear difference between the experiences of two adolescents.

Fay: (They are having a garden tilled and there was going to be
one day next week on which they all would get out and plant
the garden. Fay couldn't be there and she was upset because
she had to do something else, so somehow they were going
to change the date to accomodate her. She really wanted
to be in on this family event.

Ron: I asked about what he did on the weekends and he started
telling me about how he had to take Gare of the garden this
past weekend. He said every vear he, his brother and mom
resolve that they are not going to have a garden. But every
year his dad insists on putting one in, and even though he
and his brother won't budge and say they don't want one his
mom goes along with his dad. He said’ that he does most
of the work on the garden and that brother doesn't have
“to do much. He said that his dad has some illness which,
although not serious, prevents him from working 'in the garden
so he just continuously tells Ren what to do.

Fay is very much involved in the creation of her family's garden. She

had been involved in planning it with family members, and now is disturbed

by the prospect of not being able to do the planting. L~ter in the

summer she showed the garden to one of the researchers and explained
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what was planted. Fay sees the garden as a family event; as a member g
involved with thisvgarden} she does not‘want to be excluded from any

of tﬁe activity. In this case all members were involQedfin the garden's
inception, planting, weeding, and final eating. As a project that

takes place over time it allows for periodic group involvement and

;it supplies topics of conversation among family members. We can see
i+ pulling family.members togethet and fostering cohesiveness.
Ron, on -the other haﬁd, does not derive conesiveness from
his family'; project. He and several other family members do not wish
to have a garden. The family is not involved in this as a group and
Ron sees himself as carrying the burden of work. He perceives his
gather as the task maste?,“no; as someone sharing a group project with
him. The parent is trying to induce the child to work at a project
that is distasteful to him, the child resents the parént arnd the conhesive-
‘ness of the family unit is Undermined. The garden becomes a topic
6f discussion among family members only insofar as -the parent nags
his son to do the garden work.
In comparing theée two family experiences, we become aware
of the importance of all group members being involved for a family
project to promote fami%y feeling. In addition, all members must actively

enjoy the project. We speculate that these two factors are mutually
J Tt - -

determined: the project is perceived as enjcyable becaﬁséigll thé
members are participating as well as the reverse. Work on the garden
ié perceived by Fay as a way of participating in overall family life
apd thus as a valuable experience. She does not have to be dragged
int; it as does Ron.

However, the garden in Ron's family is not a total loss:

it.is his father's project in which he enlists the help of family

-

1 67 S
ERIC - z

Aruitoxt provided by Eric




members. One way'the family members become involved with one another
is to become inéorporated into each other's individual projects. But
the project of an individual family member may also be adopted by all
of thevfaﬁily members and so become a family project fostering cohesive-
ness. Activities in Fay's, Heidi's, and Ron's families exemplify how
this may happen. 8

In Fay's family they are "all on the Scarsdale diet." Fay
recognizes that her mother desires to lo§e weight, for when asked what
;he'd like to change in her mother, §hé said the she'd like her to
be able to lose weight because this is so important to hér. The mother's
weight loss project has not remained an individual project. vRather,
the brother isvélso on:the diet in order to lose twenty pounds. Fay
and her father are thin, but on the diet too, because they feel they
have to watch what they eat because they are potentially fat. Thus,
all faﬁily members take on tﬁe mother's project and incorporate it
into their own lives. As a result; the diet and food and eating are
a sharéd experience for the family, and weight loss and watching a

shared family project.

Similarly, in Heidi's family one of the children became interested

in horses. The parents bought horses so that the children could become

involved in their sport. Of the five children, all four girls ride

regularly. At the time of the study, three of the girls were taking
lessons from the same teacher and also helping each other to learn.
The parents said they like horses but bought them for the children
who are responsible for their upkeep. -Over time the father became

a rider and now gives the girls feedback as to how they are doing during

practice. He also became knowledgeable about the care and problems

: | 8
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of horses, so that wh ’,a orse was sick, Heidi went to him to show

him and ask him aboyt Finally the mother began tb take lessons

from her daughtsg,//lt was not an unusual scene at this house for the

whole family/té be out in the field riding and watching each other

ride. Certainly this topic permeated family gatherings and discussions.

What began as one child's enthusiésm became incotporated into siblings'

and parents' lives and a full-fledged family project or interest.
Finally, in Ron's family thi family business is a central

family activity. In this home dinner is usually the time when the

business is discussed, but this is not problemmatic l.r Ron. Unlike

the other adolescents, Ron sees himself as very involved in the business.

Each time in the fieldworker's meetings with him he talked about the

business. He does specific jobs in-the business for his parents, and

he is aware of influencing situations and decisions related to it.

Once on a walk he saw a new, relateé business opening nearby and wrote

down the location to tell his parents about the potential competition.

Whe*her with his parents qr not he does things for and thinks about

the vusiness. It wa;~; f;ﬁily business, involving both mother and

father, but Ron always speaks of it as "our business" and used words

such as "we" in describing decisions made concerning it. We see that

T Ron experiencés himself as a member of the business and as a participant

in that aspect of his parents' lives. All the tasks that Ron performs
for the business are individual, not group tasks. But through this
individual work, Ron is bound into the life of the family.

This examplé in Ron's life stands in contrast to his experience
of the garden. Ron wants to béya part of the business, but not a part
of the garden. Ron in the garden is the only member who actually does
the work. All f;mily members are comm%};gd to the development of the

9
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busxness, but only Ron's father is really lnterested in the garden.

For Ron, participating in the business is analogous to Fay's partxcxpatlon

in the garden. Each is enjoying making contributions.

The idea of family life implies that each family may be seen
as having a particular life of its own: interests and activities that
all or most of the members participation in. We have identified "family
times" and "family projects."” Family times rgfer to group activities
bounded in time in which all QFmily members participate in a shared
activity. Family projects refer to families' continuing interests
or activities that all members particip;te;in as a group or individually.

- Each member's separate project may be seen as connected to the. larger
family interest area. The common interestsrof family members serve
to facilitate communication during- dinner, providing a shared topic
of interest, and serve to reinforeé group involvement by all family
members. Through group and individual participétion in family projects,
and family times, the individual experiences membership in the family
and is increasingly!bound into the'family life.

We have béen implicitly making a distinction here between
the life of the family and the life of the individual family member.

Each family member pursues a life in various ways separate fiom other

famlly members. The seventh graders' llves consxst of many actlvvtles
outside of the home, in settings such as school, peer relationships,
heobbies, Hebrew School, summer camb, and biking around the neighborhood.
The other. family members do not share these activities. Seventh-graders
may alsc have interests which do not overlap with those of family members,
such as Steve's model building, and Paul's coin collecting, which they
work on at home and which are not shared with family members. But

the adolescent also participates in family life, which we have described
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in this section. Throughout the report we will continue tc contrast

the 1ife of the family and the individual life of the seventh grader,

D et ]

but the primary concern of the next few pages will be the relationship
between Ffamily life and individual life.

The basic process through whick an adolescent may be integrated
into his/her family iife is demonstrated in the following extract from
our fieldnotes. In characterizing family members' involvement, we
have discussed family time andAfamily projects. Over a period of a
week a family may engage in only a few of these activities. Clearly
family life may occur daily and is notyconétituted only Ly these readily
identifiable activities. After being pfesent in the homes of the adolescents
over the three month period, one becomes aware of a certain flow of
interaction among family members which taken together constitutes the
characteristic lif; of the family. Over the course of an afternoon,

s for example, members move in and out of each other's separate activities,

question each other about these activities, make observations about

(N

these activities, make requests of one another, perform some activities
together, and separate again to engage in their own activity. It is
likely that if a member stayed in one central room of the house, such’

as the kitchen, for the whole afternoon they would ‘encounter and interact
B S

with all of the family members at some point in time. To give the .
reader an idea of this, here is a description of an afternoon with
Carol. ¢

We entered the kitchen where the mother was cooking something
that she would later sell as part of her work. Sitting at

the table I chatted with Carol and her mother. Some minutes
later the father entered to see what was going on and to

meet me. He sees the younger daughter coming home from school
and comments on her approach. He greets her when she comes

in and she gets something to eat. She goes over to inspect
what the mother is doing. The mother asks her to get something
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i from the refrigerator, -which she does. She describes something
at school and makes a request for a school project. The
mother tells her where to get the things necessary. She
leaves the room while the older brother, who had been out
with friends, comes in to inspect what the mother is doing.
she also asks for help from him. He gets a drink and gets
what the mother wants. Carol goes over to see how the cocking
is coming and we go up to her room. We see the father watching
TV in his room. On the way down we see the mother has joined
him there. Somewhat later we see the younger daughter has
joined them. We go to the TV room and play some TV games.

The mother later passes with the laundry and stops to talk
with us. The sister comes in and makes a comment to us about
her friend, makes a phone call, and leaves.

In looking at the events of this typical afternoon we see that the

family members engage in numerous brief interactions. They pay attention

to what each other is doing and may become involved in it, as they

became involved in the mother is coocking project and the television

watchihg. They comment on each other's activities and exchangé information

about their individual lives. Each family member is very much involved

in knowing what is going on with the other family members. If someone

is in one of the central rooms of the house it is likely that whatever

he/she is doing will be interrupted several times in the course of

an hour. It is interesting to note that the kitchen is the place in

which a majority of the adolescents do their homework. Though they

are engaged in a separate. activity they can also participate in whatever

else is happening in the life of the family. They can turn for help

or the parent can look over their shoulder. When Jack comes home from

school he goes to sit in the kitchen where his sister is preparing

dinner. They chat about his day and hers. The other family members

soon trickle in and other short dialogues are started before they leave

the room again. Jack may do his homework there in the kitchen and

periodically be interrupted by the inquiries or talk of other family

members.
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room table next to the kitchen he was continuously interrupted by family

b
»

What we are suggesting is that the home ;eems to have family
life rooms i.l which this daily flow of family iifetin;eractions takes
place. Usually these rooms are the kitchen gé the family room (den).'

While in these rooms family members are opeé’to being disturbed or inter-

/
rupted by other family members. Indicatfée of this is how Lee's parents
go up to their bedroom when they don't want to be disturbed at the ;nd ) .
of the evening. Lee understands that they now want their privacy and: < -
are deliberately removing themselves from family life. Similarly, when
Ellen is §€ﬁémwith her homework, which she does in her room, she comes
down to the family room to watch television with the others and thereby
reenters family life: when Carol wants to be alone she goes to the
basement where no one else usually goes. Possibly her room is nothpriyate
enough if her mother is home, for her mother's work materials_and chone
are in Carol's room. When Tom took his friends to the basement he became
annoyed at his younger sibling for coming downstairsAto bother them; by
removing the friends from the fami%y rooms Tom implicitly removes other
family members from them and himself. When Gail'g mother and Debra's

father need to do work at home they go up to their rooms and out of

the family room. But when Ellen's father was working on the dinirg

members and had intermit;entedialogues ;ith family" members without
being annoyed. When the researcher came to Paul’s home the mother asked
where thgxhgould'be so that she could plan to be elsewhere. In this

way she ensurfd that ﬁormally family life space would be left private
for qul's use. But when she'éntered +he kitchen‘to prepare dinner

she invariably became involved in the dialogues or activities that the

two were engaged in. Similarly, Paul asked about and. commented upon

what she was cooking for dinner.
[
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, In each home specific areas seem designated as family life areas

in-whiéh family members can expect to.enter into brief or extended inter-
/ : ‘ ,

actiéns with other family meﬁbers. Thus, the day to day family life
/

/

;é not usually cbaracterized by recognizable group activities or projects.

- Rather, routine family life- is characterized by intermittent interactions

R .

améng family members as they participate_in and talkﬂabout each
other's separate 'lives.

We have suggested that certain rooms in the home may be regarded
as the family life rooms. We have also suggested that family members'
bedrooms are perceived as private spaces to be used (inter alia) to

v

get away from other family members. Parents when they wish to be alone

‘go into their bedroom and some lock their door. They are in effect

-

-losing themselves off from other family members and indicating that
3 .

they do not wish to have interaction . now, barring an emergency. Older

* siblings in families also spend long périocds of time in their rooms

when in the house.

? .

But when the adolescents close their door they do not obtain
the same degree of privacy as the parent or older sibling, nor do they

choose often to close the door. When Tom studies in his room he is

O

ERIC
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often interrupted by his brother with'whom,he shares the room, and by

his mother who comes in to see how he is doing. While the fieldworker:
studiedﬂEllen 3n her room her mother came and went three times bringing
various articles of ciothing, telling her some things, and just s;tting

apd interacting. Heidi was with her girlfriend getting dressed in her

i

room and her father opened the closed door to tell her the field@orker
had arrived. Later he walked by and opened the door to ask her to do
something. Neither time did he knock. The male researcher suggested

to Jack that they go to his room to talk. Jack locked ac him oddly
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as if to suggest that was a strange place to be. The female researcher

spent considerable’ time with the girls and their friends, but only once
did a girl choose to go to her roam to do things. Usually they remained

e

in the family room and spoke of anything with little. regard to others

/

. . ‘ ce a C e /
overhearing them. Parents would enter-and sit down and join in tye

|

conversation and then leave. The overall impression 'is that if these

adolescents need private space, they can usually ' £ind it. But they

did not often indicate verbally or behaviorally +hat they wanted‘to g

separate themselves from family life. In this the adolescents were

-

not significantly different from younger siblings who mainly spent time '

in the family rooms and ;hose rooms the parents entered at will, with
.ho apparent concern about their child's privacy. ' : :

These ocbservations emphasize the extent to which the adolescents
are involveq in and integrated into family life. Thénseventh g{gd?rs

and their younger siblings participate in the three manifestations'of
R .
family life we haverarticulated: family times, family' projects, and

ongoing family interactions in the home. But the older siblings suggest

a different picture of the adolescent's relationship to the family life.
N : .
Heidi's family nicely portrays'this difference in that the

family has cﬁildren older and ydunger than Heidi. On every occasion -

.

the fieldworker visited the father was also present. One Sunday all =

were sitting around the table reading the newspaper with the television

.

going and the mother doing some wooking. These activities were happening
virtually in the same rocm. Heidi and the younger siblings were present,.

some helping with the cocking, some reading the paper and watching TV..

fter several hours the older siblings emerged from their‘rooms so that

the researcher could meet them, got somethlng from the kltchen, and

’

went,back to their rooms. On ancther occasion Heldl, her friend, the
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) s +
younger siblings, their friend, and the researcher were all outside. The

mother and father were also outside working in the garden. Again the

parents entered into the children's activities and the children entered . "

.

into the parents'. At some point additional friends came to see one
of the older siblings. Only at that point did it become clear that
the brother was at home. . He had been in his room all the time. 1In

all the hcmes studied, younger siblings were present often enough during
. w » - ¥

the researchers' visits for the latter to get to know them,” but in the
homes with older siblings the researchers hardly ever' saw these persoﬁs.~
. . ) v .

They partiéipated very l;ttle in routine aspects.of daily family life

L4

which occurred in family life .rooms. Rather, they spent time in their
. ? ! Pl -
own rooms or simply were out of the house. We have already noted how
. . ¢ .

Steve said dinner time was not like family time because his_brothér
Y .

a .
.

was often not there. Spegagking more of this, he states:
b,
My .brother is not there very much, he works. Many times he
starts work at 5:30 til later... He lis usually studying-at night
. and he seldom does anything with thﬁrfamily.
. r
< .
[steve gives the impression of h}s older brother leading a
1ife fairly separate from the rest of the family.. At least
separate from Steve, which is in marked contrast to h;s
relationsitip with ' hfs younger brother, where he gets iInvolved
in the youngér brother's activities.] ’ '

r

Most of the older Sibliﬂgs-like S;eVe's-brother have jobs thdt *keep

them away from the dinner:tabie during which thé'mgjor daily family

time occurs.: Often they work or study "at.night or go out with friends.

- -+ ' -~

As Debra said of her older, sister,_;a@ily time is whem they all sat

. LUERY

down to talk or watch TV together, which only'happens if her sister
‘ ; ‘ iy It

L §
v

"ig too tired to go out. After dinner'ieLevisipn—watching ahﬁ weekend

e
’ M 4

outings are activities that the older siblinqs‘are oftgn not involwved
: 5 _ :

1
. .

in. Ellen spoke of how most of thertime her clder brother.did not go

- e

to the cottage with them. Dépra's older sister did not have to go on

~
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,

the Ffamily vacation. Finally, the older siblings are less involved

"

n Zamily s*omects. Hex@x s sister, who used‘fo be involved with the.

e

.horses, now has né t.me to rigde and does not go riding or take lessons

"

wizh the rest of the family. Ron's older brother is no longer expected

ro be parz of :“é fam;iy gé:den pcroject which is supposeqyﬁo be a family
prozert evern 15,%03 doeg nét experience it that way.

These abs;:vatioas éﬁggesﬁ that as theﬂadoléscents age thef
Ggenﬂvmﬁre of their time";n,seéaraté~puxspits, and le;s time in family
eg and 1nteract§b;s,; The clder adolescént maintains dyadic
re:a::ﬁné%;*s wiLEh 1n§i}1duai family members but seems to disengage
moanmive :ar:%:igaqué"‘ _familv life itself. Ihclic;: in the cbserva-
naTh 7*3“ alierx aﬁsiesceg:s_eng&ge“;ﬁ pursuits separate Zrom the family
fa o whe Likmlihcod cthaz they aré es aplyishing a Sepérat life cf their

e grnééss of wndividuation and identlty Zormation
H*-F? oulors all of the adolescent life span. 3ut in ééd_ ~ion, the
. ' .
Apr neeni’ s ;ata,:an suggests that they are perceived as responsible
and k’;w:*dg able enough in the eyes of the parents to s}end time salely

@ mhe family. Through the juvenile years one oObserves ‘+he slow

gmprgunge nf the child's separate lafe 8s he/she spen \ds more and more

some 3T GreAler Gistances fr o the ﬁarancs‘. The seventh graders certainly
spends m@rarzxme AWEY from their péientg than de pre-schoolers. They

2 ;& sohool and 6ve:ﬁgqﬁ5/campi 'fhey séendyilme with friends at their
ﬁamegs m@v;eﬂ; and Qﬁapginqw 'Ye; 1ike“younge: sibl:ngs“they‘scill frequen
geon =ut sther family membiars ﬁn&.gxe squqht sut by the other family

2

perdeys.  They parricipang in group famyly experience, rathe' than cvylﬁr

Tn the next chapter we will discugs the geventh graders' partici-

E2 £
parien in Lhelr peer groups. Through nur obgervations we came to see

.
sly




ERIC

Aruitoxt provided by Eic:

the tremendous role of the peerlgroup in the lives of the adolescents.

\

Because of this role we were leé to belleve that the family and family

life was of less importance ané played a lesser role in the adolescents'
i \
lives than the peer group. Wlth this 1n\m1nd we asked Debra if she

4
had a pie which represented hef life, how much of it would be for family.
We expected her to 1nd1cate on}y a small part. At first she said three-

sourths of the pie. The researcher reacted w1tu surprase and she said

well maybe one-third, but either was la:ger'than expected. She insisted
7 i !

that regardless, the riggest islice would be home, because if she's at

3

4

camp she writes home everyday, and when at school she is thinking of

what she will do when she gets home, and if her parents will let her
! I

a

do what she wants. When considering places she cculd be, interactions
ith family members, and her thoughts when awaw Nebra perceived home

as the biggest part of her life. We chose to ask Debra about this because

\
she is the most peer-criented adolescent we stu?ied. Even with her

Il
. i
overwnelming peer involvement, she clearly saw he:self as very involved
N o ‘\

in her family. i

Via our observations and the adolescents statements we uncer-
\

stané the seventh graders to be very much 1ﬂtegréted into the life of
\
|

+heir Zam’lies. When we discuss parental inf‘uence on the child we
will analyze the process oOf this integration more fully. As Debra
' ]

suggests, the flcw of seventh graders' separate lives, they
. '
. , i
see themselves as parts of this family unit. They are involved in Zamily
‘ 1
life in an ongo:ing, day-to-day fashion, exempllfﬂed in the numerous

ways that their activities are tied to the activities of the other family

1

members. AN L

|
All adolescent theorists recognize with Erikson that the major

» R
task of the adolescent is the formation of an identity separate from

. !
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parents and family. The first process of identity formation ié indivi-
duation from the parent and family. The older adolescents manifest
this individuation in their cfeation of separate lives and simultaneous
movement éway froﬁ participation in family life. The seventh grader

is at the beginning of this adolescent phase, and is not yvet trulyN.
individuated from the family life. Taken tbgeﬁher, these observations
suggestféhat not only the children in a family develop and change over
time,‘but also the nature éf family life develops and changes over time
as the children themselves individuate. It is likely that the meaning
and manifestztion of family life change as the family grows'dp. This

conception of family developmehtal process, and its relationship to

child developement, is a fascinating area for future research.
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2. Parent-Child Relationships

The parent-child relationship may be understood as.having two
major components loosely comparable to the major Home élimate Domains
of Relationships and Organization. A large proportion of parent-
child interactions involves the parent's pa:ticipatién in and support
of the life of the adolescent. The Home Climate variables of Involvement,
Communication and Cohesiveness assist in understanding the nagure of

this aspect. But a second body of parent-child interactions surrounds

the ways parents seek to alter or control the behavior of the adol-

———escent, and the general extent of parental influence in the life of

the adolescent. The Home Climate variables of Structure and Influence
are important in understanding parental efforts to adolescents' lives.

a. parents' Involvement in Adolescents’ Lives

In discussing parent-child relationships we focus more
on how the parents and children are involved with each other in one-~
to-one situations than is ;he case in family life interactions. In
the section on faﬁily life we suggested that the adolescents asso-
ciate the cohesiveness of the family with direct involvements of
family memebers in shared activities. The data on,the parent-child
relationship»similarly suggest ghat cohesiveness of closeness to the
parent ié associated with the dyad's involvement in each othef's lives.
In addition to behavioral interinvolvement, one major way that parents
and childrehvparticipate in each other's lives is through communication
about life and life problems. This communication is one form of
parent-child involvement.

In characterizing the involvement of the parents and
children we focus on the ways that pParents individually or as couples

spend time alone with their seventh grader. In describing this the

“
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adolescents again focusec.on leisure and hobby activities. The bovs

mentioned activities undertaken with their fathers, which both father
and son seemed to enjoy doing. Tom's father takes nim to pallgames or
pl;ys tennis with him on weekends. Each male siblingvtakes a turn
going'with or-playing with the father. Jack and Paul also go to
paseball games with their fathers. Jack plays catch with his dad

and together they took an outing "adventure" to the tall ships ard

got to board one. Steve plays catch with his‘father_and together

they build things in the workshop. As Steve saié, "We both like

to build things". Similarly, Ron and his father are going to build

a darkroom because both are interested in pnotography. In these

cases tAe boys and their fatgers have mutual interests and share

+hese interests together. The girls never mentioned going to sporting
everts or doing hobbies with their féthers or mothers.

The mutual involvementS'described above made up only a
small fraction‘of the ways parents and children spent time together
outside of family time'activities: More often, the involvements
of parenﬁs «und children occur through an interest or need of the
child's life. We have already indicated that each adolescert may be
seen as hgving an individual life, one part of which is his/her par-
ticipation in the family life. Similarly the parents have an indiyi-
dual lives,one gart of which is their participation in family life.
In'addﬁtion, however, part of a parent's 1ife is to become incorpor-
ated into and thereby supportive of the adolescent's life. A good part
of the parent's life is arranged to enable the adult to spend time

with' the child so that the child can pursue his/her interests, have needs

8l
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fulfilled, and generally receive support from the parent. Thus Kevin's
parents come to watch him play baseball and Ron's attend a sports
banquet with him to see him receive an award. Alice's mother watches
her ice ska;e, makes her costumes, and takes her tc and from her
skating lessons. Heidi's parents watch her horseback riding, give

her advice on her performance, come to her shows. Steve's father,
personally uninterested in ships, takes his son to a museum to seev

the ships he builds models of. These are examples of ways parents ;pend
time with their children supporting the child's enthusiasms and activ-
ities ;n which they themselves are not necessarily interested.

Similarly, parents spend time with their children doing
activities related to the child's general maintenanceAand carataking.
The major daughter-mother involvement of this sort is clothes shopping.
Alice's mother commented that it had taken three weeks of looking and
discussion to find just the right pair of shoes. Beth talked of liking
to go shopping for clothes for herself with her mother. Elleh weafs
a very small size dress, so he; mother makes a number of her clothes
and they are involved in picking out-patferns, fittings, and the
like. Similarly, parents take their children to medical appointments‘
and for haircuts.

From our cobservations we propose two additional general-
izafions. First, the separate lives of the seventh graders are de-
pendent in large part on the participation of the parent. Outside
of family life involvement, much of parents™ direct contact with
their children is in the form of taking them to and from places in

(
which the youngsters pursue Separate activities. The communit, that

.

we studied is suburban, having no bus service. Shopping and entertain-
ment areas of interest to the children are long distances away, often

82
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located on major highways not accessible to the adolescents on foot.
. Priendsnips are very often formed at school. Because of the large and

sprawling nature of the school district friends often live good dis-

tances from one another. Thus, it was not unusual for a parent to drive

‘

the child somewhere and lafe: pick him/her up, every day of the week.
in this kind of community, .young adolescents who cannot drive and who
nave not other means of access to activities'of personal interest to
+nem are degendent on the same parents from whom they are seeking to
indiviauate from assistance in completing tuiis devalépmental separate
life task - a touchy predicament indeed!,

For examgle, Steve's development of nis interest in ships
.was dependent on his parent's involvement. Steve wanted to go see the
tall ships and also a special nauticallmuseum. This year his ;arents

did not want to take nim to these glaces. Of this Stave said:
I definitely do want to go in and board the ship., because
I know I will see the Nimitz - yes, the Nimitz is going
to be there.. .
(Have you talked to your dad about going?)
We talked about it at dinner the other day and we aren't
sure yet, we might, I might go. .
(Just you, or you and your dad, or what?}
T don't know, my mother's not that fascinated with shizs-
(Does your dad like it?]
‘Not too much.

[I learned that Steve's dad had taken a whole week oOff

in order to take the older brother to various colleges,

to consider where he wants to attend. The brcocther was
taking this opportunity to loock at various college car-
puses accompanied by his Dad. Steve wanted to go to a
museum in Fall River that vacation which contains many
sailing vessels of past ages, of which Rob constructed
models of some. He had been there once before and enjoyved
seeing those vessels about which ne had read. Since his
dad was taking the week off he asked his dad if he would
take one of the days to take him to the museum. His dad
at first said no, that he had taken the week off in order
to take the brother around to the colleges and there wouldn't
be time to take such a trip. Steve felt that this was not
fair. He thought Bill was having all those days with his

o

dad—and-he-had none. 6 It was only fair that his dad spend
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one day for nim and witn him. He said that he got upset
with his dad and told nim ne didn't think it was fair.
4is mom talked with his dad and persuaded him to take
one day for Rob to take nim to the museum.]

Steve did not Go to see the Tall Ships (an earlier event in Boston

_yarbor) with nis father. His parents were not interested and would

not ‘attend even thougn Steve asked to do so. Similarly, tre parents
were not originally interested in the nautical museum. The only way
+natr Steve was able to 5o was oy having his mother appeal to his
father's sense of equity between his son's. Clearly the father felt
tnaz exploring college with nis older son was more important than

’
raking Steve to a museum. These parents are easily involved in ac-
~ivities with their children that they, too, think are interesting
(like Qaseball) or important for the Qoungsters (like clothing tnem)
taxing them to places where thev can soc%alize with +tneir peers, Or
fu:;her their future careers. 3ut when the child wants the garsnt
to pe involved in an activity chat is not interestiﬂg, or seen as de-

car=nt the child's cavelorment

velccmentally unimportant py-the

irn an :ndividual direction 1is cotentially and often actually limized.

In this way the cnild's Q;portunities +to individuate and grow are

nazed zv tne carent-caild relaticnship.

n

He)

aye decendence on the parent also is involved io
our second coint. The structure and content of the paresnt'svlife are

influenced oy the child's interests and needs. Steve's father altered

his earlier plans oy a day, to accomodate his younger son's interests

and desires. Alice's mother, oOn the other nand, nas structured her life

around her daughter's ice skating cractices,wnich occur five times a
week at various rinks in the area and to which ner mother must transport
her both ways. In discussing Alice's skating with the researcher, the

-

motner said:




[Alice started working towards the preliminaries and
you could see that she really needed to skate twice

a week, and then when she was working on her first test
after the preliminaries,you could really see she needed
to skate more often. Now she skates every day. -{Alice's
mother wants me to know how expensive skating is. Alice
has two pairs of skates which have to be replaced every
six months, because she is still growing. The boots cost
$200, and the blades $180. Plus, they have to buy ice
time. and pay for lessons. Also the mother's time is
absorbed because the skating club is like a Co-op and
parents have to give time to keep it going. And until
recently the skating has been time consuming for the
mother as she had to drive half an hour away twice a
week. "She has to sit and wait for Alice for two hours,
and she said it ig really boring so she brings a book.
Now she shares the driving with someone else.]

For Alice to be invelved in skating requires considerabliﬁ%nvestment
by her'mother. Aside from the financial expense, a good part of
Alice's mothgr's time and energy both with and away from her daughter
is spent suppérting this aspect of Alice's life.

This description of parent-child relationships includes
pictures not only of the child's life, but also of parents' activities.
Much of each parent's off-the-job time is fécilitating the interests
of his/her offspring. These activi%igs are not only face-to-face
involvements with their children when ﬁot together. Many of the ac-
tivities on behalf of ghe»child are pursued by the parent alone. For
example, unlike the girls, the boys do nét usually accompany the mother

2

on shopping trips for clothing; rather, the mothers shop and bring

7

things home. The bofs select what fits‘and what they want and the
mothers return the rejected items. Similarly, Fa&fs mother goes - Y
weekly to the library to take out books for the family to read. All
of the children in the sample had Bar and Bas Mitzvah's during the

months of the préject. For the child to have the celebration associated

with his/her performance in synagogue, the parent must do all of the
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preparations for the party and houseguests; the child is minimally -.

involved in this work. When Beth was asked,"You're not taking any
responsibility for the parties or anything like that?", she answered,
"No, I'm just making sure all may friends come." By doing various

tasks that make the activities of the child's life possible, the
x :

parents support the separate life of the child.
The idea of supporting the life of the child appears

to be a fundamental component of what it means to be a parent in

these families. Moreover, it seems to be implicitly expected by
the children, as Beth articulates in commenting cn a deviation from
tnis norm in her friend's home life. Of thi%s she says:

My friends' mother is really cuckoo. Her mother makes her
-cok, clean, do the dishes, make dinner, make breakfast, lunch.
and she makes me so mad, her mother... Her mom makes ner do
the insurance!.... A kid shouldn't have to do that, I don't
think a kid should have to do insurance. I don't think a kid
should have to make dinner. I think she can help, but not
do it. Her mother comes home, gets undressed, gets intc her
pajamas, and plops in bed and says, '".lake my supper", Zle has
to get up at 6:30 in the morning to make breakfast.

(So you feel that,Linda's being expected to act like an adult
when she's a kid?)
Yah.

It is interesting to note that the girl that Beth is talking about is

of a different ethnic group than Beth. Although we do not argue that

‘these parents' behavior with respect to their children's lives is

good or bad, it does reveal an implicit assumption about parent child
relationships in the quish home. That is, that the parent exists
to perform specific life maiptenance tasks for the child, so that
the child in turn, is free to pursue his/her own interests, or (as
Beth impliesg) so éhe éﬂild can be "a kid". Elsewhere we will look

at the distribution of chores in the homes of these adolescents and
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find that thev ar® expected to do very little in the way of self and

home maintenance. These tasks are perceived by all as part of the

[

mother's lifz not part of the child's.
Potential for friction exists,’ then, Dbetween a parent's

efforts to heip a child pursue his/her interests, and the parent's

i)
cursuic of his/her own. Insofar as we recognize that the child and

the parsnt cursue independent lives that do not always include similar
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ntial for conflict such as we found with Steve is

always possible. Yet expressed resentment by the parents at their

&

vole in sugcorting their children's activities is almost non existent.

The resecarchers originally conceived of the chauffering of cnildren
amonc activities as an unfortunate necessity of suburtan life and
early in the study sometimes offered to transport children instead of
a parent. The most fregquent response was, "on I don't mind it at all
I like to take them." No child indicated that he/she could not do
things he/she wanted because a parent would not provide a means of
transportation, and no parent expressed distress at being continuocusly
. ot 3 "- . . )

called upon to be inwvolved with a child in this manner. Both seem to
;ragard it as a'natural part of life to be accepted and planned for.

~
Zven when the cnild's activities require a lot of time from thne
carent, as in the case of Alice, the parent finds ways of-enabling

Al
the child to remain involved in interests without totally ignoring
his/her own. Alice's motner first brought a bock to read during thé
.

skating lessons. Then she found someone with whem to car-pool so that

sne drove only once a week. Finally, in the summer months the nother

took a college course during the time her daughter skated. In these
>
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ways theé parents structured their lives so as to supporf the interests

of tneir children., simultaneously maintaining a relatively high
degreé of direct involvement witﬁ%&he children. We will diséuss
parenta;)involvement in the cnildren's lives again in the sections
of this report on in-school and out-of-school learning.

The accessibility of the parents, their general presence
and overall involvement in the child's life is very important to
trese adolescents. When Gail was asked if she could change.anything in
wer 1life what would it be, shé_said, "If I could have my parents nome
more. My mother immediately after school not one nour ater."
5ail is uncertain why this matters +o ner but she seems’ to dislike
coming home-ta an empty houselA«§Egm;§gggnizes that her dad has to
work. "They have to work, so it's ok." But she would lixe to seae
coth of them more put "I can't." Two of the coys, Steve and Jack,

sccke of a lack of involvement with their father. 3Bcth fathers worked

long rours as well as one Zay during the weekend. Steve talked akout

wow nis father "is not home much to share thindgs.” steve's dad also |
a1d not have "time to- show 7im now to use the lawnmower.' Jack +talked

~uch acout now he wants'nore time with nis dad who has to ne working
saturdays.-" He wants to clay catch ard go to more rall zames. Jack's

Zather was then in the process of changing Jops sO that ~e &ould

.

spend more time with his family. After this transition Jack and 7is

father went to see thé Tall ships, a bail game, & auseum, and

went shopping together.

Fay spoke about ner attitude tcward hwer mother teing

-

nome after school:




/ . . [I asked was it important to her to have her mom there, when
she came home trom school and she .Says yesy emphatlcally.' She .
' sald that one time her mother got home late because she was
dependent on a friend to drive her. Fay wag all angry at. her -
mother. She doesn't like‘to be all alone with just ‘the cat.
She anticipates at least a half hour “of talk with her mother
sharing events of the day-.and having a snack together
when she gets home. Fay does not want her mother to work %o -
she wouldn't be there.] B . . .

~ 8

Not being alone at home after school is important to Gail,"Fay and s
' Alice. This is not merely a matter of disliking an empty house. -The
after school hours are important for the parent-child relaticnship.
Duping ﬁhis period the adolescent talks to.the parent, usually the -
moéher, about what he/she has‘done dhrigg-?he day at schoél and Qha§‘

*they are concerned about. Although Paul did not express such santiments

<

to us, his mother indiated that she feels’this time is‘imgortant.

. El

to him. She deliberately chose a partjtiﬁe job so that she ‘¢ould ,

.

be preserit when her son returned from school:

} [She llkes working half-time because she felt it was impox- .
tant to be home when‘Paul arrived. She felt’ there were often =
things hHe wanted to share with her when he cane home, evither

- somethlng good that has happened or something that one of the
kids had said to Kim that had upset .him. She said often he _
might come home and although she can see that he is upset about
. : something he ‘might -not want to share it at first, but he, often

; eventually shares what.he is upset about. Shé felt that she

; wouldn't want ‘'him to come home to an empty house and since .
they don't need the money fcr financial- reasons she ‘sees no
reason to work fuil-time] : ) ‘ —-

’

L ) . L2
B Alice remembers that caming home to an empty house was
H . k4

e%pec;ally frightening to her when'she,waé younger: for her it :Pma&ns

~

a?distasteful experience. Mqare typical are Fay and Paul, -whose *

md;thers observe that the children return from school with good and bad
, publi

tAings to tell their parents. Paul's mother indicates that if she 1is
| .

aGailable after school, even if he does,ndt talk to her, she is aware
- 5 1

. (=2
- of his feellngs and will try to find time to talk to hlm rater in the .
Pt N
. day . ’ . . Lo . .”,' . .
i - -‘ . 2 -
N 5 . ’ ) . . - ’ .
- ‘ 89 “t,,

ERIC R | | | -
= . . . ’ ) -
RIC—_. . - ‘

Aruitoxt provided by Eric: 4 » -




a

v

T

E

-
-

Tan

1¥ we look st

otinome afzer
var sohooit

g parents whe are n

Yatr
£

1
af

,

-

ayrl

-~

at’ls 1is impdr
i

»
escent

b
P

o)
IS

s

»

gay and

ggest t

sd
.

.
&

o

turbs

.

v wvalilable to the ado

P4

v,

ts whe usually have their mother home a

These observations
N -
ring dis
of worki
v do not seem Dotnerse
1

aren
hey

M

.

!

in aggea
cn1l
ag ¢

-
-

ysiktall

ch

~e

adonlescen

ce thesg

¢

e

LS

13

ort, delay

arent

"
HY

-

-

4
=3

v

2dren.

5
-

pility and contact with their onx

rd

o
ngre

P

*

o <

g mLnT
WRT
oy
=t
.

-

r o owmar
™
M3
¢

LR T s S
AR I

el

Pty

s arrands

-
[

-
33

o
©

ralk afcer 50N020
ac

13Ke3 3

. €
~

i
y are 3o

ayrliy o
ause the
Anern

-~
-

0

oAam ave

neme.,

(e}

-

adolescents do no

er aArrives

+

«

ool when she 15 warking &2 .2
ne mocher

o~
<0
LY 5
PR SOUNE -
.
el™
M'!' .
oty

-
-~
.

pe=1

-

r’s
-
-
2

fre
Teyd
as ava
ng
AL IR

a
'~
a

N

v "
oy

LIS

P
3
2

[

gt
M JPUPN

whan

naAns

myoTt

-
-

More

E

B

2,

. w

o oa

Seams

A Ao

s
3
:

rler Wl

5w

Al

Again Wwe see
apents cecome LhvGived

lay.

-
1

3 R T N
PR 2 R LA

w e
" QC.’

- N iga w §om
LIZRIRNE A AP LTS I

A
2"

I
¥

nildire

o
-

a fi'd

ArenLE

e

'y

@

FRIC

Aruitoxt provided by Eic:



through which the, parents make possible the separate life of the
child, adolescents and parents spend time éogether discqssing the
happenings of the adolescent's life. In this way, parent—child

communication becomes an important-manifestaﬁion'of parental in-

volvement.
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b. Parent-Cchild Communication

By vparent-Child Communication" we mean thoée times in the
parent-child relationship when the parent and child talk to one
another in conversation, rather than doing actual activities together.
we also distinguish this conversation from controlling communication,
in which parents give the adolescenés direétions, enforce discipline;
and usé verbalizations -in other ways to direct their children's
immediate beﬁavior. These ffpes of communications will be discussed
in +the section on parental influence.

In the last section on' parents’ invclvement in their child;en's
lives we notead th much of parents' Jdirect interaction with their‘
children occurs in the form of conversations. We described how th;se
adolescents share the happenings of their day with their parents, at
dinner and after school. During these times éérents and children are
closely involved\with each other through talk. In this section we
explore the nature of this rconversation, as well as how it cften
helps the parents to become psychologically involved with ﬁhe child
and the child's world. ‘

In the discussicn of_f;mily life we emphasize that the adoles-
cent must be seen as having a life separate from that of the family
ané parents. Insofar as parents and adolescent are not .constantly
together to witness the activities of their respective lives, they

have to access each other's lives only through communication describing

those lives. One parent commented that she was glad that her child was

rgoing to participate in the study because she thought that it might be

a way for her to find out what het¥ child was doing. She experienced

Aruitoxt provided by Eic:
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her child as Hévér"tatking~with—hergébout;thﬁ_nggggg;gggﬁig_the

v

child's life and so lacked knowledge of it.-
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The complaint that they do not know what their children ére
doing away from home seems to be expected from parents of adolescents
in North American Society. Part of the image of an adolescent that
many people share is a person who maintains a _private life to which
parents (and other adults) have little access. Thus in looking a£
communications between parents and adolescents in this study we were:
surprisedvat the breadth of adolescent out-of-the-homeuactivities"

- to which parents have access through communication. The vast majority:
of the adolescents speak to at least one of their parents daily
about almost every aspect of their lives. The adélescents talk with
their parents about what they learn at regular school, religious
school, and in other settings where they go for instruction. They
discues their reactions to these activities, including what excites
them and what upsets them. They describe their own misbehavior and
punishments, their troubled relationships with adult supervisors,
| Mgnd their perceptions gocd or bad of any.of the‘people or tasks in
the various external settings. Similary they discuss many peer
activities and associated feelings, problems, and concerns.
In listening to both pag%pt-child interactions and to the
R ;;é,;n-,?
adolescents' own reports, we Jained the impression that on the whole
these a%plescents hold back from their parents relatively little
information about their lives from their parents. Although they live
many hours of their lives separate from, their parents, in conversétion
they inform their seniors of the major happenings in those other areas
of life. 1In addition, through often excited and animated descriptions

of the happenings of their days they involve their parents in the

93
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excitement of their lives; through their bored recountings of other -
aspects of their days they involve their parents in their mundane
feelings; by sharing ‘the anxiety, distress, and anger of their day

Zhey involve their parents in the overall fabric of their lives. Thus,
through fairly“extensive reporting these teenagers draw their parents

» .
into the day-to=-day events of their separate lives.

Qe are .not claiming that the parents know every detail of a
child's life, or are we suggesting that the children have no life
withheld in privacy from their parents. On the whole, however, the
adolescents give their parents access to many areas of theit lives
such that their elders can share the child's experience of the world.
In this way parents beoo.me involved in and knowledgeable about most
aspects of the child's separate existence.

The emergence of a private area of experiencing is also in%}cated.
The one topic not discussed with parents as frequently as others was
relationships with the opposite sex. Unlike the other subj;cts we
noticed, this topic was rarely spontaneously included in the parent-
child interactions we observed. It was discus;ed, however, in almost

every peer interaction we witnessed. Some reference to the opposite
- A

ST

sex and to feelings aboutégand cu;fénf news of specific "opposites”
was almost always made i; conversations with peers. Yet this kind of
information was seldom communicated to parents during our visits. Not
all the adolescents talked with friends about sexual feelings and
boy-girl relationships but those who did restricted exchanges on the

subject mainly to peers.

peth who indicates that she does talk to her mot%sf and not her

’foﬁgiends about her boy-girl relationships, describes below a typical
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conversation with her parents. She had been asked out by a boy and
she was telling this to her parents:
They're kind of old fashioned. My father® says, "Who else
is going besides you and Joe?" And I said Sue and Tim. And
they say, "Who else?" and I said "Well, we're going alone."
And théy said "Oh." I came home that day when Joe asked me
out and I said, "Mom, this kid asked me out," And she said,
"Where you going?" And I said, "We didn't decide yet." And
she said, "Why did he ask you out?" It was so funny. She
thought that as soon-as this boy asks you out you have to go
out. So I said to her, "Mom, that's the old fashioned way
to do it."
Beth's communication about this boy-girl relationship seems to be
both transmission of information and an implicit request for permission
to go. Her father sees it as something he will have to make a
decision about. We are uncertain whether Beth's parents knew if she
liked this boy and that she was "seeing" him in school previously
as a "boyfriend". Her parents recognize him, however, as one of the
boys il her "crowd". But this kind of day-to-day shariﬁg about
happenings between the sexes is relatively infregquent in parent-
child communication. Beth gives an indication of why this might be
the case when she notes that her parents "are kind of old fashioned"
and so do not understand how boy-girl relationships are handled in
her life.
The parents are perceived by the adolescents as lacking under-
standing of boy-girl relationships in their generation. Carol states:
If you try to explain a feeling you,have inside you or some=
thing, they're not going to understand and, like, their gen-
eration, they didn't start dating til, like, tenth grade and
we're dating in fifth grade.
carol indicates that her parents are not able to understand "a

feeling you have inside" because their generation had different circum-

stances and relationships with the opposite sex at her age.
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Paul also relates that his parents do not understand the
nature of relationships with the opposite sex. He compares talking
with nis mother and talking with his :friends on this subject:

He felt generally that his parents could understand things

that were imgortant to him. He falt that there were some
tnings that he could more easily share with ais friends than
with his mom. This was because his friends would not be symga-
thetic deliberately, but because his friends were at the

same level. He felt that they could understand him better.
mhey had the same concerns as ne did. This was in particular
with boy=-girl relationships.

Again the adolescent zoints to a difference petween nis and his par-

sxgeriences of the world as plocking cemmunicaticn and undar-

standing. The adolascents cerceive their parents as naving difficulty

underszanding this area of e~eir lives, in contrast to most other

areas of tneir lives.

But implicit ina Paul's statement is the suggestion that ne
does not discuss certain topics with his mother. Carol also indicates
t-ar aftzr trving to talk to ner garents a number of times on togics
shat they could not understand she stozred raising these issues wieh -’
tnem. Inst=ad, she spends time alone thinking about her feelings.

Fay, on the other nand, continues to share her feelings about
soys with fer mother. ray states that her mo=her understands "because
sne went througnh the same things when she was yound. She liked Dbors
and worried about how she looked." Unlike carcl, Fay concentrates
on.the similarity between her mother's and he£ own feelings when

growing up. Sensing that her mother understands these feelings, she

shares these with her.

96 11
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What we suggest here is that the content of parent-child
. ¥
dommunication seems related to the degree to which the child perceives
<
the parent as understanding those aspects of their lives that they

share with them. Boy-girl relationships seem to be the first major
area of life in which they do not feel understood b;'their parents,
and become the one general category that parents‘have least access
to. We suggest that parents may indeea understand least well this
aspect of their children's lives, and that their youngsters' app-
rehensions are at least in part correct. '

But the connection between p%rceiv;d parental understanding
and extent of communication about the child's life is also manifest..
on other topics. For example  Steve wanted to spend time with his
father loocking at ships. After he expressed his feelings about his

I

father's unfairness to his mother, she intervened for him with his’
father. Her behavior suggests that shg;&ndqpstood what Steve was
feeling and was able to act to help him. However, Steve was also
having quite a git of trouble with peers at school. Steve mentioned
what occurred at school to his parents in his talks with them. 'In
describing his parents' reaction he states that "Sometimes mom is
not very understanding... She thought I was over-estimating, over-
exaggegating the problem. She will think it's a lot worse or not

as bad as things are." Over time,‘Steve stopped telling his parents
about what was happening at school. Only when the counselor called
the parents in to work on Steve's peer relationships because of de-
clining gradgs did Steve's parents become aware of the severity of

his peer problems. By responding to Steve that he must be exaggerating,

his parents showed that they did not understand Steve's experience

97
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in his world. ' Receiving no anderstanding, Steve storped sharing

-

that aspect of his life with them. . —_—
Through communication parents gain access to the child's world.
3ut through communication the child also learns what aspects of his/

ner life parents can mearingully respond to, and which aspects the parents

@

sesm incapacle of understanding. As they feel misunderstood they no

longer share that aspect of their life with garents. From the parent's
)4 )4

- £
~
zoint of viaw, tie child begins to develop a private life unknown - .
<5 thne caresnt. The seventh grade appears =0 be the beginning of the

smerzance of this private life and the more differentiated relation-

ships bewween parents and children of later adolescence.

in

..t cverall we recognize that tnese seventh-graders still
smare the bulk of their life exgeriences with at least ore carent.
The very presence of tRhis extensive sharing suggests that tney feel
understood in most areas of tneir lives., When we asked the adolescents
=5out their fezelings of being understood, all of them indicated that
~new falt understood most of the time by at least one carent. The nction
£ Larents cannot understand the exceriences of teeragers was not
wilespread among this grouc. Rathenr, tnevy wanted and axpectad their
arents to share the hagrenings and feelings of thelr lives, Cne
af:ernocﬂ Alice and her mother and anotnher girl were gossizging atbout

ezple at her gvrnastic's class. Alize was telling a Zfunny stcrv abcut

L}

. . « .
one of the people there, when nher mother said, "I'm sure [the researther]
is not interested in this gogsip!” Alice responded vehemantly, "I'm
+elling vou, Mom:" Clearlv it was important to Alice to tell her

mother even the little things that happened in her life.

NS




. A

“That the parents usually listened and, like Alice's mother,
. participated in the talk suggests that the parents are also inter-

s N
ested in hearing about the child's experiences.. The adolescents*
- ‘ IS

b

descriptions of their parents' reaction to this sharing indicate -
that the children perceive them as generally interested and ready -

-

to become involved in their emotional life, for example, said:

His mom would always ask him what is wrong when she noticed
- that Hé was in a bad mood. I asked what she would have picked
up on to say this. He said that he would appear to be grouchy
and getting into a fight with-his sister. He said that his
Mom thinks talking about what ic upsetting him sometimes helps °
even without any particular advice. He said that it sometimes
does.

Tom indicates that® his parents are sensitive to when he is in a bad.

"

mood. Similarly Ellen notes that when she stomps around the house
her parents yell at her, "That's not communication!", and try to get

her tc talk about her feelings. Fay's brother describes a particular

A

face Fay makes when she is in a bad mood. Paul.describes his mather
similarly, stating that when she notices that he is upset:

Sometimes my mom will ask me what is bothering me, and if1
say nothing, she'll get mad and keep asking me what is bothering
me until I tell her something.

S

»

In describing her parents' reaction to her being upset, Carol observes:

My dad figures that if anything was wrong I would go to him and
my mother, and everything would get straightened out... Or he'll
say if I'm down he'l} say, "What's wrong?", and I'll say,
"Nothing." s '
[And he doesn't keep bugging you until you tell him?]
No N :
[Does your mother do that ?]

No, if I don't want to tell them, then I'm not going to tell
them. "

“

‘fﬁ Finally, Alice describes one time when she was very upset and locked
herself in her room. She remembers that she "heard her parents yelling

‘Where is the key?', cause fshe] wouldn't let them in."

99
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We see from these descriptions that ﬁhE‘parents‘are generally

o
- Tt

sensitive to when their children are upset about something. They
- - Y
! . T, - .

_seek out the child and make themselves available for-talk."Some of

P the parents likefbarol's simply ask the child what is wrong and leave

-

® .

it at that if the child does not want to'talﬁ.' But argood number -

’ R s —

pressure their children-to télﬁrwﬁén the:war' psete- Implicit‘in thege
; e.psel . 5

parental reactions is the message that the way to handle beifig upset
is to talk about one's feelings, describe them, and anafyze what one
thinks is causing them.- r The parents thus encourage the child to

-

wdqal with his/her feelings in these ways by making themselves avail-~

:
\

able as an understanding audience. Parents' proging for feelings
also indicates that they see it as appropriate for themselves to
be involved in helping their children with their feeliqgs.

One way parents help their children with their feelings is
by being present to hear and sympathize. In addition, tw§ other
procéesses seem td have ;imilar outcomes. Alice was distressed
because one of her friends could not come to her parsy. Her mother
nonverbally responded by showing a sympathetic face. She then said,
"Wwell, it's kind of allegitimate excuse." Sensing Alice's feelings
of rejection her mother tries to help Alice to see her friend's in-
ability to come as the result of circumstances rather than a'pérsonal
rejection. The mother helps fier child perceive the situation so
that it is less disappointing ‘hnd also less threatening to her
daughter's'deveIOping self-confidence about her abi}ities in social

) I
situations. Alice also reported that recenﬁly she told her parents
that she doesn't want to move to a new home. She expects that ngw
her parents ";ill tell me all the good things about mdzing so that
. “ -

1'11 feel better about it". In both cases, Alice's parents are t;ying

100 >
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to change Alice's pe}ception of a distrassing situation so as to help

her "feel better" about something that will inevitqbly'occur. Through

communication the parents try to affect their children's perceptions,

to help them minimize their-distress and gE accébt what is happening
to them, all the while ap-reciating thfat the distress is real.
o ,
A second wady that parents try to help the child with concerns

and problems is offer advice. Paul also nézgs how his mother will:
J

Help him think a problem through, heﬁp him reason out a
problem. His dad is either an optimidst or a pessimist, telling
him either that things will be ok and work out, or that
there just isn't anything he can do about it and he will just
have to accept it. He felt that his mother's kind of help was
better. Carol had a problematic interaction with a non-
Jewish friend because Carol did not want to talk about
religion. This friend told all of Carol's other friends,-
causing her to have td answer for it. She felt that it was
extremely inappropriate of her friend to have done this. So
when she went home and .told her mother what happened, the
mother told her that you have to stick to your own, you
don't have to prove anything to them. Carol prefers Jewish
friends because they are already like you and you can get
along with them.

. ' Beth had a problem related to schocl which she discussed with her

mother: ,
“If T had a test and I wasn't ready for 'it, like, and I don't
want to take it. Like, I didn't want to take my science test
and I asked my mom if she'd drive me in late today sc I wouldn't
have to take it. And she says, "Do you have the notes?" and I
said, "Yes, but I forgot them." And she says, "Well, if you
study them you'll be able to take the test. So go up and
study." And I said, "Oh, I have to take the test.”

These adolescents often have problems in interpersonal rela-
. v

tionships that result in hurt feelings or awkward situations. They"

LS

may alsoc have problems such as Béthfs in school that they look to

L

paren‘s to help them sclve. ‘Some parents simply indicate the way a
probiem is to be solved. Beth's mother teils Beth that she must

take the test, so the golution is to study. However, some of the
-

parents like'Paul's mother, try to help the child think through the

-
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situation. Some, like Carol's mother, offer suggestions that are not

binding of ways to act in the future to avoid hurts or probiemsgi
0 % i

g
»

In all cases, the parents' advice probably influences the adolescent's ,
actions in their separate life. Beth does take tne test. Carol

seeks out Jewish friends. Paul deveiops different strategies for

nandling current and future problems; His mother, unlike his father,

helps him discover ways to influence his lifé,ubesides just accecting

what comes and hoping for the best.
. i

Through communication about problems and feelings the rarent
®

enters into the child's experiencing, of the world and helgs the young
gerson gain a new persgective on what has occurred. In addition,
he/she may provide advice on how a situation should te hand.ed, how

it could have been handled better or how it might be-handled in the

4

future. Thus, the parent not only learns about the child's segarate
1ife but comes to participate in that out-of-the-home life. Comm- P

unication is a primary way that the parent wacomes involved with the
] . . :
child. Not only via face-to-face talk but through"ndirect parti- ﬂ

cipation in the context of these conversations. N .
Throughout this discussion of communication we spgoke of th»
,alolescents as talking with their parents. All of the adolescen*3

report that they speak with at lecst one parent on a daily basis

~
aboyt-some aspect(s) of their lives. However, the youngsters do not’

commuRicate with both parents equally or in the same way. Discussions
with them suggest major differences in the roles of fathers and

- .

mothers‘fn fommunication. On the whole, adolescernts talked much more
. 4 . .
to their mothers than to thelr fathers. One adolescent indicated that

he talked with his dad "about thingd’like sports, politics, and the

law, which is what he enjoys talking to his dhd about". He talks ,
L 102
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to his mom "about small things like how things are going in school
or something that happened at school... If someone would talk to
him about feeling down it would most likely be his Mom." There

is some indication that the fathers talk to the ®ons about more
"worldly” topics than the mothers. However, the major indication
is that the adolescents, male and female, mainly talk with their
mothers about day-~to-day happenings and feelings of distress.

The adoclescents pointed to several reasons why they did not
talk extensively with their fathers. First and foremost the fathers
were not physically. present as often as the mothers. Steve indi-
cated that dinner is "the only time we can ask Dad anything, for he
is working befo;e and after dinner". Steve says Ae will only
bring up important tgings that must be asked at this time and not
simply share his day. The sharing of the day occurs earlier with his
mother. Lee says that he gets along with his parents equally well
but "he talks more to his mom because she's home more than his dad".
Fay states that her father "makes no time for me". Jack mentions
th;t his father is not home enough. The only person‘in the sample
vho said that she spoke more to her father about problems was a girl
whose father was home each time the researcher met with her. Although
the father was a top level executvive, he stated that he like to take
long weekends instead of long vacations during spring and summer
30 that he could enjoy the good days while they were here. . Thus the
major reason that the adolescents offer for why they do not speak
as much with their fathers is that the father:is less available to
them in the home.

One must question whether the fact that the fathers work full-
time is the main reason acolescents talk to them less. Most of the
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others either do not work out of the nome, some only work part-
time or started working full-time during the seventh grade year.
Most are thus at home after school to talk with the adolescents and

tnhe fatners in general are not. It might te surectel that the few

working mothers would communicate less freguently with their children
than the others, similarly to the fatners. But as mentioned before,
+nis is not the cese. The working nothers make themselves availacle
du;ing tne working day by allowing the child tc pnone them at work

or oy gnoning nome after school is out. One mother who has alwavs
worked full-time owns ner own business which the child frecuents alter-
school, thus making contact ‘with the mother.

In adéition, after-schocl time is not necassarily the critical

arent-cnhild communication. Two af-erroons a week the adol-

o
b
43
il
th
[}
LA
"y

escents attend Hebrew School afterschool and are not home any length

of rime before coing there. several adolescents are involved in zlays.

ymnastics, and other school activities that take clace after school.

(

In addition, the youngsters often take the school bus directly to a

! friend's nouse after school. Thus, many davs during the week the
acdolescents are rot tome to tell about their day until tne working
carents are also home. Work dqes not inevitably limit communication
between parent and child.

Cur observatiohs‘suggest alte;ﬁatiQely that mothers unlike
‘fathers make it their business to talkjto the child about ‘their dav.
An erlightening examples of this parengal sex difference occurred in one
home where the father was home with a back injury. When the two children

arrived home they rhoned the working mother to tell about the day and

ask about an after-school activity. The children did not go upstair;
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to talk to the father but acted as though he was not at home. In

another instance, a mother sent a father just arrived in the evening,

upstai;s to talk to his son, who was upset. AThe mother "sending"

the father suggests that the father would not have gone spontanecusly

to talk to his son upon coming home from work. Finally, it is

usually the working mother, not the working father, who calls home

or is called to check on the children. Clearly the mothers see

it as their domain to talk to the éhild; the fathers mostly do not.

Since most of these mothers were home during the child's younger

years, both parents may be continuing in an altered setting communication

habits established then. But whether the pattern arises in this

manner or (as some would arcue) is the result of sex-role stereo-

typing and modeling, our observations clearly suggest that the

mothers of both males and females gpeak more with the adolescents

about their days and problems than do the fathers. |

In addition to availability, the adolescents menticn other

reasons for not talking with their fathers. Two adolescents say that

mood is a reason that they do not talk with their fathers. Tom indi-

cates that his father is often "grumpy" when he returns from work,

and Rén says that "his dad is so grumpy and picky and always

velling". Although physically present these fathers are not psychol-
« ogically available because of the states of mind they appear to be in.

Fina11§ the adolescents point to fathers' lessor capacity to

understand and help with their problems as a reason for speaking with_

them less frequently. °We already noted that Paul does not feelthis

father's optimism or pessimism to be particularlf helpful ih dealiné

1 .
with his problems. Fay indicates that her father does not listen to
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her and cannot understand her experiences as well as her mother
because he was not a girl. Carol notes "I don't talk to dad much

o

about my things that need to be understood"”. Here the ;dolescents
sugge. t that fathers understand them and their lives less thoroughly
than the ‘mothers. This lack of understanding may be accounted for in
part by the father's lack of the day-to-day information about the
children's lives and feelings that the mothers gain from their
contiﬁuous talk with their children, which provides the contextual
knéwledge of persons and situations‘needed for proper responses to
and useful advice on something the child is experiencing on a
éarticular day. Since the fathers do not have this knowledge, they
cannot be as intimately involved as the mothers in their children's
separate lives.

Although the adolescents did not report this as a reason for
limited céntact with the fathers, they frequently cited a particular
interaction style engagédrin mainly by fathers that may account for
some of the decreased communication. Teasing occurs between parents
and children, most often the father teasing the teenager, not in-
variably. Tyo forms of teasing were mentioned. First some parents

7/
call children names that ridicule characteristics the child is
sensitive to. ”ﬁoney—pot" is one father's name for a somewhat
overweight son. ;nother refers to his talkative sorn. as "Motor
Mouth". Whether or not the'parént intended to hurt the child,
he/she always feels injured and wishes the parent would not use the
name.

More common than name-calling, however, is a tendency to

mock the child's perceptions or ways of handling himself/herself in

a situation. We already noted how in Beth's family the father and
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" brother ridicule. the behavior of the younger brother. Beth ahd her
mo;her do not participate in this ridicule; Beth also does not share
events that would open her to such ridicule. 1In another family both
mother a;d father laughed continuously at the simplemindedness of
_;heir fifth g;ade cﬁild, who came home with a neéw school team shirt
and anncunced that ié was not supposed to be washed because it belonged
to the school. 1If adolescents feel liable to ridicule by their paténts,
and thus potentialiy emgarrassed and hurt, it is unlikely that they
will often share aspects of their lives which might render them vul-
neraple to the teasing parent(s); thus, the habit of teasing limits
the pérent(s) access to the day-to-day experiences of their child.

- '
Furthermore, the child may‘feel that the parent is in§egsitive to
his/her feelings and so further(repreés expression'of feelings that
need to be understood by various members of the family.

We must note that teasing occurs alongside generally close
and warm parént—child relationships and does not always produce the
deleterious outcomes referred to above. Almost all the adolescents
indiqgte that they feel close to their parents, sénse that they are
vunde§§£ood by them, and have good relationshipé with them.

Overall,.these a§olescents have very cohesive relationships
with theif parents, maﬁifest in their cémmunications with each other
in which the parents enthusiastically share the joys and concerns of

their child's days. This overall involvement of the parents in the

youths': lives, coupled with observations and réports of much kissing,

I

hugging, touching, and physical closeness in the families, make
comprehensible the cohesiveness of the parent-child relationships of

these seventh grade adolescents.
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c. Adolescents' Involvement in Pafsnts' Lives

' Thus far we have talked about the nature of parent-child
involvement, especially communication and cohesiveness. We concentrated
on how parents become involved in the life of their child. We observed
that parents are knowledgeable about and supportive of their child's
separate life. Yet the idea of involvement implies a mutuality not
vet addressed. In thinking of parentiné we usually assume that parents
are involved in the life of their child; But we might also ask whether
the child is involved in the life of the parents, for like tﬁe child,
parents engage in many activities separat; from the life of their family.

We were directed to this question of mutuality after

spending time with Fay and her mother one afternoon, sitting on the
éeck and relaxing in the sun for an hour or so. Throughout this' time
Fay and her mother carried on a fairly steady conversation on which
Fay described various peer happening;, talked about her bus driver,
inéicated that she needed new roller skates, and generally informed
her mother about various aspects of her life. Fay's descriptions and
opinions were extensivé, but‘her mother reciprocated in kind hardly .

2

at all. From the fieldnotes:

-

Fay spent some time telling her mother about schoel and the
bus situation. She did it in such a way as to turn to her
mother and say, 'Mom, you remember this,' or 'Guess what happened
to so and so?' These observations were clearly something
Fay was sharing with Her mother. The mother, however, did
not share about herself with her daughter in front of me.
On the other hand, she did talk directly to me describing

! her feelings about various aspects of her life. This talk
was directed to me and she and I engaged in a conversation.
But this talk was not directed to Fay. Although she could
listen to our conversation and thereby learn about her mother,
her mother did not directly share about herself to her daughter.

It is not clear whether this episode is representative of the conversation
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between Fay and her mother in the absence of the observer. Nonetheless,
it led us to question the extent to which the parent-child relationship

in general, is mutual or unidirectional. These parents are clearly

involved in the adolescents' lives. To what extent are thevadolescents
“
involved in their parents' activities and concerns? s
. AN
This qQuestion assumes theoretical importance for the

- understanding of child development when we remember that the seventh

grade; is jgst beginning the tasklof identity formation, starting to
put together ideas of the kind of person he/she will become as an adult.
For this purpose, parents are the teenager's most accessible models;
from cbserving them, the youth assembles many components of his/her
ideas and feelings about adulthood. Thus we must investigate not only
how much mutuality prevails in the parent-childhrelationship, but also
what imagés and knowledge of adult life the youth gains through the
relationship.

The majority of these adolescents are not assigned weekly
household responsibilities.. As we noted, however, they become involved
in this aspect of their parents' lives when the latter ask them for
help on an ad hoc basis. When asked, Paul sets the table, Heidi helps
in the kitchen, Carol helps to clean the garage, Gail vaccuums the
hall, Alice cleans the bathroom. As the adolescents take on these house-
hold tasks they become collaborators with their parents in the adults’
projects, and provide support for specific aspects of their parents'’
lives. This process is clearly exemplified in Beth's changing household
responsibilities:

ﬁhen my mother goes to work my brothers’and I ha;e to do the
wash and make sure everything's neat and clean and make sure
everything is all right...But she's not working now so she
does the wash herself.
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These children. support their mothers in their household
work just as the mother supports Beth's life by driving hér to friends'
homes. Similarly, Ron assists his father by working in the garden.
We know that Ron sees this gérden as his father's project, not his own
or the family's; his work in the garden enables Ron to assist his fafher
to achieve the pattern of living the latter aspires to. Parents may
_exercise a degree of compulsion in these matters that the children cannot
exert in the 6pposite direction. Nevertheless, achieving the child's
cooperation often ;equires considerable nagging.
The child is drawn into parent's tasks not only by parental
demand, but also by simple propinguity. Returning home from picking
»up a child at a friend's house, a parent may stop at the grocery store;
the child therefore accompanies the parent during the shopping. Bgth
talks of a typical situation between parent and child:
It's terrible going shopping with my mother. 'Oh, my god,
if she goes to store she's there for five hours
trying things on, and I tell her it Jooks terrible so that _
we can go home.' It annoys her if they are going shopping
for her and her.mother says, 'Well, I'll just stop here for
a minute,' and it takes another half hour or something to
get something for her mother. “
' Beth may have had an activity she planned to do when she got home. But
if the mother takes a long time or makes extra Stops, Beth must wa{t
around foiﬁher mother to finish. Thus the child is obliged to alter z
her life plans to accommodate the parent, just as the parent must accommodate
to the child's activities when he/she buiids her plans around those
of her child's.

‘Not all participation in parents' lives is unwilling

participation, however. When the adolescent enjoys the proffered role

in the parent's life, participation is more willing. Alice, Beth, and
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Fay all spend time coocking with their parents. This coocking is done
more out of the girls' attraction to an enjoyable and responsible task
than actually to help the parent. Fay heips stir a cake and eats the
batter. Heidi and Carol bake brownies for the fun of baking and eating
them, rather than to provide a dessert for the family.
In Alice's home one afternocon the following was observed:
Her mother started to make dinner which was going to be meatballs.
Alice gets up and says that she wants to help. So her mother
says squash up the meatball mixture. But Alice doesn't want
to squash it up. The mother does this and tells Alice to
put the meatballs into the pot of sauce. She shows Alice
how to make the meatballs and Alice forms the meatballs and
puts them in the pot. Her mother comes over and stirs it
a little. When Alice was stirring it on her own without her
mother's instructioms, the mother said, 'Don't do that! You
are going to break them up. Just put the 1lid on and let them
simmer.' During this process the mother is standing and watching
and talking to me. I asked Alice if she likes to cook and
she said, 'Yes, it's okay,' but that she definitely likes
to help and do this and that but not make the whole thing
herself.
Alice helps her mother with dinner but oniy wants to do those parts
of the task that she enjoys. She likes to cook but she does not want
responsibility for the whole meal. Alice's mother uses this time as
an opportunity to instruct Alice in proper cooking techniques. Mother
and daughter do not really cook together, for the mother mainly watches
the daughter perform during this time. Alice is "allowed" to cook,
as she-later put it, a task seen by her as a privilege of getting older
and more responsible. The daughter's activities are not a true help
to her mother in that the mother does not‘need help at that time. Rather
‘the cocking becomes an opportunity for instruction. 1In this way the
adolescent's spontaneous interest in parental behavior is an opportunity

for learning. As the child participates in the parent's life tasks,

the parent uses the participation to further the child's development.
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We recognize that Alice's help with cooking arises out

4

her desire to cook, not out of a wish to aid her parent. Only Heidi's

mother notes that Heidi is beginning to help her around the house more

_spontaneously because "I guess she can see how much work I have to do

around here." This kind of spontaneous helping of the parent in tasks
without being asked or nagged is rare. In general the adolescents are
not oriented to helping their parents. Whether or not the adolescent's

pa:ticipation in the parent's life tasks is spontaneous, coerced, or

.developmental in nature, through the involvement they gain access to,

the nature of these tasks in the parent's life.

Thus far the tasks discussed are household tasks that
are easily observable and accessible to the adolescent. 1In the adult's
life there are many other aspects that are not readily accessible to
the adolescent, such as work and out-of-the home activi;ies. The avail-
ability of genuine involvement in these areas of adult functioning is
a key factor in the growth of the children's understanding of adult
life outside the home.

These adolescents are best informed about and participate
most frequentlyvin adult income-producing work based in the home. Carol's
mcther makes candy and barrettés to sell. During the cooking of the
candies the mother periodically asks for help from the children who
willingly get thé ingredients she needs.from the shelves. All the children

stand and watch the candy making process. Carol becomes more instrumentally

involved in the mother's work in the selling of the products. At the

pool one day:

Carol was wearing a wide barrette to keep her hair back. It
was a fancy barrette and a woman present said, 'Oh, aren't
you going to rust it?' Carol said, no it was waterproof.
The woman asked where she could get one. Carol said, 'We
make and sell them.' Carol said that her mother makes them
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and she sells them at school and distributes them at various
stores in town. Carol knew the prices of the barrettes and
why they were priced that way.

.

Carol says "we" make and sell them. She distributes her mother's products,

and clearly thinks of this as her and her mother's bUSiness‘in which
she has an important role. In doing the selling and distributing she
beccomes ;ware of an aspect of the the adult business world and indeed
;ounds very much like a salesperson. She alsc becomes aware of the
. - "

reasons that things are.priced as they are. S$he enjoys this role in
her.moﬁher's business but her success in it is not something her family
is dependent upon for financial support. She thus gains access <o some
aspects of adult economic activity but not to all of them.

Similarly, Ron participates in his family's business.
Although not located in the home, the home has a connecting telephone
extension. In addition, the business is located in the neighborhdod,
a unique situation for the families‘infthe sample. Ron often helps
them after school. His parents pay him to do the gardening, and to

answer the phone and do light office work like stapling. The stapling

is comparable to household chores in that he is often nagged to get

this task done. Altﬁough some of the tasks assigned to him by his parents

do not interest Ron, his general participation in the busiq?ss does.
H; always speaks of "our" business and seems interested in making a
contibution to it. When he noticed a competing business opening up
down the block he wrote down its name and address to tell his parents
because, "I'm sure they will be interested." He speaks with %oncern
about the national economy and itsfeffect on the business. Ron says
that dinner time in his home is most often associated with”disucssions

about the business and its success.
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He said that besides jokes the only other thing that they .
talk about at the table is the business. They talk about

the recession and how it is affecting the firm. I asked him

‘what the effect -was and he said that there had been no effect,

that people were still buying their product.

Through his involvement in the busines§ with his parents, Ron like Carol
gains experience in, knowledge about, and access to ﬁhe process of work s
and acdult behavior infthis context. ‘
For the most part, the other adolescents can label their

parents' job(s) but they do not display knowledge of or interest in
the process of the work or their parents' experience of work on a day
to day basis. Asked about her father's work, Heidi can only say that
"he works hard;" this is her only descriptor of what her father does.
When asked how much he knows about his dad's job, Paul says:

Not much. . '

[His dad never really talks about it and he doesn't ask questions.

He knows that the company is involved in electronics but what

his dad's role in the process is he doesn't know. He said
he'll have to ask him about it.]

e

‘F;y and her brother asked théir parents to sfop talking about work in

front of them because it did not involve or interest them. Fay's lack .
of interest can be partially explained by the fact that for the most

part her parents do not share their work experiences with tﬁem directly;
nor are theirbplaces of work accessible to Fay, as they are in Ron's

case, for observation and participation. Mgst adolescents, including

Faé, share the events of their own day with their parents, but' Fay's
parents share the events of their day with each other, not the children.
Fay senses she is excluded from and not expected to understand herAparean'
table conversation and wants it replaced by éomethiné she can participaté

in.

These patents contrast with Lee's father, who brings

-

his son to his workplace and has continuous dialogues with him about
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nis work. -Lee takes an interest in his father's work and enjoys talking
,to him about it, for Lee wishes to be a therapist also. Lee thus sees
] . >

talk about his father's work as.pertinent to his own life and future:

@ .o

His dad is a professor at a professional school in psycholog& .
and Lee agpires to become a therapist when he grows up. Lee
sometimes talks about particular cases with his dad. Wwhen
‘Patty Hearst was being tried he asked him all about that because
he didn't understand about the psychological procgss‘Qn that - ' B
case. Lee said that he has read some of his dad's transcripts
that he uses for teaching and talks to him about these. He |
said that he has gone down to his dad's office and locked ‘ T
at tapes from the classes. He said that when he was done
looking at the tapes his dad looked in on him and asked him
. 5 some questions to see what he had learned. el

!
* Lee says that his father discusses issues of therapy with him! instructs

him in the dynamics of the therapeutic process, §ives him insight_ébout.
: . L

the‘nature of the profession{ and does all this in such a :ay as to
ve understood by and interesting to his son. what the father shares
with Leé? however, is not what the father is currently doing or the
father's feelings about his'current_work. Rather the fathersperceives
these interaction® (as descr;bed by the son) as opportunities for iﬂstruction,
in wnrich é&g‘father tells and the child learns. -

We must distinguish here among observing, instructing,

and sharing. 1In our descriptions we note that when the adolescent has

direct access to the parent's work life he/she observes and may participate

%

in that aspect of tﬁé parent's life. The adolescent thus sees the parent
in an adﬁlt :gle other than the parental one. £ the adolescent expresses
interest in the parent'sdw0rk, be it COBking or a profession‘ the parent
may instguct the child in th;\area of interest. Thus the child gaigs
further access to skills and inférmation useful in that aspect of adult
life. Theo parent now‘takes on the role of instructor, an expansion

of his/her original relationéh;p with the child. 1In either case, parent
and child rarely carry on a dialogue about the parent's exéerience of
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being an adult, and pargicdlarly the parani's out-of-home experiences

»

as these affect the %arent-cbild relationship. If the child does not

~ .

ask about non-observable aséects of the parent's life, he/she is.likely
A

" fo gain no knowledge of those dimensions of adulthood. More important,
i

£ ’

since the adult rarely volunteers information to his/her child about

his/her experiences outside of the home, the adolescent achieves a very

- .

partial understanding of the’major and lesser happenings and issues
of adult life that affect parents' moods and famjily dynamics as a whole.

For example, Jack sensed for some time that there was .

Al hY

some problem in his father's work situation of which he was unaware:
P ,

Jack said lately he has been really worried. Up until recently
he felt that his family had been doing okay financially. They
never for all these years had to worry about, money. Now it
just seems that his family is falling apart. They are really
short on money. Jack said that he felt that the real reason
his dad could not bring some pictures home that they had

taken was not because of advertising needs in the business
but because his dad did not have the money to pay for them.

He said that his dad has been so ghort of money that when

he takes money for lunch in the morning (40¢) he feels like
it's the only money that his dad has for the day.

He said that usually his parents don't talk about money in
front of him but he became aware of how tight things seemed
to be money-wise and he asked his dad to tel] him about what
was going on. He told his dad how wdrried he was about his
family going broke. 1In this conversation, however, Jack found s
out that there was a prospect for a very good new.business
and that in a while they would have a lot more money. But
what he feélt best about from his dad's conversation was not
the financial part but that he would be able to see a lot
more of his dad. He said that it would be located nearby
and his dad would not have to work at all on saturday.

Probably trying to shield Jack from financial concern, his parents "did
not talk about money in front of him." Yet Jack became aware of how

worried his parents were about money. Finally, he asked his dad what

*

was going on. In this conversation his dad learned of his son's concern

]

and the son learned that things were going to be all right and perhaps

. e .
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better than they had been. Subsequently, Jack spoke regularly with

his father about the new business, found out when the contracts would

be signed, and grasped what was happening in his father's work. Presumably

Y

if Jack had not approached his father he would have continued to think
A

that all was not well, even\¥hen positive changes were occurring. The

adolescents ;eem to be skilled at detecting parental preoccupations,

»

but when théy are ndt involved in dialoguing about the nature of such
problems they may imagine them to be much worse than they are.
But in areas of less vital concern, the simﬁle happenings

of a parent's life may gb unknown by the adolescent because of the absence
k'
of dialogue with the adolescent about the évents of parents' lives.,
: ~

A conversation one afternaon among Debra, Bllenf and Debra's mother

Y -

was qd&te surprising: - s ‘ . '
I found out that Ellen's father was very involved in an organ-
ization with Debra's mother and had the last evening won an
award for a contribution. Debra‘'s mother, who was telling
of this, did so by~asking Ellen vwhether she had told her father
how proud she was and that she should be proud. Ellen saxd
that her father didn't tell_her about it but only that he
had a meeting. After a pause Debra asked her mother if she
had won anything. The mother said that she was elected to

o+ an office for the next two years, so that is kind oﬁ an award.
‘ h
Bllen found out abQut the‘events of hér father's life from her friend's

. -
-

mother. The father had only indicated thak 'he was goxng to a meeting.

But Debra's mother also'had not told her daughter that she was running

—

far office, let alone had won it. Debra gained this information only

@hen she asked. Even theni Debra's question seemed like an afterthought

and not a typical query by this child of her mother. What is suggested
here and in other observations is that 3pontaneous'sh§ring of tne events

of out-of-home life is something that the child does with ‘the parent

.

) ~

€
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and that the pafent'does with the child only in rare and special instances.
In addition, the parent regularly inquires about the chila's day, but
the child does not inquire about the parent's activities. Only once
~when we were in the field did a child ask a parent apout her day, an§
this was in reference to the mother's physical conditicn as she had

-

just gotten over an illness.

A definite set of norms and expectations seems t; be -~
operating here. Whereas parent and child expect to share”the child's
1ife events, they do not expect to snare the parent's life events. Parents
should be interested in their child's life, but this intgrest néed not
be reciprocated by the child. The parent should be helpful aﬁd supportiGe

of the child's life, but the child'need not willingly support the more '

mundane aspects of the parent's life. Only when the child is personally

“interested in the parents' out=of-home work does the parent provide-access

to this aspect of his/ner life. For the most part, the child knows
best the at-home part of the parent's life. He/she is unaware of the
.processes and events of the parent's life that are not directly available

to them.

We are not SUGGESEIRG EHAE 1E 1§ 00RO bag for-the - . oo

child to be involved in and knowledgeable about every aspect of the
parent's life. Yet we recognize tﬁat out of séme degree of involvement
that the child can gain important components §f an image of what it
means to be an adult. To the extent that the“parent makes<more asgects
of his/her life ;zailable to the child, the latter will compose a more
real4stic and complex picture of what they are growing into.and of the

future they must prepare themselves for.




d. Summary: Parent-Child Relationships

'

~In the last three sub-sections we have discussed the parent-

child relationship as:an association between two pérsons. The over-
riding concept we addressed is iﬁvolvement. We noted that inveolvement
may be thought of as potentiall; mutual, but that in this group of
families, the parents participate in their children's liQes but for
tge{most part the adolescents participate in the parents' activities

only to a limited degree. "Mutuality" would not characterize most

of the relationships. The involvement that does occur of children

in their parents' lives is'mainly home-based, rather than out-of-

home or work-based. for the most part, involvemenf and communication

occur through the pareat being enmeshed in and suppogfive of the

child's life via direct interaction with the child and through sﬁpp—

ortive behavior by the parent when away from the child.

‘ “
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that of parental involvement is largely guidance and maintenance of

v

the child. Through talk and action-the parént sees that the child is

prope:iz’B;Hén care of and helps them to manage more effectively in

fo S 4
their out-of-home lives. This way of organizing the parent-child

1

- ~re1ationship seemsfto_bewexpected.bywbbxhwpa:ent"and child;. . both :

assume that the parent should be»concerned abquf,.interested in, and
suééortive of all aspects of the child's life. Few aspects of these
seventh graders' lives are closed off to the parent although this
.wiil probably éhange in the next few years of adolescence.

Finélly, we suggest that the pattern of non-mutual involvement

that has been identified reflects not only how caring and sharing

occur in‘these families, but aléo influences the model of adulthood

each adolescent is assembling upon“whith each will, -in-part, form ...
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—Whilethe vehicle of "family life" is mainly leisure activities,
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an individual identity. Thus the absence of approximate mutuality,
. 1 _
particularly with respect to parents' communicating about their out- ' d
of-home activities, may well profoundly influence the futures of

each of these children.




E. Organization

In this chapter we will focus on the organization of the Jewish
seventh grader's world. Three dimensions seem important for characterizing
this world. First, it has a particular geographic location, i.e., it

4

is centered in a neighborhood with boundaries, within which the lives

-
)

of the adolescents mostly take place. Second, the youngsters' world’

is prediétably organized in time:' there are habitual activities, recurrent
persons, and an overall flow in their iives. Lastly, their homes are
similarly organized, physically and esthetically. In the néxt pages

we will loock at each of these th;ee dimensions; iﬁ turn.

o . .
1. Geographic Dimensions

Al ¥

Westville is a suburb. 1In the neighborhoods in which these children

live the streets are not laid out like city blocks. Most of the houses .

are on winding roads or cul-de-sacs. Generally, the adolescents have
néighbors next door and across the street, but backyards are separated
from other yards. and houses by wooded land and streams that make communi-

cation difficult. From only one home in thé sample was it possible to

walk around the block, which took a considerable length of time because

of the lengths of component streets. Usﬁélly on a walk with the adolescents
we backtraced ér cut through someone's yard in order to return a different
way.

Yet_each adolescent hasba éeneral area igfgggch he/she has friends
and knows people. Patty talks qf the "upper block" and the "lower block,"
and how she is on the lower block and knows mdstly people -from there.

Four other adolescents live on winding streets of this sort. They sometimes

walk in a larger area, down one long road up a long perpendicular street,

across another long wiﬁaing road; and back down a second perpendicular

street. These adolescents know other adolescents dispersed along the

»
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route. Seven adolescents live on cul-de-sacs which often parallel other
cul-de-sacs and empty into main or largér streets with some traffic.
Within these,semi-boundvareas, the adolescents have friends they spend
) time with. Findlly two of the youngstets; houses are more isolated,
| one situ;ted on a busy main road, ‘and one on considerable property isolated
from the sight of other houses. 1In both cases the adolescents knéw persons
'nearby, but seem to experience less sense of neighborhood thhnAthe
oﬁher children, although they éertainly enjoy neighborhood relationships.
The sprawling neighborhood areas are gengrally bound by large
main roads, strips of forest( bridggs, or other physical features which
became the first restrictions the adolescents experienced ;hen younger.
! These bounded areas focus oh different highways, schools, and shoppiné
areas such that informal communication among ‘them is difficult. Getting
- —— - ————to scheol- uwsually involves great distances and crossing highwaysand
main streets; all but two of the adolescents ride the bus to school.
. At the school the youngsters meet and make friends with children from

other neighborhoods in Westville.

Because of thé sprawling nature of the town, and lack of frequent,

reliable public bus éerylce, le§Viﬁ§;fHé“ﬁétghburhood"is—probiemmat&ew -

for children of this age. Three primary modes of transportation figure

in their lives,'each taking them an increasing distance érom their homes.
- Most often, being older, these teenagers may geq?:ally walk or bicycle

out of the neighborhood, along and across major traffic streets. They

are not, however, allowed to cross the two limited access highways that

cut through Westville. Within the range of normal walking and biking,

'

most of the adolescents have favorite destinations other than the houses

of friends in other neighborhoods. Three go to their old elementary
school, which is closer than the middle school, play in the playground,

1122 ‘ : ‘
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and sometimes talk to old teachers. Many live close to shopping centers

to which théy can gain access without crossidg a highway. These children

often walk or bike to the centers to get ice cream or o;her food and
to look in small clothing and other stores. One "mall" has pinball games
that one of the adolescents espécially enjoys.

In no case did we see the adolescents associating in large groups
at any of these places. They do not "hang out" with a number of friends,;
but rather use the places for mission-oriented visits,.usually with one
friend or possibly two. But some of the adolescents are limited by the
remoteness of their neighborhood and rarely frequent the shopping centers
and school playgrbunds.

Their own neighborhoods, nearby shopping and school areas, and:

the routes to them are the major places that the adolescents frequent

when going out alone or with friends. Other destinations involve greater

distances or crossing the highways, and no parents allowed the adolescents
to use these roads. The third extension of the adolescents' territories
occurs with the assistance of parental chauffeurs. Parents drive their

children to synagogue and Hebrew School, to other forms of instruction

and sports activities, to larger shopping centers, to moviéé ﬁhat they

want to aétend with friends, and to othér friends' homes who live outside
of the neighborhood. Going to themmajor shopping malls occurs i%frequently
and remains a special event for the adolescents. On thé other hand,
parents are not reluctant to drive their children to friends' homes or

to various organized activities outside the neighborhcoed. Thus these

teenagers remain remagkably dependent upon their parents for access to

magstigq;gicaﬁt se;tings_in their lives.

O
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T T nﬁfﬁﬁg”ﬁh@‘wéék*the“adbtescentS"attend*SChOOl.“affiYinq”h°me“eaGh'""""

(above) watches her sister Mondays and Wednesdays until her mother gets

-~

2. Schedules: Daily, Weekly, and Other

The pace and components of these youngsters' lives are fairly
consistent from week to week. Although some have more activities and

some less, Patty's description gives us thé flavor of a typical day and

week:
I get up in the morning. I get dressed, I go and brush my teeth,
wash'my face. I come back to my room and put on some makeup.
I go downstairs, I have breakfast and my friend and I go down
together and get on the bus. I go to school, go through seven
‘periods and get on the bus, come home, and have a snack while
1 read a book. Tuesday and Thursday I go to Hebrew School and
I come back and eat supper and do my homework. Friday I have
a [sports] lesson and after that I come home and have a little
supper and maybe call up a friend and see if she can come over,
or sleep over, or just come over a little while and just busy
myself for the rest of the night. Monday and Wednesday I
usually read until my mother comes home, or I de my homework or
go outside. Then we have supper and I do my homework and I watch
TV and go to bed...Now I start a program on reading comprehension
on Wednesdays.

|

day about 3:00 p.m. They all have a snack after getting home. Those
whose mother is at home often talk with her about the day during the
snack. Two of the adolescents take care of siblings after school: Patty

home, and Sonya loocks after her brother everyday for half an hour until

t

|
. . 1

her mother gets home.

Two days a week the adolescents attend Hebrew School. They have
one to one and a half hours until they must leave for Hebrew School.
They usually fill this time reading, going outside with block friends,
watching television, or doing homework. Some of the adolescents haye‘
after school activities at the school, such as éymnasticé, band practice,

or theatre practice, which means they do not get home until 4:00. 1f

1
'

this is so they have very little time until Hebrew School{ and as Dick
says, just "hang around" until it is time to go. After Hebrew School
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tﬁe adolescents usually eat dinner and do homework, after which they

watch television before bed. Bedtimes are between 9:00 and 10:00 p.m.
Often they have half an hour to settle down in their rooms readiqg, writing
letters, or listening to music before they go to sleep.

If there is no Hebrew School the adolescents may get off the school
bus at a ffiend's house for the afternoon, expecting a parent to drive
him/her héme later. Sometimes a boy or girl "eats over" at the friend's
house, eQen during the week, and goes home afterward. If they do not
visit at a friend's house or have activities at school,’the youngsters
watch television,}do homework, engage in hobbies or sports, attend bar
mitzvah training sessions with the cantor, take other kinds of lessons,

or spend time with block friends walking, biking, or hanging around in

the neighborhood. Only one adolescent has a regular job, which is delivering

-~ papeérs after school: —Some of the girls, however, babysit during the - - =~ -

week. Generally evenings are devoted to homework, bar mitzvah practice,

and watching television.

During the weekends the adolescents are also Quite busy. Frequently

¥

the girls gleep at one another's home. They often spend part of the

T — . ‘ . ‘ .
- next day together going to the shopping centers, movies, or just 1in the
’ ]

neighborhood. " But as this is bar mitzvah age, they often have bar mitzvah

services on Saturday morning, followed by a party in the afternoon or evéﬁing.

On Sunday morning they all attend religious school at the synagogue.

Two of the families frequent Friday night religioué services -with their

adolescents. A good number of the girls and a few of th? boys babysit

on weekend nights when they do not have other activities. Sunday afternoons
Vvand Saturdays without bar mitzvahs are filled by hobby and hobby lessons,

family outings (e.g., a trip to Boston), or family chore projects (e.g.,

cleaning out the garage).
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‘does not have this contact because her grandparents are no longer living.

Another major weekend activity is visiting and hosting gtandparents
and other extended family members. Most of the adolescents have at least
one grandparent within an hour's.drive. Many of the other grandparents
live in the New York area and visits to them are frequent. The structure
of the adolescents'lives can be understood not only in terms of recurrent
weekly activities, but also in terms of the intermiﬁtent Jew;sh ﬁoldiays,
school vacations, long weekends, and other holiday breaks. During éuch
intervals trips to see extended family are very likely. A few of the‘
adolescents whose grandparents live far away write frequently to them,
telling them what is happening in their liv?s. Overall, there‘is ccnsiaerable
monthly contact with grandparents for the adolescents. Only one adolescent
But for the most part, parents make great efforts to Beep in touch with
the children's grandparents and to bring their children into contact
with them also, especially if they live nearby.

Usually these contactsvoccur in the form of visits to tbe grandparents’
home, where the adults talk and the adolescents engage infEelevision-
wq;ching and eating. 1f cousins are present, theyaoften’play with them. ,

Jewish holidays are major times for families to get together in this

manner.

k3

Other than family get-togethers, there is not a great deal of
AN

one-to-one interaction between the adolescents and their grandparents.
Larry's grandmother visits his home twice a month, but few others live
close enough for the adolescents to drop by and none mention doing this.
The extended family is a significant part of the adolescents' lives,
but not of their day-to-day existence in terms of direct contact. A
few report some individual activities with grandparents, such as going
to the movies and being taught how to swim and other sports. One grandfather
126
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made a doll house for his granddaughter. Usually, however, contact with

grandparents occurs duriﬁg‘family visits. d

«
. . « - 4

e . . Taken -together, the ‘various components, of the youngsters' lives

- make for a schedule in which time is filled up to a large extent. Having
time filled up is such a common experience for ten months that when summer
comes structuring this period becomes a major issue.

Seven' of the fifteen adolescents go away for the summer for eight
weeks to camps in which their dayé are structured around various activities.
Eight weeks of camp leaves very little unfilled time during the rest
of the summer, but as Laura,says if she géts out of school on Friday,
by Wednesday she will be bored. Two years ago Laurd signed up for‘only~
four weeks of camp in the second half of the season, but became so bored
that her mother called the camp to see if she could come early. Vacation

" times are also problemmatic because of the amount of unstructured time
which consequently became bbring for the adolescent3™ Larry talks about

a vacation week s

, : On Monday he had gone to a ball game with his dad and a friend,
~ . but otherwise there had not been much going on. One of the friends
present said that he wished the vacation was over and they were
back at school. But then he added that it would be Friday and
they would have a weekend to loock forward to. During the time
with Larry and his friends, they were just hanging around the
garage. Every so often they would say, 'So what do you want to
do?' They indicated that they spend a lot of time deciding what
: to do. : )
Larry's observations and experience are characteristic of most of the
adolescents. If they do not have structured activities they become bored
and do not have great numbers of ideas of what to do, even with their
friends, when they must f£ill in a whole day.
Camp, in providing various activities throughout the day, provides

s

the kind of balance between structured activities and limited free time

that the school day provides. But the activities are leisure- and religiously-
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.
oriented. ULaura's camp has religous classes in the mornings and sports
and crafts in the afternoons. Saturdays at camp require attendance at

morning religious services. The different camps have different mixes

-

of activities but the majority consistently provide for a balance of
. required activities and unstructured time.
Rachel emphasizes the importance of structured time for the adolescents

in discussing why she and her parents have decided that she will attend

a different camp:
- . n

I asked Rachel's mother how she could stand having Rachel gone all
summer. She said that they really miss her but the kids see the
summer as just time stretching out before them with nothing to
do. The camp they have now chosen has lots of activities: hiking,
canoeing, skiing, sailing, and other things that all the girls
have to do. At her last camp the kids could pick what they wanted
to do and they all chose to sit around talking and then complained
because they were bored. Here they have some free time but most
of the activities are required. It's really like an outdoor school
for the summer. :

During this conversation wi;h Rachel's mother, Rachel was elaborating

and concurring with her mother asvto,the problem with the other camp.

she was ahgry that the camp personnel let the campe;s ;hoose what to

do. She said that is not organized enough for her. The adolescents

feel cogforgab;g Q}anning a few hours a day by Ehoosiné among lisﬁed
choices what to do. But whéen they have to fill weeks of time over the two
and one half months of summer they cannot imagine how to do it, and

camp eliminates this overwhelming challenge for them..

The extent of the variety of activities necessary- to keep the

adolescents unbored becomes clear when we realize that Larry, who could

v ‘ not figure out what to do during vacation week (abowve), lives adjacent
to a pond where he can canoe, hasg a swimming pool and a tennis court
in his backyard, friends with whom he can play street games, and still

/ is bored. Similarly, pbnny has a pool, a motorbike, a bicycle, and
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horses to ride and jump, yet says that "home is boring” and spends most

of her time watching television. Structure and variety are therefore
important in the lives of the adolescents.

During the summef, even the youngsters who stay home structure
their lives with activities on a daily basis. Lila and Penny have daily
hobby lessons and spend the rest of the day swimming in their pools. ®
Alan's parents do not want to send him away to camp, so he attends é
daily baseball camp instead, Peter joins a theatre group'that puts on
plays and plays in an organiggs\baséball league as well. John is a junior
counsélor in a day camp, and atébnds ovérnight camp for some weeks. Susan

does not have organized déily activities but babysits three days a week

and goes to a pocl down the block also. In addition she stays with her

2

grandparents for two or three weeks and travels with her parents an additional

3 »

two weeks. . -t

Larry is the only adolescent who_had no organized activities planned

Y A1 .
.for the summer: following our contact with him:

The family will be going away’for two weeks in the middle of the
summer. Most of Larry's friends will be here during the summer.

He has not decided what he‘*will d¢ this summer, but he feels that °
it will work fine and he won't be feeling like getting back to :
school at the end of the vacation...He feels he'll have enough

to do and isn't worried about being bored..'
. * Vd

Larry, as we noted, has a variety of actigities available to him at his
home. 1If his friends afe avaiiabie he will be able to %Ft through the
ten weeks without boredom and the paralysis of decisié?hﬁhking that occurred
during the week-long vacation. But if we look at t;o ado}escents with

whom we met a bit during the same summer, we wonder... Lila daily engaged

.0

in'gymnastics but was still unhappy because the rest of the *day there
was nothing to do. She spen€¢it alone at her pool.\ She says that all

her friends are at camp and tells of a’letter from one who said;she hated
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camp and was going to ask to come home. Lila héped she would, but the

friend did not ‘teturn.

We saw Richie also before his camp began, when he was with a friend:

- After we talked for a while Richie looked over to Joe and said,
‘You look pretty bored.' I asked them what they had been doing
before I had arrived. Richie said that they had been riding around
on their ‘bikes and on the motor bike. Joe made a joke that we
could go play kick-the-can now. Richie suggested that we could
go get ice cream. I asked him if that was his summer pastime,
eating. He said it was, that there wasn't much else to do during

//’ the summer. Joe again sarcastically suggested we could play kick~
the-can. Later, they flipped through the TV Guide for HBO looking
to see what shows were going to be on that week. They were attracted
to the R rated movies. Richie invited Joe' over to see a movie
with him that night, Later we 'rode bikes to an electronic games
center in a restaurant where we got drinks.

Richie and Jce manage to d? a number éf things during this day. They
also seem to have thac’bozej, aimless quality that also mazks‘narry‘s
vacation time when the fziend; couldn't decide what to do. Lila 13 agpecially
bored without friends, but even with friends withotlt a structured scheduic

the adolescents slide from activity to activity, ﬁll of the sort that ;
provides immediate gratification: riding bikes, eating, watching TV,

and playing games. .

Although each of the adolescents is difgetcnc and 30 their capacities
to entertain themselves also vary, the fact remains that they functicn® .
best with only smafl amounts of time to structure themselves. We could .
understand, then, one reason why the lives of these seyenth graders are
so busy and scheduled.” Yet their time was not so structured £ha; the

adolescents had no choices as to what they would do, day-by-day.

3. Organization of the Home

All of the adolescents live in single family dwellings that their
parents own. All but two live exclusively with nuclear family members.
l' - -
In one home, an uncle co-resides, and in one the family is visited twice «

. *
a month foy a few days by the grandmother, who has her own rcom in the h2ouse,
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All the homes are situated on at least a quarter-acre of land, usually more.

One home is more like a small ranch, with harse stalls, a corral, jumping
areas, and large unused portions. All the homes except this one have

a two-car garage; all the families own at least two cars. Families with
college-age children often have additional cars belonging to these children.

The homes are generally built on two levels. In some the bedroom

C e e e s pekblens ¢ e anm e
M il - p—

areas are upstairs, but in others thé first level ié a baseﬁent/den and
the bedrooms are on the same floor as the general living area, usually
off a central hallway. All the homes have a living room, dining room,
and two, three, or more bathrooms. The living room and dining room are
used for entertaining and are not frequented by the families. Instead
families gather in the den where the television is located. 1In only -
two homes is the television located in the living room; one ;f them does
not have a den. In the other homes the den is either a separate room
on the first floor or converted space in the basement.

The den is the most heavily used room in most homes. The whole
family gathers here to relax and watch television or ligten to music.
The adolescents spend a lot of time in this room with their families,
primarily watching television. One adolescent does her homework in this
room in front of the television. Some‘homes have a basement recreation
area in addition to the den. The basements are also used for storage
and tool and woodshop rooms. Some have recreational equipment such as
weights, ping pong ¢ables, pool tables, and model railroad sets. Théy
also oft;n have chairs and couches used during parties, aﬁd a play area.

Generally these homes have four or more bedrooms. All but two
adolescents have their own bedrooms. This constitutes the adolescents’

private space where he/she listens to the radio or stereo, reads,

does homework, and visits with friends. Siblings also generally have
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their own rooms. Often the house has an extra room used as a guest.room,

.

sewing room, office, and (in one case)‘game room for the children.
S . : ' _
The other central family room of the house is the kitchen. All
but one of the homes has a table in the kitchen around which the family
“

generally eats the daily meals. The home without an eating area in the

kitchen has a walk-in kiTtshen adjacent to an eating area that can be

considered a casual dining room. These two spaces are used as one room
by the family. AQolescents not only eat in the kitchen, but also enjoy
after school snacks and talks with parents here, and do homework at the
kitchen table. More than any room the kitchen is central to the family
life, as discussed in the "Family Life" section of this report.

Finally, tﬁe front and back yards of the homes are used by the
adolescents when with friends or playin; élone.' Most of the hoﬁes have
a basketball hoop. Many have swings. Three homes boast built-in pools,
one a tennis court. The adolescents‘pla; sports and games in the backyard
o? in front, on sidewalks and driveway;. They also relax and sun on the
patios and decks in the back of the house. Most homesrhave a patio,
deck, or other area that can be used for ocutside éntertaining. All have

: L
a barbeque. ;

From the point of view of- the adolescents' utilization of their
homes, the important areas are the private spaces in the bedrooms, the
outdoor playing areas, and the family rooms consisting of kitchen and

den. The adolescents spend most of their time in these spaces when at

-
home. . i

On the whole, the adole5centstgxPerience their homes as clean,
neat and organized, but consider themselves miniméily involved in the
maintenance of the household. They state that they are "not
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responsible for anything," "My mothér does it all," "I'm not expected
to do anYtﬁing," "I have a few jobs to do," etc. 1In both the adolescents'
and our perceptions, the mothers ;re priﬁarily responsible for:household
bmai;tenance, laundry, and cooking. One mother somewh;t regrets that:

The kids don't help much. I was probably wrong about not insistimg

that they help when they were little but I found it easier to
do it myself, and faster. Now they don't think of it as their

" maid." o ST 1

" .to do the housework, in all kut one of the homesrthg Qother'is in charge

job, and*anyway—tf—it*s%a~hya}4kaL49weuldnit_wanr~:hempsg~§géy
in and clean. ’
'another mother also indicates that she is primarily responsible for the
house: E
she indicates that her husband doesn't help much. She made the
mistake of saying when they were first married that she would
stay away from his work and he should stay out of her kitchen.
She hasn't.been able to get him back into the kitchen since:
John indicates that "I'm not expected to do anything.‘ My mother
is in charge of cleaning the house and doing the laundry and cocking
and the dishes." Lila states, "I don't help out. My mother does it
all." Peter, seeing that his room has been cleaned says, "Oh, my‘pother
must have cleaned it." Laura fights with her mother "if my ¢1Q§hes aren't

clean and I told her I needed them clean." When asked why she did not

@ ’ i
clean them herself, Laura says that her mother "won't let us;use *hc

.washing machiné;‘ she says that our separate laundry is not enough to
' make a load." Finally, Kate sees it as the mother's role to' do the housework.

. In discussing how her father does not help in the house andiher mother

has imany cleaning chores, Kate states, "Hah, well, that's what a mother

i is for...That's what she married my'daddy for...That's part .of a woman's

. job...Men shouldn't be expected to pitch in...If I'm rich<i{il,get a

}

v
B

Whether or not all of the adolescents see it as the Qoman's role

of household maintenance. In one home the husband helps with all aspects
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of the housework and the husband and wife have 2 planned system for getting
it all done. In another home, the father consistenﬁly helps to set the
table and do the dishes. No other men were observed or reported to help

the mother consistently. In one home prior to a holiday pericd for which

0

much cleaning and cooking was required, the fieldworker entered and saw

the mother racing around doing laundry, cleaning, and‘cooking while the

-

husband relaxed watching TV sports. - The only consistent maintenance

3

role the men seemAto have is to care for the lawn ahd other outside areas.
Three of thevfathers are reported in charge of these tasks. ‘None of'
the mothers are reported &o do outdoor tasks.

Given this sex difference between the parents, it is not surprising
that we found similar sex differences among the adolescents in terms
of how much they help with housework. 1In general, the'youngsters see
their contributions as negligible, alﬁhgugh some perform a- few chores.
The boys universally contribute very little. John says that nothing
is expected of him. Dick's mother gave up trying to get him to he}p
out because he "gave her only sarcastic remarks and I don't believe in
hitting him or sending him té his room where all his things are." In
éeter's home his sisters are responsible-for gett;ng dinner prepared;
he was responsible for(ﬁutting the lawn. When his mother asked him to help
with the cooking one day, he did not pay attention; his mother left and
said she'd do it later. Oniy one boy has daily or weekly chores in the
house: vLarry is supposed to vaccuum a room,d;ily and help s2t the table.
However, he rarely‘does‘fhese tasks and experiencés cénstant friction
with hisvmother over them. Finally Richie is in charge of the garden.

Taken together, only one adolescent male is routinely expected to take

part in interior maintenance.
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On the other hand, most of the~giris have regular jobs. All are
responsible for keeping their roomé neat and dusted. One girl must wash
her own bedding and clothes; she and another are responsible for changing
. their sheets weekly. Ahother girl is responsible for some vaccuumingl
and cleaning one bathroom; others help set and clear the table and,yash

HE
the dishes (usually by putting them in the dishwasher). 1In the girls'

families these meal-related chores are rotated or distributed among both
male and female siplings. Finally gome of the girls care!%or their pets;
One girl feeds her dog. Penny, whose family has horses, is on a rotating
schedule with her siblings who alsp use the horses, for the care of the
animals. Each rider is expected to care for the ;mmediate needs of the
horse after a ride. |

Iq addition to their regular assignments, the girls at times help
in other housework.if asked to do so by the mother. Thus, Susan dusts
in the mornings if she has time before schocl. "In the morning my mother
says, 'Well, you've got time; dust or do this'.” Othér adolescents claim
to assirt with vaccuuming, cleaning bathrooms, and setting and clearing

tables when asked by the mother. These requests are not seen by the

adolescents as things they normally do, but as deliberate assistance

to the mother. Often, however, they aré asked to help and refuse or ignore

the pérent or simply do not get around to the job. That the mother makes

these requests and.usually assigns chores probably contributes to the

children's peréeption that housework is primarily the mother's responsibility.
Thus, both boys and girls perceive ﬁhemselves as doing very little

;rdund the house, but the girls have a few reqular jobs they perform;'

Yet none of the gi;ls feel these jobs are too,ﬁany or burdensome, and

_most _feel that the distribution .of chores is fair. We may understand

this in terms of the way chores are distributed within the individual




households. Aitheugh males and females perform different tasks, within
a houseﬁold they are equally or reasonably assigned. In Kate's home,
“There are three jobs aﬁd we'each.take one.; She and her two brothers
each do.one of the three jobs; in addition all have to take care of

their own rooms and help around the house. 1In Penny's home, everyone

who uses the horses must care for them and as the father said, "We don't

bother them too much about their rooms.” Sonya interprets the dlstrlnuﬁion
of work in her home in terms of age. Although she dces more, she is
older and can do more, SO it is fair.

one would not expect the boys who do little or‘hothing“to see
the situation as unfair to them. But Susan does sense inequity in the
balance of Ehings in her home. éhe states:

James! He never has to do anything. He's gotta read...lI
just dust...His job is reading.

Susan experiences her hrother as deoing nothing. The fieldworker observed
the mother asking James to help with household chores, with which he
complied.

whether or not on a day-to-day basis the‘chore distribution is
equal, in general the adolescents feei that no more is required of them

than of their siblings and friends. Overall, they perceive few demands

on’them for help. 1In their view, the mothef should and does take care
of the house, with minimal assistance from her teenage children and her
husband.

Another aspect of the organization in the home is the manner in
which the family decides what to do and what to acquire. We have seen
that in the area of household chores the mother is ;ﬁe primary decision-

maker and director. The mother determines what tasks need to be done

and parcels them out; if they feel like it, the children and father do
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what the mother asks to help her out. 1In tﬁe area of household maintenance,
there is little discussion as to what needs to be done.

However in other areas of decision-making tﬁat we observed this
is not true. Generally, options for buying, Yac;tions, and parties;

about what the adolescent would be allowed or not allowed to do; issues

‘related to parents' work; and even preferences for food to be served

1
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daily, are discussgd openly between the parents and often with the aaolescents
before a decision is made. Susan says that "We get ﬁo say what we want

for meéls. Mom will call out and say, 'What do you want for breakfast'?"

At Laura'; home the mother sometimes calls the father to tell him what

she plans for dinner and to see if it's acceptable. One afternoon, Lila

was watching her mother mgke two meat pies with spinach for dirner. "Lila
said she hated spinach and wanted hers plain, so after two or three pleading
statements her mother made one yid‘lout spinach."‘ These three examples
display the three main forms of talk ia.the decision-making process:

asking for initial input before a decision is made, consulting with another
to see if a decigion is acceptable, and trying to convince someone who

has made a decision to change his/her mind.

This last form of convincing occurs especially in two realms:
decisions about activities thé adolescent may engage in, and decisions
about what to buy. In both, the adolescent and a parent who agrees with
the adolescent have the power to convince the other parent who has made
a decision éontrary to their wishes. Even théugh thrée of the adolescents
state that their father has the last word on purchases, what seems to
be involved hére'is the common perception that fathers are less ready
to spend money than mothers or‘the‘teenagers themselves. Though the

fathers try to restrict spending, their determinations are not final.
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If the adolescent and the mother can find a way to convince the father,

the decision can be reversed. Thus Rachel knows that her father is unlikely
ﬁo say,appfove some requests, so she discusses them first with her mother.
The mother, who is "better at convincing him than I," talks to the father
for her. Dick describes a big conflict with his father; who is "a real

tightwad with money." He and his mother "were conspiring" to get HBO

for their television; together they argued with the father. Finally,
" the HBO salesperson told the father that he could get stock market quotations
on the set, something the father wanted, and with this breakthrough the
family acquired HBO. Purchases seem to be an area in which some fathers
have greater control than the mothers seemingly because certain men are
more likely to say no than others. This tendency does not occur in all
of the families; it is most evident in the:homes of Rachel, Dick, and
Lila. Lila says that her father decides where they will go on vacations,
because it is his vacation. Further, her mother does not like winter
holidaying and believes that he knows more about such things. So he
chooses a place he will enjoy, and they all agree.

 Li1a indicates, along with several other adolescents, that they
see their parents as making decisions together by talking to ohe another.
Jerry states that "I used to think that my father made the decisioﬂs
but I started watching them and found that they decide together." John
says, "on major things my mother and father will confer." Lila emphasizes
that in making decisions about buying a new house or family problems
her parents either do not inform her or simply announce that they will
be buying a new housq.A Although Lila cannot change their minds on such
major things, for example not to move, "Her parents would try to tell
her all the reagons she should like to move, or that moving would be

fun."
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Decisions made by the parents alone that affect the adolescents’

lives are not usually présented to thgm arbitrarily. Rather, they are
explained and arguments are offered to convince them of the rightnes§
of the choices. In this way, the adeclescent is treated similarly to

a disagreeing parent, although he/she knows that the'deciSion is almost

certainly unalterable. 1In such instances, the adolescents realize that

their feelings are being taken inte consideration. Susan describes the
decision-making about where to go on vacation:
Susan said that she didn't want to go to but had wanted
to go to Florida, where they were originally going. They usually
traveled with another family with children her age and they were
going to Florida. But Susan's parents didn't want. to go to Florida
" again so they decided to go their separate ways. This upset Susan,
but in their discussions about the trip her parents listened to
what she said and took her statements seriously, although they
still decided to go to .
Though the parents did not change their plans they. discussed the vacation
with the children so the latter knew why the decision was made. They
also listened to the youngsters'arguments before making the final decision.
Susan thereby feels heard on the tepic and knows that on other matters
she can convince them. For examgle, her parents formerly had dinnertime
discussions of the father's problems at work. susan says that now "My
parents don't ever talk about the father's work--anymore, because we
told then thdt we didn't understar.éd what they were saying and it wasn't
right." Similarly, Patty and Penny wanted their own rooms. Both houses
had ex;ra rooms used by parents as offices. Because Penny was fighting
with her sister so much, the father agreed to give up his study. Patty's
mother said, “Okay, you can have your own room, but I have to have a place

' for my desk. So as long as 1 can have my desk there you can use the

room for your bedroom." .
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As we will see in discussing decision-making as it affects the adoles-

cents' day-to-day lives, they are able to influence parents to change \\\\
their behaviors, to allow them to do much of what they want, and to acquire N\ 4
much of what they desire. The adolescents generally recognize that they \\\’

‘have little power to influence decisions about "big things," but considerable

influence over things that affect them directly in the routine of living.

O
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£ven in the big decisions, hbwever, ghe parents take the adolescents'
feelings and desires into consideration. 1In some homes it appears to

the adolescents that the father has more influence than the mother, mainly
because he more often says no. What is txue overall is that no member

of the family is powerless to influence some of the decisions in the

home. Moreover, discussion between parenﬂs, and between parents and
adolescents, is seemingly always an aspect of family decision-making

in these homes.
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4. Influence Distribution in the Family

In analyzing relationships between parents and adolescents
one invariably comes to speak of parental influence on the adolescent.
In this section we will discuss the Home Climate variable of Influence,

its connection with parental involvement, and how parental influence

seems to be built in part upon parental involvement in the adolescent's
life. We will also explore thé‘Home Climate variable of SFructure,

és expressed through the adolescent's role in decision-making in the
home.

There are at least two vantage points from which to understand.
parental influence in the adolescent's life. One is the adolescent's
own perceptions of parents as influeﬁcing, controlling, and otherwise
constraining him/her. A sécond is the observer's description of parental
behaviors that limit the child, and of adolescent behaviors that point
to deference to parental authority. We cbserved that the majority qf
parent-child interactions manifest or implied some form of parental inrluence.
In addition, the adoléscents reported numerous areas of their lives.'ia
in which :hey were required to gain their parents' permission before
acting, as well as additional areas in which they were less directly
influenced by their parents.

Over the course of our field work we were increasingly astounded
at the rahge of situations about which the adolescents consult their
parents bgfore taking action. In almost no area of life beyond the
dagly routine do the adolescents not seek some form of permission or
opinion before engaging in an activity. Every adolescént except one
informed his/her parents when entering and leaving the house. The majority

ask permission to go somewhere other than home after school. Whatever
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the afterschool or weekend activity may be, the adolescent must be home
by a certain time. Parénts' permission is necessary before an adolescént
caﬁ pursue a hobby because the parentvpays for lessons and materials, ) ),
and arranges transportatiPn. |
Friendships are dependent on parents' consent to transport

N ]

the adolescent to each other's homes, and parents closely regulate what

O
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they take to be age-appropriate behavior and activities. They do not
like the seventh graders to spend time'wi;h older eighth graders. Parents

are consulted before any contact with the opposite sex is made outside

-
.
‘

of school, and give permission as to the form and place of such contact.

«

The type of movies, the types of books, and for some the types

’

and amo:nt of television is regulated by the parent. Parents are consulted
about style, cost, and type of clothing the adolescents wear. Specific
items of dress, - such as high-heeled sheces, nylons, and makeup are subject

to intense parental regulation. What the adolescent may buy with the

LI .
. B

parents' as well as his/her own mcney is determined by the parents.

Inside the home, p;rents are consu%}ed before taking food between meals.
One adolescent even asked her mother if she could change into lighter
weight clothing becausevshe was warm.

Finally, Ehe parents deliberately seek to influence thebyoungsters'
behavior in areas such as sibling®relationships, irritating habits,
manners, and decorum in the home. There is almost no aspecﬁ of these
adolescents' lives that the parents are not trying tc influence.

*

When we speak of parents permitting behavior and children

asking permigsion to proceed we must be aware of the various sources
of such interactions. Kevin asks his mother if he and the fieldworker can go to '
the shopping éepter; "Kevin's mom said it would be fine to go, but he had

5
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had to eat early." During an outing, Ellen and Debra ask <he researcher

what time it is; being 5:00, they say they had to get back for dinner.
Tay's mother informs her that “"you can ask your friesnd over now if you
want. You have an hour before Kebrew School." Alice asks her mother

i ghe can go for a walk with the observer; her mother savs, “You have

P

%o be back by five because his brother had a game that day and they
2 nalf ncur before gymnastic lessons, so don't go far."
1~ thes2 observations we see the adolescent asking permissicnh
\ .
| e encage in legitimate activity at a particular peint in time. The
| permissiZility oZ the éc:ivity is not in qugstion, rather the engaging
in it at a parsigcular time. These adolescent recuests and parental
v e=szingcs" are related to ‘the adolescent's embed@edness in family life.
Because Kewvin is exper-ted to go to a care, pe mus- be home Zfor an early
dinner. All the seventh graders (unlike their older siblings) must
be home Zor and have dinner with the family. Thus they must be cognizant
of the time, like Ellen and Detra, or they wil} receive punishment and
« .
angry reactions. The main point here is that the adolescents' activities
are subordinate to parents' plans, for thgmselves and for the adolescents.
sFay éhones her mother ugor arrival at Gail's heme, because she is suprosed
to call when she gets there,‘ but during the conversation she learns
2 ' )
her mother's plans for the afternoc:, reviews her own schedulé as she
has a music lesson, and determines what time she must be heme. Similarly,
befoge agreeing to stay ionger w;th Yeidi, Carol phones her mother -only
to discover chft-she must come home immediately for some family event.
suggested hefe is that the parent has a particular agenda
for the child that the child must work around. Gail's mother says that

she wants to know where Gail is going in the afternoons so that if she

has to do an errand with'her she can just go by aﬂa pick her up. Beth
143 )
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consults h;; mother about a good time to ‘meet with the fieldworkers
as\all Sf the_gdolesgents did. Beth's mother replies that they might
qé'visig her grandparents on the suggested day, so we should make it
" earlier in, the morp&gg. In speaking with Debra about a future date
sha iooks on the family calendar to see if anything is scheduled, but
i in asking her moth;r we found that one date we:s be;ter than another.
' on another occasion Ellen's mother "came out and asked if we had made
an appointment.” .
. Not only .is the adolescent's planning of his/her own time
subordinate to tﬁe plans of the parents, but the ﬁarents also keep track
of the adole?cent's activities, and are sources of information for the
. .adolescent concernip? what he/she is scheduled to do. ?his is mose
elaborately evidenced by Alice's life. Alice goes many different places
to practice qymnastiés. at different tfmes.on different days. This
1s in addition ko her Hebrew School lessons and her pre-~bas mitzvah
e.practices with the cantor. Whenever Alice wants to do something she
turns to a parent to see if she can. She is not so much asking permission
as findﬁng‘gﬁt whether the planned activity is possible given her schedule,
Much of tﬂe asking and "letting" discussed here is not so much regquesting
) and ‘receiviny permission as it is finding out whether a proposed activity
f&wiil fit into pre-existing daily and weekly schedules made up of the
' youngster's chosen and required acitivites, as well as the parents'
plans for activities that the teenager might not know aboug.
It is evident from the preceding that the adolescent does
not have to make it«ﬁil/hcr business to know what &s upcoming on & day-
to-day basis, since the parent keeps track of the adolescent's obligations
for him/her. Thus’onc adolescent jUItifi;l not going to a friend's

bar mitzvah by saying, "My mother lost t' invitation," which is perfectly
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acceptzble =o the boy's friend since he shares the view that i. is not

a child's resgonsibility to keep track of his dates. On the whole,

«he parents kept track of when the adolescents were to meet with the

researchers. Tom's mother did not, but became more aware of the dangers

when Tom forzor his apzcintment and went for a hair-ust. AZter this,

cnided Torm to "be sure and write down your nex: arpointment.”
large <he adclescents use Their parents as their =imekeecers.

ars ask ther for informaticn about their schedule whenever the:y have

¢- mare de-isicrns about going tlaces.

Here we again see rarental involvement as

: - .
surrerting adclescent

gezarate .ife., The parents know about the adolescents' rlans

ensure the youngsters meet their obiigazions. In addition,
hcwewer, we observe the adolescents' imbeddedness in their families.

o

are
L]

their pareats, and are not allowed to maintain fully

They expected to participate in family activities and to go places
separate lives.
Neither are they spontaneously pushing to be in charge of their own
time schedules. They do not evince movement toward the creation of
separate, individual lives, at leact in terms of taking responsikilicy
for their own schedules.

The adolescent also asks the parents for permission because
the youngster's activities are subodinate to the plans of the parerts.
This is particularly true when a mother is present in the home as oprosed
to being at work, for a mother at home can go places at almost any time.
Generally adolescents whose mothers work have a good deal of freedom

i

with certain guidelines about coming and going during the time the parent

'

is away. They still have to be home when the parent is home, however.

A good example of this ccatrast occurred when the fieldworker tried

to arrange appointments with two boys, one whose mother is home afterscho
145 15§
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and one whose mother is not:

Paul reacted when I was setting up a time to get together.

. I suggested that we could meet at 1 p.m. on Monday, which is
the week of spring break. Paul hesitdted before committing
himself, saying shouldn't we check wiﬁh our parents first.

Lee seemed taken aback by Paul's comfment and replied, 'I really
don't think we will have anything eléé.'

Paul is used to checking with his mother concerning after-school activities.
when leaving Paul's house to take a walk Paul made a point to go upstairs

and tell his mom. He notified his mother of my presence and of what

'

rooms we would be in. Lee's parents, on the other hand, are not home
after:school, so that he is on his own at that tiﬁe./ On one occasion
when his father was‘home sick he neither told him he was hoye or that
he was leaving. Paui}s comment about(checkin; with parents first.suggests
that he does not define his time as his own. ‘ﬂée's response reflects

. 1
his recognition that the time designated is idithe middle of the day

during which his parents are working, so it ;s?uﬁlikely thaf they will
claim it with an alternative activity.

Being in control of one's own time schedule--both determining
it and keeping tract of it--is associated with increasing independence
by both the adolescents and the parents. Tom states:

He still felt that he had to ask his. parents' permission to
do a lot of things. The difference between the way he and
his older brother related to his parents was that the brother
can go on long bike trips walking out the door says, 'I am
going ___.' For the same type of trip, Tom would have to
ask his mom if he could do it.
Implicit in the asking of pérmission is the possiblity that the parent //

will say no, and the child will be unable to determine his/her own actions.

Paul's.mother associated schedule control with ‘independence, speaking ;
. /

explicitly on the topic: ! /

N
T
<
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Paul's mom indicated thaz she felt she may have been over-
crctective too long...Paul mentioned that a few years ago some
of his mother's friends felt that she was being too overpro-
' tective and not fostering -Paul's independence. She used to make
| all his plans to play with other children. Then she started :
to push Paul to become more independent and ‘placed the responsi-
bility for his plans on Paul.  Paul mertioned that it seemed
very suééen ard he felt scared by it. They both felt that by
then all the other children hacé developed such independence.
In terms of a more recent examgle, the mother said that over
sgring break while she was working she let Paul do whatever ne
wanted just as long as ne checked in with her as <o where he
was going. He made all his own plans and took a bike trip down
¢tz the 'castle' areaz, although she was concerneé about the traiii
down trere. Paul mirimized the danger of the trip.

s~ bo=- of these examgles’ (Paul and Tom's brother) the adolescent

was at.e =o Getermine his own plans as loang as re "checkei in" abcut where

he was going. Cre cf tre basic rules in these households is that the adcle-

“

scern< ensures that ithe parent knows his/her wnereabouts at all times.

can urderszand t;ié rule in terms.éf the parent wanting tc know whefe the
chilé is in caée cf need to contact him/her. But analyzing-the adolescent '
éiscussions of whaz they refer to as "keering tabks" on them a different
functioq for this rule is uncovered. Fo:‘example, Decra ancé the sieldworker
went for a walk in the neighborhood. When\ye left she éid not tell her

mcther we were leaving. When we returned her mother said, "Debra, you

are supposed to tell me when you go out."” Debra cringed and said, "Sorrv.
In later discussing this centinuing point of conflict between her mether
and hersel?f, Debra stated:

The other day I forget to call her when I gct home {rom school.
she was worried. She made me go up to my room and write a note
of apology to her. She told me. that: in the letter I had to tell
her how I shouldn't have caused her worry...J felt that she knew
there was nothing wrong, I had gone to visit my friend. Ske
probably figured that I was either at someone's house or at the
playground. She shouldn't worry, but she worries every five
seconds...Usuaily when 1'm not home, I'm at my friend's. So

I figure that she should assume by now...If something happened,
they would know about it. I would call them or someone would
call them. o

Q
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" Ellen's mother also became an§ry with her "when I wasn't home
when I was supposed to be." Heidi'; oldef sisteriwaS’éroundéd when "she
stayed out all nightrand didn't tell her parents and they sat up all night
worrying." Parental worry about.the welfare and safety—of their child
seems to play a tremendous role in determining the rules and the permission-
giving behavior of the'parents. Recognition of a dynamic tension bétween
the child’Svand'parent's belief that the>child must move toward greater”
control over his/her own life, and the pareﬁts"worry about‘the welfare
"of the child when unsupervised, helps us understand the rules, issues,
ahd permission negotiations between adolescent and parents, as well as
the evolutio§ of these rules.
child healéh and safety is a frequent matter of dispute between
parent and child. Beth notes that "ir the beginning, when they first moved
to [this town] they lived on a main street and her parents were scared
and she was scared to go out." Now she is allowed to walk down this street
to the town center and generglly around the neighborhood. Tom's parernts
"won't let him use the pool when no one is around...but he thinks hé would
be okay." Heidi'stfather "édld a story of how he 6hce let her»ride a small
motor écooter and it flew out from under her, but now she knows how to
ride pretty well and he can trust her on it." she is not, however, allowed
to ride at her will but must ask her father first for him to start it for
her. 'Steve says that his parénts treat him iike a baby because:
Sometimes there are things that I am able to do that théy don't
think T can, like wood work...Like last time I wanted to make
something and I never got through, I just gave up. It seemed
like Dad would do most of the work. I mean, I was doing the
sanding and maybe a little bit of sawing and that was about it...

he does have some rather dangerous things. I may think that
I can handle it.and my father will think not. ‘
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Carol's parents insist she wear elbow pads when skating. Ron's parents

will not let him get a skatebcard. Ron has a~small motor bike but will
not ge£ a larger one until he masters riding and fixing the smaller one.

11 of the adolescents a£e limited &s to whére they can walk and take their
'bikes.f Ncne aie allcwed@ to ride on or cross the majcr highways that criss-
cross the ccrmunity.

-~ each of these decisio;s the parents are resgcnding to +heir

concertions of the general dangers that the adclescent is attemgting <o

a

ircumnavigase, as well as %O their aprraisal of the general competencs
of the adclescent tc handle these dangers and emerge unscathed., But <he
condificns they impose also restri=+ the mcvements and activities of the

aiclescent, who may want tc go rlaces and co things that invclve scme decree

th

o] :isk. Whereas swinring alone and crossing a major highway on fcct or
bike are not adwisable ever. for experienced adults, the other situations
inveolve the possibiliﬁy that the adolescent will develop a competency that
will make the adul: restrictions less necessary. As Heidi improves on

the s:ootef, she uses it more. When Steve shows his father that he can
safely use the woodworking toois, p;esumably he will be able to increase
his use of them. EWhen,ch‘démonstrates his competency with the smaller

motcr bike he will be allowed a larger éne that is more difficult to handle.

And as Carol gains skill at skating she will be able to skate with less

protection.
The rules and decisions that parents make about the child's benavior
vig-a-vis safety and well being are not absolute rules. Rather, the child's
freedom increases as he/she demonstrafes the ability to provide self-care.
As the child changes,’the rules and decisions and extent of parent influence
also decline. What we Segin to recognizé here is'that guidelines for the
child's behéyior and activities are determined not by the parents alone,

¥
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but by the child and the parents together. As the parents gain trust in
the child's competence and responsxblllty, they lessen their monltotlng
and restrictiveness. .
Implicit in the evolution of parental rules and decisions is
the goal all of them share of fostering the adolescent's control ove£ his/her
- own life. A; the parents give the child greater leeway or permissien to
do something potentially dangerous, they also worry about the outcome of
the fgeedom. Thus Paul's mom "worried about the traffic” on a bxke trip
thatl?aul planned. But she was determined that he become more independent
‘and make his own plans, and did not allow her anxiety to restri?t his movements.
But Steve's father worries about his son using the tools and does restfict
his actions. Steve gives up his woodworking project and does/not gain
greater skill with the tools so that he can use them indepenéently. Thus,
worry pushes the parents to restrict the child while the va#ﬁe of independence
simultaneously presses them to ignore their fears.
We see here a means for understanding the evolution of rules and
decisons in the home. Fundamental to the deeline of parental influence
in the child's life is gfowth in parents' trust in the ability ef the child
to care for himself/herself without being hurt. As the parents see repeatedly’
that the child»can handle something, they worry less about the child in
that setting. But the adolescents are awarewa this process also. As
they show their‘competence in- a particular setting,‘they expect the parents
4 . .
to worry less and be less restrictive. Théy_also pressure the parents
to relinqguish control. Thus we may understaxg_what occurs between Debra
. and her mother about after-school activities when her mother is at work.
Shevsays that her mother "should worry but she worries every five seconds.”
For Debra, her mother's worries are inappropriate bzcause "usually when
I'm not home, I'm at my friend's. So I figure that she should assume
150 4.
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by now." Da§ after day Debra has been fine and had not gotten into pr
caused trouble. Thus she feels her moth;r should realize she can care
for herseif after school and not cause worry. The rule about calling after
s;hool, she feels, should be eliminated. She should be able to determine
her own after-school activities, as does Lee, without checking in because
she has demonstrated her ability to care for herself.

Similarly, Tom notes how:

They used to bug him about where he was, keep tabs on him every
ten minutes. When he used to play games outside with some of
the kids on the block, they would all hide and it was invariably
then that his mom would come ocutside and yell, 'Where are you,
Tom?' He said that they kept tabs on him because they were
afraid he might get into some sort of trouble because he was
really wild and he might get into fights. A couple of years
ago they stopped keeping tabs on him and in addition last

year they let him take a bus up to for a friend's bar
mitzvah. He thought that represented a real change in allowirg
him to make such a long trip by himself...A couple of years ago
he felt that he was being tested, that he had to prove to his
parents that he could go unsupervised for some stretch of time.
Now they pretty well trust him.

It is significant that Tom refers to his éarents‘ observations in terms

of a test, indicating that he is aware that how he acts on in}tial or trial
outings will determine the decisions his parents make thereafter. All i
of the adolescents recognize this implicit process through which rules

and decisions evolve: if they show competency, responsibility, and ability

to care for themselves in situations demanding increasingly more of such
capabilities, their parents not only will, but are expected, to allow further
‘autonomy to the child. It is in part on the force of this mutual under-
'standing that adolescents sometimes try to convince parents to alillow fhgm
greater leeway. When Ron later states tbat hé can convince his mom to

give him a larger motor bike, we may presume that he has mastered riding

and repairing the smaller one and that these achievements will influence

his parents to buy the bigger bike for him.
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Beth also uses this approach in convincing her parents to let

her stay at a girlfriend's home for two hours, when her parents were going

out.

I say., 'Why do you treat me like a baby.' I'm thirteen years

old and I like to make my own decicgions.' So they say, 'No,

you can't and you're not going,' and then I get mad and I run

up to my room and when I think of something to say I come down
and say it...Like I wanted to go to my friend's house. It was
vacation and they were going out for two hours. So I said, 'Could
I go to while you go out?' And they say., 'No, I think you
should stay home with your [older] brother.' And my brother

had a friend over and I didn't want to stay home. So I said,
‘Come on!' and they said, 'No! You're too young to go out and
stay alone with your friend.’ and T said, 'Mom I'm almost 13,
and I think I should be able to stay alone in the house for about
two hours.' She said, 'Well, I don't know.' I say,-like, 'I
babysit now and nothing happens.' she says, 'I'll think about
it. Go ask your father.' He thought it was all right 'cause

I got a little older, more responsible. So he said, '‘Okay.,'

so my mom said, 'Okay.'

7n her arguments Beth uses her ability to.babygit and having been alone

for two hours in another setting to convince hér parents that she should

be allowed to do the same agﬂthe friend's houseL The adolescent will refer
to éomparable situations in which he/she has deﬁpnstrated.a comparable |
ability or responsibility to convince parents to revise a rule or decision.
when the adolescent is able to cite observable and potentially measurable
behaviors, the parent seems more ready to relinquish control. As Heidi
demonstrates her ability to fide her bike safely, she is allowedlto do

it more often. As Tom doeé”stay out of trouble for increasingly long periods
of time his parents relax their supervision of him. However, many areas

in which parents make rules and decisions are not ;o well delineated as
these. Nonetheless, in most families parents and children have developed
implicit procedures for documenting and rewarding the growth of the children's

E

capabilities.
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Implicit in this précess is the reguirement that the parents
overcome their worries abouf their child's'safety ard abilities. When
the éhild feels that he/she has been sufficie;tly responsible, and the
parent does rot respond by ceding increased autoncmy, friction between
the parent and child develops, as in the case of Debra and her mother.
Steve also belieQes that he is capable of handling the tools, but nis
- father is not convinced and tgges over Steve's project. Steve thus leaves

the set-ing and is not able to share the activity with his father. He

sees nis fazher as unfair. Beth's mother (atove) had a hard time overccming

her worry about leaving her éaughter alone and only with the reinfecrcement
of the father's judgement was she able to acguisce. When an adolescent
dec%des that he/she is capable of doing something that his/her parents
do not see them capacle of doing, the youth is likely to brand the elcers

as overprotective and restrictive.

[
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5. Evolution of Adolescents' Freedom in the Family -

Most parents have rules about the types of movies the adolescents

may see, basically those rated PG but not those rated R. The parent, even

<

when the fieldworker escorted a child, insisted that the film be at
an appropriate level for the adolescent. Beth states:
My mother won't let me see because it's rated R. I couldn't
see an R unless my parents said it was all right. Like I could
see ; they did it PG except that they called a dog 'shit-
head.' Now if they'd name the dog something else, then it wouldn't
have been rated R...My brothers saw it the day before I saw it
and they said it was all right...
The parents do not want the adolescents exposed to certain content in film
and in books and magazines. Ron says, pointing to a pile of playboy magazines,
"My dad is different from other parents. Most parents wouldn't let their
kids touch these magazines, but my dad lets me help straighten them."

‘JPresumably, Ron is not allowed to read the magazines, however.) Fay's

mother is upset that Fay wants to ready Mommy Dearest which she calls "trash."

she lets Fay read it but she becomes very angry with her afterwards, asking
why Fay wanted to waste her time with a book full of lies. Fay said that
she convinced her mother to allow her to proceed by "+elling her that I
wanted to read it and that I knew it might be lies and I knew what it was
about."

This media-screening is rooted in the parents' concern that the
adolescents be able to handle psychologically certain kinds of material
which, though harmless to an adult who'understands that life is not as
depicted in the media, may be emotionally harmful to a seventh grader.
The parents must try to gauge what is potentially harmful to their child.
The movie ratings help the parents as do statements by éhe adolescents
showing that they understand the nature of the material. For example,
Fay indicates tﬁat she knows Mommy Dearest could be lies but just wants

as

to read it for "entertainment," which she says she obtained.
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We may understand parents' decisions about the social situations
the adolescents may enter in these terms as well. The youngsters seek
their parents' permission to attend parties ana to go‘out on dates with
the opposite sex. Lee's parents weren't going to let him go'to a school
party because they thought it would be pretty much an eighth grade party.
But Lee told thém that it would be for the whole group, and finally they
allowed him to go. The party turned out to have both seventh and eignhth
graders, as he had said. Asked why his parents weré.bpposed at first,
he said:

I don't know...'cause those kids are going intc high school and

we stay another vear...I didn't know what she was concerned about.

1 was staying out late a lot at first and she didn't want me

to...She might think that the eighth grade kids are ‘more into

smoking and stuff and drinking, I guess. ‘

Here Lee suggests that he believes his parents fear the older adolescents
may act as a model for him to engage in behavior that the parents do not
sanction, and provide him with access to cigarettes,‘alcohoi, and the like.
in ihitially restriqting his action they were trying to lessen inflﬁences
and situations that might encourage him to try out p%tentially harmful
things. The restriction on the age of other adolescents with whom the
seventh grader may associate with in groups is fairly widespread. The
parents do not want their children to socialize with teenagers older than
themselves. Particularly, they do not want thém‘inolved socially Qith

an older crowd.

Carol's parents will not let her have a boy-girl party at the
house because "her brcther’had a seventh grade party and it was a flop."
Gail regrets that she ;onvinced her parents to let her‘go to a party they
originally vetoed because "then Irdidn't have a good time." Carol also

’iéysorry she swayed her parents to allow her to sleep over at a friend's

because she "had an awful time." Beth gets to go on a movie date because

<
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it is "in the afternoon and they knew we were goingiwith somebody e%ge.f
The parents also drove the chiidren to and from the movies. Some parents
are beginning to allow their youngsters to go out with the opposite sex
in double-date, day-time outings. Otﬁers'are not.

In these exampies’it is clear that the parents are trying to
regulate the exposure of their children only to various types of models,
and also to insure that the experiences they have are positive. Overnights

with friends, parties, and dating are potentially enjoyable or stressful,

depending on how things are handled. 1In deciding what to allow, the parents

must weigh these opposing possibilities. For example, most of them favor
"

double-dates at the movies to single dates alone and at night: They must
also predict what their particular child can‘cépe with on an outing. These
guesses are highly subjective, frequeﬁfly leading to disputes and disappointments.

If we look back to Beth's ;riginal description of how she convinced
her ﬁother to allow gérAgé stay alone with a friend, we see that she emphasizes
that she stayed aloée before and that "I'm 13 years old," after her mother
had said, "You're too young." A criterion different from that of repeatedly
demcnstrated competence (discussed earlier) is being used in this instance,
that of what is appropriate for a child of a particular age. Numerous
activites are evaluated in terms of age égpropriateness: being left alone
in the house, dating, types of clothes, makeup, etc. Beth notes that her
mother and her friends' mothers:

All think the same; that we're too young to get heels, like some

kids:-wear to school. My mom saw that once and she said, 'Well,

why do they wear them?' and I said that they just want to and

their parents let them. We went for shoes once and I said, 'Look

at these,' and she said, 'No way! Forget it! You're not getting

those.'

Beth's mother has a particular idea of how old one should be to wear certain

shoes. In shopping for ¢lothes parents look not only at fit but also at
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the appropriateness of the clothing for the age of their child. When Alice
went to pick out something to wear:

She tried on a blue blazer and loved it, but her mother thought
that it was too bulky and that she locked toc old and like a
business person in it, so they got an off white one which Alice
liked but didn't love. . '

. S . ¢

Alice's mother bases her decisions on an image of how someone in seventh

grade should lock and dress.’

-

But not, only the parents' ideas of what is appropriate for the
child to wear determine how they dress. Beth describes her shift from
socks to nylcns:

So I said, 'Mom, I want to wear nylons.' She says, 'Well you
look like an old lady,' and I said, 'Mom all the kids are weari.g
them.' So she says, 'Well, okay. You're kind of old enough

now to wear them.. Okay, we'll try them out, and if you den't
like them you don't have to wear them.' And ever since then

I've been wearing them.

‘

Beth's mother is not sure that Beth is old enough for nylons, but she acguiesces

L3

to Beth's plea apparently because "all the kids are wearing them." §imi1arly,
Fay influences the use of makeup by her friends:
In (where Fay lived before) all the kids wore a little makeup
to school at her age. She wears eyeshadow, no mascara, maybe.
some lipstick, but her mother said, ‘'How was I to know that a
few hours away they didn't wear makeup?' Other mothers were calling
her up asking what was she trying to start by letting Fay wear
makeup. Now all Fay's girlfriends wear a little makeup.
The appropriate age for certain behavior is not so clear cut
that the parent can assume that what is acceptgble in one part of the country
is age-appropriate ir another. Clearly the parents who phoned Fay's mother
recognized that age-appropriate behavior is established not only by the

parents' sense of what is acceptable, but also by what the peer group is

doing. All of Beth's friends do not wear heels, but they all wear nylons;

she now wears nylons. Fay started a trend permitting a little makeup for
seventh grade girls. Age for dating, types of dates, and parties with
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the opposite sex as well as clothing and the use of makeup, are as often

decided by what other peer group members are doing as they are by thebparqpts'

u
1]

jntuitive sense of age-appropriateness. . ’ e
We need not understand this as the parents relinquishing control

to the peer group. Rather, the parent is trying to allow the child to
) . ¥
become involved in activities that he/she can both handle and derive positive

N ’

experiences from. When parents see their child's peers successfully handling
a situation they frequently conclude that their child is ready- for the
same situation. Thus Beth, who was not allowed to babysit, is now like

her friends, permitted to do so. Further, by babysitting she shows that

she is competent and reliable, is allowed related privileges, such asg

staying with a friend on her own.

'

We now see the parental influence cannot be understood as a static
aspect of the parent-child relationship. The parents do not have a set

of rules or standards that the§ use in determining the things they will
, .
let their child do. Rather, the rules are continuously evelving, and the

*

child is allowed'incréasing opportunity to experience aspeéts of life reguir--

ing greater skill and psychological gapability. Successful completion
of such "tests" produces changes in the rules in force. 'InAall cases the

parents make the final determination of the .child's maturity and of the

appropriateness of proposed tulgs’changes.

»

Part of this decision is based on the parents’ intuitive 1deas’

of what is appropriate for a person their child's age and par |is ?ased
,on their knowledge of theixr child's specxfic capabilities and .ychologi:al
strengths. In this we see an important link between parental intluence
and parental involvement. Insofar as the parents are involved with their
child, both interacting and comTunicﬁt;ng Qith him/her, they have:knowledge
of the child's life and how he/sho is de%eloping skills 9nd coping with
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day-to-day aspects of life. This knowledge assists the parents in making

more or less informal decisions as to whether to allow the child to engage
in more demanding aspects of life.

In the preceding it is clear that parents do not simply decide
to say yes when a child makes a request. Rather, the parental decision
emerges out of various pressures. The parents may be pressured by their

own friends and adults in the community to give their child more (or less)

independence, as Paul's mother was advised by her friends. Parents' observation
of the child's peer group may indicate thei? child, too, is capable of
handling a particular activity, forﬁing them to think about whether the
child is "kinda old enough now." However, the greatest pressure comes
from +he adolescents themselves, in their arguments that they are old enough
and responsible, in their pointing to evidence from the recent past that they
are to be trusted, and in their describing the freedom enjoyed by their
peers. They continuously push the parents to allow them greater leeway
and decision-making powers. The adolescents themselves therefore play
a major role in determining the course of their lives, even though parents
make the final decisions.

fach adolescent has a different way of persuading his/her parents
to acquiesce to sgecific requests. Some, like Beth, employ a strategy
of persistence. If they receive & negative response, they "go back a half
hour later and ask again.” Some, like Tom move from parent to parent
typically beginning with the one who usually says yes. Some, like Steve,
wait until their elders are in a good mood, or (like Paul) enlist the one
who agrees to convince the parent who does not. Others, like Carol, "went
up to her dad in her little girl voice and said, 'Dad, could I have some

money for the carnival?'" When asked if this is really how she gets what
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she wants, she says, "no, its just a joke." Howevér, éhe appréach may

affect his mood and dispose him to respond positively. Ellen says that

she doesn't éet everything she wants, but lots of it/ she says, "she convinces
her mother to do' things by pouting and staring at/?er, and being very silent

and withdrawn until she gives in; and she also ye}ls."

when an adolescent pressures his/her parents the litigants usually

do not rationally disc%#s the youngster's capabilities and the reasons
1

/ . ;
that something may or may not be done. 1In addition to the reasoning, the

I

/ /
adolescent makes his/her feelings clear through psychological and emotional

: . I
pushing a negative response to a request is seldom accepted the first time
/ :
it is offered. Thig assertiveness by the adolescents is a prominent aspect
f ' »

of the parent—child{relationship for all offthe_adoleécents.
Through ese techniques the ado#escents get permission to do
/

most of the thingsithey want to do. Lee mhkes an interesting observation

I

about this process* /

Lee referred to one kid at schbéol whose parents would never let
him do anything. He said that/ this kid always has to ask his
parents' permission to do anyj ing and they most often won't

let him. He gave an example ?f going to a party and spending
time with f%iends. Lee has to ask his parents' permission to

do various ings; the diffe#ence, he said is that they usually
say yes. ..?:e said that he éhought his parents were more lenient
than other parents. It is not that his parrnts let him do more
things than ozrer parents, hht he felt that they are easier to
persuade, that, when he wants to do something he doesn't have

to spend a lot\of time and énergy trying to get them to let him
do it. He gave the example of the eighth grade trip to Washington.
He said he asked his parenZs now to see if there was going to

be any hassle about it. He said it took them all of about two
minutes to decidé that it tas okay. He said that other parents
took about a we even though they eventually decided that it

was okay. The polint was t it tock so much longer.

Lee observes that thefparené of some of his .friends take longer to give
permission than other parentsg, inc{uding his own. Carol observes Heidi

4

\ |
asking to bake a cake as an aﬂternFon activity and her mother responding
\ /

|
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"Okay" immediately, and laments that "my mother wouldn't let me cook that
easily." Carol does not say that her mother would not let her coock unsupervised,
only that it would take more effort on her part to induce her to do so.

The teenagers understood parental strictness in two ways. Lee
sees his friend's parents as striﬁt because they will nof let the friend
do most of what he wants. Alice employes the same idea when she describes
"her mother as giving hgr-more leeway thgn other mothers because she will
let her help cook, and her friend's mother wouldn't let them touch a thing."
But Lee also un@erstands that parents differ in the amount of energy it
requires to ge+t them to give permission. This is the more AOmihant under-
standing of strictness than denial of permissioni As Lee sees it, and
as Ellen intimates, the parents usually say yes to. the adoclescent's requésts
although it may reguire more or less effort to achieve the affirmative
response.

Are we to understand, therefore, that these adolescents are more
or less quaraﬁteed of getting what they want from their parents if they
utilize the app;opriéte strategy fo; persuading them? If we look at the
total number of daily requests by the adolescents, it is clear that the
parents do séy yes much more often than no. But if we also look at the

. ¢ -
types of requests that the adolesceAts make, we see that most of them are
within the realm of possibility,hhaving been granted in the past, like going
to a friend's house aftef school, and pertain mostly to the scheduling
of the event within the overall family context. The adolescent has a good
sense of what the parent will say yes to, and asks for those things. So
Ellen, whose parents spend a lot of money on her clothesf asks to have
a new pair of pants and a ring, and a particularly expensive piece of sporting

equipment. But Debra, who sees her parents as much more money-conscious,

~being unwilling to buy her everything, does not even consider asking
161
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forkthe same equipment. Beth proposes going on a date with a boy in the

'

afternoon with another couple; she would never consider asking to go on
a nighttime date, alone. Paul asks for a boy-girl party at home and.although
he is a}lowed to have other boys sleep over one night a week Qhen his parents
go out, it does not occur to him to<éuggest having the party o; a night
they are out. ' A
However, after showing reséonsibility when on the&; own the adolescents
may ask for futher leeway the next time around. These parents are permissive;
rather, they communicate well'the things that are permissible in their
homes and families. The adolescents understand these standards énd ask
for privileges within them. One of the conditions the adolesCents seem
to understand clearly is that if they show trustworthiness in one setting,
they will be allowed greater freedom subéequently in that related setting.
It is because they are so clear about the naéure of this principle that
they are able to arque sé\effectively for new privileges. They are guided
by the parents' past behaviors, the implicit rule system, and their own
past success‘aﬁd failure when formulating their requests.
The adolescent can predict most of what will be acceptable by
their parents, but as a result they are also aware of that certain range
of activities unacceptable. This understanding in addition to parents'’
actual decisions against allowin§ increased freedom for the children due
to scheduling problems or the feeling that they have not yeE'earned it,
clearly limits the children's range of behaviors. The adolescents are
aware of these limits. In describing a parent as over-protective the teenager
is accusing the adult of not permitting the child to do things of which
he/she feels fully capable. When parents say no, the adolescent almost
always becomes annoyed and resentful. Yet for the most part the adolescents
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do nct desire o lessen the present extent of parental influence. Carol

states:

That's what mothers dc. + aggravates you, but it's a good thing.
They make you Go to bed at the right time and they won't let

you go, like you're too young, then they won't let you go to

a good party or something, they don't let you just smoke...I
think they're right but some of ‘it I don't like...They're the
right thing to do but I don't like them...because if they let

me do whatever I want to do then most likely I'll do something
I'll regret...I can't remember what but it hagpened a lot...like
sleeping over at a friend's house when I had an awful time.

Like Carcl, Tom feels that:
His parents, are fairly strict. They won't let him use the pcol
when no one is around and he can't stay over at a friend's house
often. He realizes that they are doing it for his own good but
he still doesn't like the restrictions.
teve says about restrictions:

If I think about it I know that they are really right.

Gail speaks of her parents’decisions:
she knows it's what her parents think is best and often when
they do give in she regrets it. She says, 'why did you let me
do that?' She talks of a party someone was having that she wanted
to go to and finally convinced her parents and then didn't have
a good time. :

Beth also believes that her parents know what is best for her:
»-~—w;f~~—m~~—wSOmetimeswshemtreatswmeuiike»a.babywand"I,don't,like it.. But .
I guess it's right for me if she doesn't let me see a movie...

I don't\think its right for me not be able to go. But if they

think its wrong for me to see it, then that's the decision...

They know what's right for me.

(Better than you?)

Right.

Even Fay, whose family has the most rules, ewaluates these regulaticns and
their enforcement by‘saying that if "Their mother did not discipline them

they would have food fights all the time and wreck the house and beat each other
up and be wild." Finally, Alice states that her mother and she are "like

this," holding up two fingers close together and that "we agree on everything,
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so what she chooses for me is what I want." :

Thus, the adolescents usually see their parents' decisions as s
in their own best interests. Beth describes her parents as protectors.
"She says that her dad protects her £ram things ané she likes it, even though
he céuld also be overprotective." Implicit in such staiements is the adoles-
cents' r;cognition that they do not fully trust themselves to make decisions
that will be most appropriate. Further, in terms both of unanticipated
sutside dangers and their own misguided impulses, Tom knows it is foolish -
to swim alone, but he wants }o. Carol- thinks that she mighf "do something
I'1l regret." Gail remembers that "often when her parents do give in she
regrets it and says,‘"Why did you let me do that?" Fay would be "wild"
if left to herself. Not just the parents gain trust in the adolescent
as he/she shows increasing ability to cope independently. The adoclescent
also acgquires infdrmal self-confidence as he/she is successful in increasingly
more independeﬁt acitivities. The adolescents see parents' decisions as
guiding them as well as restricting them.
What becomes apparent here is that even though parents and children
skirmish as the child seeks permission to do something, these periecdic
and even~freqﬂentfbattlesfdo~not~reflectwamfundamentalfrebellionﬂbyuthe,“vH G
child against the parents' right to make decisions about his/her life.

The adolescents want their parents to have influence on their lives; what

they battle. over is primarily whether the child can be trusted in a particular

"situation.

Moreover, the adolescents' statements that their parents know ’
what is right for them indicate that they are not in a fundamental conflict
about what is reasonable for them to be doing. At a very basic level, :

the adolescents suggest, and we also agree, that they have tremendous respect
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for the parents' knowledge and opinions. They see themselves as in agree-

ment with their parents a good part of the time, perceivg the parents'
decisions as reasonable and basgd on sound principle. Thus, they accept
these ‘decisions and rules as equitable, even as they-seekvto change their
parents' minds on specific issues and even as they occasionally break the » )

rules.
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6. Rules, Chores, and Discipline

We have descfibed the evolving nature of the rules that the
parents use to guide the adolescents' lives. A rule is a condition
placed on the adolescent's behavior or activities: in part, it is
a set of limits. 1In discussing the rules in an adolescent's home
we may ask who makes them, whether or not they are absolute, and
how they are enforced. Our previous discussion establishes that
carents make the final decisions about limits'to be'placed on an
adolescent but the teenager is ;ble to influence those parental
decisions. Thus, we may say that adolesqent and parents together
construct the ;imits on the child. This being so, it is not sur-
prising that the adolescents are not overly resentful of the limits.

We have also seen that decisions change as parents increasingly
respect their children's competence, and thqs are not absolute, but
evolving. At any point an adolescent may go against his/her parents'
wishes and thereby break a rule, but the rules also change as the
adolescent develops. The adolescents themselves recognize that the
rules are not absolute and will chéhge over time in recoqnitiog of
their increased capacities. They know today-that they may not go
to a party or on a single date but they also know *hat within the
next few years or months this rule will be amended.

For the most part, the rules in these adolescents' homes Are
of this evolving nature, rather than absolute, all-time restrictiéns.
It is likely that this accounts for the adolescents' general conclu-
sion that their homes do not have a lot of rules. Debra contrasts
her home with a friend;s, where "a list of rules that they have‘to

obey is taped on their refrigerator."” In speaking to Gail's mother
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the fieldworker asked about family rules and the mother said that

"it+ must pother the kids to nhave so many rules." But asked what these
many rules are, Gailbcan only think of two: she must not leave her
younger crother alone in the house until her mother comes home, and
she has to be in bed at 12:00 p.m. Fay, on the other hand, who says
that ner family has lots of rules, can list many of them: be in

bed by 9:30 p.m.; no eating betweeﬁ meals; no jumping on the furni-

ture; no fighting, chysically or verbally, between her and her

]

rotner, etc. Heidi is aware of only one rule, that they are not
5 go in the living room with dirty shoes, do gymnastics thers, or e

eave their things lving around. Tom's major rule is that he may

[

not go swimm;ng alorne. All of the youngsters have to tell tbeir
parents where they were going, when leaving the house.

If we look at what the adolescents recognize as rules, we
see that a rule is something absolute and unéhanging. Fay is never
allowed o go on the furniture or fight with her bfo;her. Tom is never
allowed to swim alone. As long as Gail's brother needs someone to

look after him she will have to stay home (in her parent's absence),

and as iohgwéérﬁhéyriiQe iﬁ the house the adolescents will have to
tell their parents wnere they are going, even if they do not seek
permiséion to ygo there. Rules are continuing limitations in the
adolescents' lives, wherea; rarental decisions only set current
limifs that are going to change. Rules age not subject to change

through persuasion by the adolescents; they may break,a rule,

but they are unable to get it eliminated.
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The one rule tha& sometimes may be altered is the bedtime

rule. Most of the adolescents do not have a specific bedtime rule
enfo?égd as it is in Fay's and Gail's homes. When Ellen and her
family talked with the fieldworker past her bedtime, her mother
said, "You don't have to go to bed;" depending oﬁ.the circumstances,
the bedtime rule changes. Even Gail has experienced change: she

is able to stay'up one hour longer than her younger brother, and
looks forward to a later deadlige when she is older. Debra's mother
explains that "Debra has to go to bed by 9:00, or she is too tired
in the morning té get up!" Debra concurs and says that she doesn't
nave to be asleep at 2:00, but can listen to thé radio for a while.
Heidi also says that "she has to g§o© to bed by 2:30 or she can't wake
up for school.” Qer mother says that she is usually in bed by 8:30
because she gets tired. At another time He}di indicated that she
goes to bed at 10:00. Neithér thg'mother or daughter spoke in terms
of a bed time rule but rather emphasized tiredness or special occa-
sions as reasons for particular bedtimes. As parent and child
learn how much sleep the child needs; the parent moves into a role
of reminding the child what is necessary to function the next day.
Since the bedtime rule is based upon the sleep néeds of the

adolescent, as these needs change the rule also changes or perhaps

bedtime is no longer regulated by a rule. Rather, the parent reminds

the child of the amount of sleep he/she needs. The bedtime rule may
therefore be seen also as an evolving limit on the adolescent over
which he/she gains control as he/shg/mathres, needs less sleep, and

takes over responsibilitx”£ot”his/her‘own schedule.

Looking back at the other rules cited by the children, however,
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we understand why they are likely to femain pareAtally determined,
little influenced by the adolescents. The other Tules have to do
with éafety and decorud./ Tom's mother will not change the rule about
swimming cecause it is always danggrous to swim alone whatever one's
age. éail's mother will not éllow ner to go out after school as

lorng as nhey trother is too young to remain by himself. The rules

2

arout figating with siblings, jumgping on furniture, and picking ur
after one's self pertain to proper ways of treating persons and thincs
in our society, ané have been told to the adolescents for many years.

Srowing, older and mors zrustworthy does not mean that they will ro

lorger ne=d to atcide by these rules; if anything, the adolescents 3
will be exgpected to berave more prcperly, since increasing maturicy

1S not an argument for acting without concern for the safety and

¢ integrity of other persons and objects. The rulies that we have beer

talking about therefore may be regarded as codified standards of |

.

mature behavior, through which parents seek to foster particular qual-

ities in their childrefi... They are anotrer means by which parents

may influence their adolescents.

- -
s -

-~~Parénts also attemp% to influence the gGualities their children

-l

T develop through their decision-making. Some of the parents' decisions focus

v [ v v -
on the resgonsible use of ‘money. They decide whether to buy tne adolescent
something that he/she wants, and decide whether to pay for it or have

the adolescent use his/her own money.

A

‘Debra tells us that:

She can only spend her own money with her mother's approval.
For example, sne wanted a silk blouse and her mother would not
buy it for her, so if she wanted it she had to pay for it her-
self. But she could not get it because her mother said that
she would still have to pay the dry cleaning bill.

Detra exemplifies a general rule in the families that the adolescent
~»

163

EI{I(? ‘ A ) 1‘?()

Aruitoxt provided by Eic:




O

ERIC

Aruitoxt provided by Eic:

may use nis or her own money to buy something the parent will not

>buy, but only with the parent’s approval. Here Debra's mother withholds

permission because she does not want a large expense Cleaning the
new clothing. Debra's parents generally allow her to get what she wants,
"but it depended on how much it cost." Her parents have a sense of
what is reasonable for Debra to spend on any item. " These parents
are also interested in whether the items the adolescents want to buy
are reasonable and necessary. Lee tells of how he "and his brother
pought a plant, and his parents told tnem to take it back because
it cost too much and they didn't need it." Ellen states that she
can often get what she wants but:
She can't always have what she wants. Scme things she has
to pay for herself, like her camera, taperecorder, and a few
stuffed animals. Her father decides what to spend money on,
and if the thing she wants is reasonable and necessary she
can get it; if not, she has to pay from her bank account.
Fay reports that her mother will not let her get new jeans even though
hers are worn in the knees, because they are not worn enough. Her
parents also will not let her get roller shoes. In an observation of
Fay's younger brother trying to promote reoller shoes we gain access to
the parents' thinking:
The brother tries to politely get. around his mother by asking
for new skates because his don't £it. She asks if ne enlarged
them all the way and he says, “yes", and she asks if Dad looked
at them. He says, "It is all the wav, but dad didn't look at
it." She says, "If they are too small then you can get new ones.”
The mother will not let either child buy new skates until the old ones
are completely outgrown. In addition, they may not have roller shoes
presumably because unlike the old type they are easily outgrown in a
year. In all of these examples, the parent is trying to avoid wasting

mcney on something that ‘is unnecessary, will be a continuing expense,

or is not a practical buy.
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Beth reports a discussion between her father and her older

.

',}
brother about spending money he had made on his job:

My father gets mad at my brothers. They work and today my
brother bought a TV with his twc weeks pay. My father gaid not
to, hut he did. He said I don't want you spernding your money
like that. He had already bought a new stereo. My olde;/brothe:
is going to college and he's .going to need his money. My parents
aren't going to give him any money to spend because they know

he has a job. It's not bad to buy things, but it's Jjust that he
snould stop spending nhis money. He spends too much of it

and its really bad. .

BEeth's father wants his son to think of future financial needs and

rot scené nhis money as he earns it. Beth herself supports her father's

.

cositioni. In their talk and through the decisions they make concerninc

money the parents serve as models for the adolescents in the apcropriate

»

. : . : ; N
use of money. Beth's father seeks deliberately to influence his son's
sprending habits, and does influence Beth's attitude. Steve's parents

more directly influence his sperding habits by putting him on a budget.
~ N 7

From the fieldnotes:

(Steve's parents told him that he would have to pay for his
lunch (out of his work delivering newspapers), because they
couldn't afford it anymore. ... My mother will sometimes say
'Now Steve, remember your budget.' when I am deciding to go
somewhere, like th movies, and I have to pay for it.]

\,
By

Whether the parents can in’ fact afford to pay for Steve{s luncs, by
making him responsible for paying for some of his needs‘they are teaching
him to be aware o; the value of his money. This is possibly what is
behind the parents' willingness to let the adolescents spend their

money on things that they really want but are unnecessary. In spending
their own supply of money, they may realize that there is a limit to
their resources. Parents' decisions to pay or not to pay to put the
child on a budget, and so forth, deliberately or not, socialize the

- ~
adolescent into thinking about money as a scarce commodity.
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T-us, through their talk and decisions parents foster certain
4
qualities in their adolescents and do not reinforce others, intentionally

or not. Independence in planning and carrying out one's activities. 1s -
“

one such quality: responsibility in the use of money‘is another. _But

hY .

a money sense and independence are not the only gualities the parents
encourage in their adolescents. Most or all of the parents also try
<0 influence various aspects of their cnildren's social behavior.

Alice's mother discusses reducing ner gymnastics for a while zecause
¢

it "limits ner social life." She is never with girlfriends and only

L4

socializes at school." Fay's mother won't let her phone boys tecause
she "doesn't want her to e boy crazy.! 3eth's mo:ner "tugs her
about deing overweignt." Tom's mother became ail aggravated with

~er son for not cffaring [the researcherd] any srrawberries wnan &

nelped himseif. The son replied, "He's' sSeen Here slx times already.

He's not a guest.' Fay's mcother won't Let Fay's trother sSwin at a

neighbor's house again secadse "we don't want, to wear out our wel.ccme,"

cack was told dy his mother that "jt isn't rignt to bring che inv.ta-

. N
I »

~ions next door. They should be mailed.” As tnese exan

»

carents seek 0 induce their adolescents to develop apprepriate

las sghzw,

(e

social rzlat:ions and etiguette.

mhrough rule-making, rule-enforcing, and declsisn-makild Thw

parents foster a wide range of gualities in their csnildren. We save

discussed three that seeml esgecially corpon: indegendenge, resSrensiniliiny

*
"

with money, and interpersonal skills. A final area 1in Wwhiczh most
carents attenpt to direct the adolescents, and wnich figures froo”
4

inently in carent-cnild conflicts, is that of task-completion. Her2 «~€

do not mean responsibzlity‘for self-care, whicn was discussed sarller,

P
~1
0




We refer to the fact tnat the adolescent's life includes various tasks
whicn he/she is expected to perform. Some of these tasks are oblig-
atsry, like scnool, Hekbrew School, and chores. Some the youngster

chocses Like parzicipating in a class play or volunteering to be in

this study. In eitdex case, the adclescent usually must comglete

trhese tasks or comporents of them, according to scme criteria. In
sogerving parent-cnild intéractions and listening tc the adclescents'

relsris, we learned tnat mGsT parents Musc devote cons:deratle enercy

. A
#
=: 3xtting the cnildren to cermplete these taske.
Fa,'s mozner and Fay nerself insist that sne always "Einisn !
wrmuvey Sne gtarts."  whan she commits heresell tc & froJect or acIivity,
our rarersi and 3ne eXpelt ner £O CArry TNIOUSH wWiin wnatever tnac
" momes rmeme arearls,  This Fay respcnded wnen askes how she fel:o amcuc
exzendin: the fieldwork through the summer, "I want to see this
trn.ng all tne way to the end. Winatever it involves I will ‘de." The

value of finisnang what one starts nas been sransmitted to Fay.
L & ooy T a g i [P ' N - [N im Re~!
vro sdea of aszesmpiishing cne's tasks 1s a Mmasor thene 1n ~CnS

resasisnonap with his garents. Ron says tha= thevy "feel most dis-

A1 panted in nam when he dmesn't complete a parstizular chore that thev

He expze-ts his mcther to harp at him, ‘D¢ you have ycur hemewsrk
dut.e? Do you have your bar mitzvah training done? Gc dc the
stapiing.' He figures he will get it dore, but they are zcn-
stantly bugging him about whesher it is done at this time.

(131

Recponsiiiity £or task completion .nvolves not simply getting screcian
derne but getting 1t done by a particular time. Ron's parents, and others
a5 wel., seer to trust in the adolescents' ability to pace themselves

zurresnly.  Thug the parents constantly monitor and demand that the

o
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They do this monitoring%in the\same manner, as they monitor

1

tnhe adolescents' schedules andileSSer‘pbligationé. Alice's mother
‘ \ o

, J L .

speaks of this in terms of hergresponsipility as a. parent:
Alice's mother said that she was never organized. I commented
on how organized she was now. She said that she had to work at it.
Her mother had never crganized things for her or remembered

things for her, so she was always going to school without her
homework or lunch or something until she was 25 and got herself
organized. She had vowed that her kids wouldn't be that way,
SO she remembers thingﬁ for Alice and keeps track of her
activities. ‘
This mother Sees acting as an organizer and reminder for her daughter
as part of her obligations as a parent. She 'therefore keeps track
of the school work and other activities Alice has, ingquires whether .
Alice has accomplished them, and reminds her when requirements are
due and to deliver them on time. The parent in the role of reminder
and organizer is a consistent theme in the ad¢lescent's relationship
with the parent, for the parent takes responsibility for keeping tract
of the adolescent's dates and activities, for calling attention to how
much sleep the youngster needs and the time of day it now is, for
reminding them about homework and other chores that need .o be done,
etc. They do not expect the adolescents to organize and remind them-

selves agout their commitments.
But we must distinguish reminders to the hdolescents that
something is due or upcoming from similar verbalﬁzations which are
attempts to stimulate the adolescent to get a task completed. Ellen
and Debra state that they "can't tell‘their mothers that they have
a report, because they bug them every momenﬁ about whether it is done."
There is a difference between informing a child that ;omething is due
on a particular date or a chore to be done at-a,éarticula: time,

and continuously 'nagging" the child until it is accomplished. Ron's

parents~"bug" him continuopsly about completing chores such that he

. 17:1,“.’ “ 7




calls them "pests.” Ellen, in speaking about her father's behavior
surrounding chores, states:

He says, :'Go fsed the dogs!' and you say 'No.' 'Go feed the
dogs!' and you keep saying ‘No.° 'Go feed the dogs!' and you go and
you go feed the dogs. Then he'll give me this whole big thing
about how he has to do everything, all my jobs, and I tell him
he never gives me allowance anyway.. He says she has to do
the dishes and take out the garbage... 'Do your homework! Can't I
Jjust sit here for five minutes? No! You'll never get it done.Go!'
Ellen's father believes that Ellen will fail to compiete her chores
on time, and that she'will never finish them, and that he will end
ﬁp doing her assigned obligations. Unlike school work which has a
due date and a poor grade as a consequence of pobr performance, the
deadline for many chores shifts according to parents' ideas of
when the task ought to be done and their notiéns of cleanliness.
‘Unable to wait for Ellen to do her jobs, the father does them and
is angry. He seeks to induce his daughter to reform by yelling at
her. . - -

Beth, imitating her mother's reaction to Beth's failure to
clean her room, says, "You should have cleaned up your room, but you
didn't. Now we have to go clean up your room for you. That wasn't
responsible."” Beth's parénts determined that Beth'skroom is dirty
and order her to clean it but Beth may not have felt that her room
needed attention. Chores fregquently involve doing something at a time
the parents determine it should be dcne with which judgement the
teenager may not concur. Conflict between them often ensues.

Implicit in the examples cited .thus far is the assumption by the
adolescents that they should be the ones to decide when to clean their
rooms, feed the dogs, or execute the chores assigned to them and

which they classify as appropriate. Additional conflict arises when
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the parents determine that the child should do something and the

1

cnild does not see it as an appropriate responsibility. We have

already seen thHat boys regard household chores as the domain of the

'

mother, and not as legitimate parts of their responsibilities. They
may nelp out +heir mothers to be aice, but not because they feel they
ought to assist around the house. One mother rerorts that ghe asked

her son tO sa2t the table. She says, 'because I am busy, he gives

n

me a bunca of backtalk. He says, "No, I don't want to do it. I

aid it two vears ago!l It's just easier to do it myself than to ask

t

Tack's mother asked Jack to look after the roast in tha oven

nim.
and cegan siving nim instructions. Seeing that he was aot listeaing
sne asked, "Are you going to do this?" "ug," he reglied. "Thmen I'11
40 i+t later," the nother says. The DoOys do not see domestic chores
as legitimate opbligations and +nus refuse to perform them if thev
want to. Aprarasntly mcst of the mothers also do not see nhelp around
+1e house as a sonafide responsibility for poys and thus do not
attemgt to enforce compliance. Tom and his mother, on the other nand,
disagree as to what his responsibilities are:
Toxm said that conflicts with his mom focus most often on Zoing
the vacuuming. 3he says he does the vacuuming half-assed.
He is supposed to vacuum the one rug in the den once a dav.
4e said sometimes she wants me to do it while I am plaving
with my friends. One time Tom just ignored her and didn't
come in. At dinner she said they were still fighting apout
it and when she asked him to clear the dishes ne refused and
went up to his room. She followed and yvelled at him and then

culled his hair and he yelled pack at her. At tnig point his
father came in and said the he shouldn't talk pack to his mom.

Tom's mother has given him a daily chore which he does not want to

do. He does not even indicate like Ron that he is willing to do it

at a time chosen by himself. One has the impression that Tom does not

see the job as a legitimate assignment. Tom's mother, ©On the otrer hand,
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does think that Tom should do this chore, and is caught in conflict

¥

.

with nim as she tries to force him to accomplish it. The parent,

in pressing the child to carry out certain duties, is attempting to teach

responsibilitv for task completion as well as acceptable levels of
cle;nliness. But first the child must accept the assigned tasks as
part of his/her resgpoansitilities as appropriate to his/ner age, sex,
and role in the family.

1f the parent does not wait for the adolescent to do a chote,
or.if the parent cannot convince the adolescent that a task is apc-
rorriate from him or her fo do, the parent mav end uz being the perscon
who does it. Parents therefore become involved in influencing their
adoiescents to complete their work in a third way, discirline. Through « °
various technigues, the parents of the seventh graders seek to influence
them to emit particular behaviors. One of the most difficult_chall-
enges for & pare;t is to get a child to do something against his/her
will. Whereas through negative sanctions a parent can often stop an
adolescent from doing something, applying positive rewards to produce
desired benhavior is much more difficult.

We nave already noted the extensive reasoning that rarents
engage in to justify their decisions. The adolescents argue with
their parents about these decisions but do not seriously object tc what-
ever their parents £finally decide about. an issue. But with resgect
to chéres and the techniques parents use to induce them to periorm,
all of the adolescents frequently experignce anger and resentment.
It is therefore intereéting to note that reasoning is used minimally
to aésure the completion of chores. The major means of accomplishing
this is to "nag," "hassle," and "pester” the adolescents continuously.
These continuing reminders irritate the adolescent’ég?that eventually
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he/she may do the task to end the "bugging.™”

When nagging is not effective the parents often resort to
yelling, as did Ellen's father. Ellen suggests that when her father
vells loud and long enough she does her chores. Alice notes that
"when her mother yells, she has to dc it and she doesn't yell back."
Beth says that she does what she is asked because otherwise her dad
yells. When he yells, you déﬁ t want to be in the room. Tom's
ﬁother also nags and yells but he ignores her and does not comply..
Her yelling may then escalate into hair-pulling. Another mother
threétens to hit her children and occasionally does hit them for
lack of compliance. Fiﬁ;lly the parents may utilize more aversive
means ‘than this. Fay reports that "I have to cle;n my room or my
mother throws out all my things that are on the floér." Beth
emphasizes now she cleans her room because once “her dad came in and
ripped all the sheets off of the bed and dumped all the drawers on the
floor, and left it like that for me to clean up." Neither girl wanted
that to happen again and became more compliant when nagged and yelled
at. ‘ |

é

To attain chore compliance the Pparents use various forms of
threatened and imposed negative consequences to induce the adolescents
to act. Paul's mother is an exéeption; she said she no longer tries
to get Paul to help around the house because she does not believe in
hitting or sending him to his room for lack of compliance. Except in
the areas of chores and serious rule-breaking, negaﬁive consequences
are not often used by the parents. Beth states that she "doesn't get
punished unless I do something really, really, really, baﬁ!" Thié‘was
the sentiment of the majorit; of the adolescents. Doing something

really bad usually means not calling or coming home when required, for

which the consequence may be grounding, loss of TV, or extra housework.
o« -
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Causing the parent to worry, and endangering one's self, are the causes
of these more serious punishments. But they occur very infrequently,
and the adolescents do not see their parents as punishing.

Some of the parents express their expectations that the youngsters
show increa;ed mgturity and responsibility by commenting, as Beth's and
Gail's mothers do, on the girls "not being too responsible" about cleaning
¢heir rooms. 1Insofar as the adolescents want to feel more mature and
responsible this may irduce them to accomplish their tasks. But Beth's
parents also pair negative consequences with this appeal. Debra's mother
required her to write apology notes for causing her mother to wcrry when
she did no* phone after school to say where she was Going. With such
strategies the parents direct the adolescents to reasons for a rule and
for the gunishments that occur if it is broken.

Whereas reasons usually are given to help an adolescent accept
and understand a parental decision, variocus negative consequences are
most often threatened or used to enforce adherence to rules, suéh as
chores and checking in after school. Even Heidi, who generally does do
her chores, understands the implicit thrggt in the statement that, if
she warts to have horses, she has to take care of them. But the use
of negative consequences does not ensure the completion of tasks. The
parents are still left to nag and yell to get the chores done. At the
very least, they must remind often. The adolescents do not sporntaneously
take responsibility for organizing themselves so as to c:eaté time to
do their chore;. We undérstand this in part as a consequence of the
adolescents not seeing chores as a legitimate part of their lives, in
addition to competing with more interesting things like being with friends.
We also recall that the adolescents take little responsibility for organizing
their lives; it is not surprising that chores are not routinely included
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in their schedules. Lastly, we hypothesize that lacking valid reasons
as>to why they should do chores, the teenagers do not seek to become more
reliable task-completers in this area.

In general, however, the adolescents accept their parents' decisions
And with nagging eventuallyvdo'their tasks and conform to other rules.
#hy Jdo <hey do so? Running throughout the discussion in this chapter
is the theme of the adolescents' quest for greater self-responsibility.

They are interested in feeling and being treated as more mature and grown-

(™
n

L 4
, and being free to do what one wishes is part of this maturity, in

,
%
o
-

ir eyes,;at least. However, the parents see increasing maturity in
scher terms, as including jnvolvement and reliability in the periormance
cf useful :aské. carol, however, poirts to a third and often overlooked
~orrelace of mazurity. 1In discussing her fa:her“s possible reaction

to swearing in the house she says:

she would get some kind of punishment like not watching TV. The

fieidworker askeéd if that would be a big loss to her. She said,
"No, it's not that bad, but I like to watch TV. And then I wouldn't

do it again.' 'Because You don't want to lose TV?' 'No,' she
said, 'I just wouldn't do it again because being punished embarrasses
me. '

for Carnl, embarrassment rather than pdnishment is the negative consequence
+hat causes her to obey in the future. The potency of the embarrassment
stems from the associatidn between being punished and being treated like

a child. cShe does not want to be treated like, or to think of “herself,

as a baby, and thus avoids situations which might produce this embarrassment
in the future. Implicit in Carol's remark is the suggestion that parents
might deliberately associate chores with the responsibilities of mgturi:y,
and thus gain a more positive and productive means of gaining compliance

than the use of negative consejuences.
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Another motivation is revealed in Beth's statement of her reasons
for obeying her parents:

When he says,'Don't do it again,' I don't do it again...'cause

"I don't like to disobey him because he's my father...Like, we'res

close and if I ever disobeyed him then we wouldn't be that close

anymore...We're just really close.

All three forms of inflyence discussed--decision-making, the fostering

n

qualities, and disciplining--take place within the overall context

“

o]
of the parent-child relationship. Beth's parents use reasoning, appeals
to be resgensible, and negative consefuences, but she says she okeys
primarily to preserve the close relationship she enjoys with them. Sie
feels that she would destroy this affiliation with her father if she
consistently disobeyed him. Fundamentally, parental influence is exercised
within the context of a cochesive relationship between parent and child.
Through it, the parent gains the.knowledge of necessary qualities to
foster in the child that helpé them to make correct decisions about the
child's activities. But involvement also represents an aspect of the
cohesiveness of the relationship. 1If the agolescent sees that his parents
make reasonable decisions and also are involved with and care about him/her,
the relationship with the parents is valuable. We must not underestimate
the force of this closeness in motivating adolescents to do as their
parents ask.

amally, although the adolescents generally comply with their
parents' wishes and are greatly influenced by the parents, comgliance
and influence are not unidirectional. As discussed earlié;, through

their reasoning and their willingness to evidence responsible behavior,

N

the adolescents significantly affect their parents' decisions and the

nature of the housework and other activities the parents actually do.

The nature of this reciprocal influence process is discussed more fully above.

1e1 o
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F. Personal CJevelocment

In this section we will focus on the learning environments of seventh
graders, the social contexts in which they acquire knowledge and skills.
We will examine both home and school environment, as well as other contexts
in which children acquire skills and knowledge, emphasizing particularly
&he children's and parents' perception of school learning and performance,
and the conditions within the home which they see as fostering school
learning and performan;e. In addition, we will compare and contrast
the ch%ldren's experiences of school learning and out-of-school learning.
We will deal directly with three of the four factors within the
personal- Development domain of the HCOQ: Schoél Learning, Out-of=-School
Learning, and Aspirations and fdentigy. Maturity, the fourth varjable
under Personal Development, was discussed in the previous section on
Relationships, in connection with parental influence. We will also examine
several factors from the SCQ which deal with students' perceptions of
their school, i.e., Learning Orienation, Expressiveness, and, Influence
distribution. Finally, we will discuss the children's understanding
of the overall school environment.

1. Students' and Parents' Attitudes Towards Learning and School Performanca2

In this section we focus on the students' perception of the
relative importance of grades and learning, and their evaluation of che
meaningfulness and usefulness of what they are learning ané of doing
well in school. We also discuss parents' expectations 2or their children's
cerformance in school. This discussion relates to the School Climate
factor, Learning Orjerdtation and to the Home Climate factors, Aspirations
and Identity. Finally, we compare and contrast the children's experience

‘of gchool learning and out-of-schocl learning.
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what is the meaning of school learning to a seventh grader?

Several of the items on the School Climate Questionnaire concerning the
learning orientation of the school provide access to this area of their
thinking. Ten of the Jewish students comgleted SCQ, at the fieldworkers'
reguest. O0f them; eight agreed with the statement, "Students here care
more about good marks than-what they'learn." A second rglated item

is "Learning is more important than marks in this school." Seven of

the students disagreed with this assertion. One of the three boys who
agrees with the second statement justified his an;wer with, "The teachers
keer saying that,v§8A}t muét be sc." But does he himself really see
learninc as the central task of school? Wwhen asked why it is impcrtant
+o work hard in school, he answered "Because it is important to get good
grades." Thus, althcugh he is one of the three who assert that learning
is more important than grades in his schcol, his answer to tﬁe item appears
to reflect the teachers' ideology mcre than his own perception. He, like
severn other students, appears to define the acquisition of good grades

as his prima?y task in school.

Lee disagreéd with the statement, "Learning is more important
than ma;ks in this school," and agreed that "Students care more about
good marks than what they learn." Asked if th;s is also true for him,
since the guestion asks about students in general, he replied, "I don't
care what I learn, what counts is getting good marks."  Comparing himself
with how he was two years ago, Lee observed that "I éuess more pressure
has been put on me in school work...In fifth grade the teachers...don't
grade you...They just give reports on conduct and spelling and reading;
but there's no grades." He agreed that grades and pressure go together.
He receives pressure from his parents, "but nbt just from my parents;

from myself. I pressure myself to get good grades."
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Lee clearly experiences school in terms of demands on him to
do well. From his vantage point, getting good grades is the primary
task of school, rather than what is learned. Locking at the other students'
responses to the sCQ, we see that ‘most of them agree with Lee.

Although Kevin indicatés that his teachers keep éélling him
~hat “learniﬁg is more important than /good marks,"” a.story Ellen related
suggests that teachers are one source of the students' attitudes towards
grades and learning.. Ellen recalls one teachgr £or whom.she "did a lot
¢ work drawing animals for my project. He {the teacher] wanted to haﬁg

«

-hem up. Then, instead of giving the pictures back to me, he threw them
out." Ellen said, "Next time I traced the picuture instead of drawing
shem, and still got ari~ALM From Ellen's.perspective, the teacher placed
a greater premium on the grade than on +he work itself, foE what he gave
pack to Ellen was only the grade. The work itself was unimportant once -
it had accrued a particular grade.' Ellen seems to have learned that
ner sense of the worth and value of the work she produces .is unimportant
as long és the product meets her teacher's expectations.V‘Discovering
she can trace the pictureszand "etill get an A," she dééides that it
1s not worth puttihg forth effort ifkwith less of it the same grade can
be earned. ‘

we did ot systematically.explore the children's attitude towards *
cheir work in schocl, but several student comments and fortuitous cbservations
suggest that the atcitaces £llen reveals here are shared by other students.
Kon once had‘to go to the library té look up material on a European country's

chief industries, climate, and geography, from two references. In the

libiary he examined the Encyclopedia Britannica's description'of France,

but decided that it contained too much material. He then locked at the

section on France in the World Bock, decided that there'was just -the
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right amount of material, xeroxed it because he wanted to work on it
"}

later,,and indicated that he was finished. He told the fieldworker that
he was just gding to write down the name of a second encyclopedia at

the library‘and submit that with his assignment.

’

Rorn did this task to the extent he felt required to geﬁué satisfactcry

grade. Believing that he would gain nothing (grade~wise) from a se:éné

reference.he obtained all of his material from one, and copied the name
of a second. Ron could also have used other source books, but this would

nave involved abstracting more material. Ron felt that it was unnecessary

tc provide a detailed report for this assignment. He did all he thzugh<
: ?

rezu.red to get a satisfactory grade, and no more.

we suspect that for Ron this task had no intrinsic significance «

ze

as 3 learning task. He did not seem to see it as an opPcrturity to learn
. “ ’

about anocther country, and showed no interest in the material he was
i .
collecting. Rather he was oriented to what the teacher reguired to assign

e o -
an accegtable grade.

i Ron's and Ellen's attitudes are similar. B.th are criented

i

13 v v
) towards (the teacher's requirements for a satisfactory grade, and neither

H

is guided by a personal sense of accomplishment. Ellen felt a serse

of accomplishment in the work she gave her teacher for the first procezt,

- “but the pride she originally felt was undermined by the teacher's insensiz:v:ity.

Similarly, Ron appeared uninterested in what he could learn thrcush the

H
task he lhad been given.
- ;. Tom, the second of three students who indicated that "learninz

P

!
. l, . .
is more important than grades,"” nevertheless reveals a similar attitude

tbwards: schoolwork. One afterncon one of Tom's friends mentioned an -
. v (,/

extra-credit task they were supposed to hand in the next ddy.® Apparently

o
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three boys (Tom and two of his friends) had completed their work and
- .

asked, the teacher if there was other work that they could turm in. e

.

gave this extra-credit assignment. All of the boys agreed that the extra-

credit was "kind of dumb;" but Tom added, "Who cares, as long as we jet

®

e

5]
i
)
")
3
oy
ir

the extra-credit." For Tom and his friends the meaningiuir

assignment itself was irrelevant. The sole value of the task iay in

13
s potential for extra-credit,

b4

These students' comments and behavicr suggest more sumplex
inrercretations of the two items on the 5CQ with which we began, Whas
ices it mean when youngsters agree that “Studente age more abzus 3utd s

markKs, =han abcut what ‘they learn,” and dizagree that "learning s ruore

- I 4 - . o
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- - . - ~ “ PP ~
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will do something like the Boston Tea Party." "But," he says, "@ho would

do something on colonial coins?" . ’
sl | ) . - : ‘
Paul did not select the .project on colonial coins simply for

its originality. He is an avid coin collector. He sees th%s assignment
as an opportunity to learn more about colonial coins, and thus is able
N to give personal meaning to the task thé teacher assigned. He regards
lit as an opportunity through which he can expand his knowlédéé aﬁout
coins. But to what extent do the students in general see what they are
i learning in school as iorthwhile and meaningful? Do the students' answers
that learning is less important than grades refleqt feelings that what
s

tney are learning lacks personal meaning?

Various comments the students made regarding school suggest

.

that many of them do perceive school learning as meaningless. Asked
what is most important about school, Fay and Gail first reply( "It'§
e boripg." After that they mention "Beigg able to go to college." Tom,
a;ked about schoolwork, said it is boring and "I have better things to
do with my time than go to school.™ Ron similafly says, "I would rather
be doing otheg‘things than going to classes; I have better things to.
T do with my'time." Kevin told us that things get pretty boring during
the summer, asked if he feels like getting back to school after the summer
he says, "No way...Schcol is bad 'for your hea;th! it could rot out
yéur bréins," because "They don't teach you anything useful in school.”
Kevin also suégests that school“woula be more mganingful for hum if he
- could learn something useful there, such as "learning abcut the law,"
! o since he wants to be a lawyerj\ Kevin hopes for some connection between
what he is learning now and what he will become. He cannot see that connection.
Paul expresses a. similar feeling, saying:
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I can't imagine what I'm going to be doing, as a job, as a .
career. Maybe school is just a waste. We learn so much

that we forget. I can't really remember what I learned

last year. So much of what I learned seems to have been
forgotten. What is the point in learning it? I am just
going to forget it. What is the purpose in this? What

good is it going to do me? It is just going to-be forgotten.

e

These students define the meaning of education in terms of

preparation for the future, but they cannot divine the connection between

present school and futuregﬁofk! As Paul notes, so much of what he is’
learning seems destined\to be forgotten. And since he doesn't have “any
idea what he wants to become, he is left wondering, "What is the purpose
in this? What good is it going to do me?" On the SCQ eight ou; of ten
students did not agree that "This school does well in preparing students
for a job," and six rejecteé the:notion that "This school does well in
preparing for college." Yet eight of the ten also dismiss the idea that
"Nc one in this School thinks that the work is very important.". The
sﬁﬁdeqts see school as important. When asked what is important about
if, they fccus on the connection between . schooling and the future. Fay
and Gail believe school is important to get into college. Heidi says

"School is importént because if you want to be a doctor or something,

you have to get an edq;ation." Tom says, "Doing well means a lot to

‘me because doing well now will lead to success in getting into college.”

a

Steve notes that if he déesn't do well, he-won't be able to go to the
Air Force Academy as he wants.

.These students do not focus primarily on what they aré learning
and its future usefulness. Rather, they connect tﬁeir current performance
with getting into college. They believe if they do well they will be
able to get into college, and they see colleée in turn as necessary‘to

pursue a career. However, what they are doing on a day-to-day basis
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is not meaningful; the skills and knowledge they are acquiring do not
make: sense to them as skills and knowledge worth;hile to learn; they
are unable to. differentiate between what is importan®® to know and what
is unimportant. Thus, many adopt Lee's attitude of "Iidon't care what
I learn. What counts is getting good marks."
Given the emphasis the students place on good marks, it is
. not surprising that most of them see themsélves as tryiqg hard in. school.
Only one girl, Debra, indicaﬁes that she does not try very hard in school, °
. a posture in marked contrast to the attitudes of the others. When Debra
received several C's on her report card, her.mother asked Debra if she
cared. Debra replied, "No!...¥You doﬁ't want me t§ be different do you?
C is an average grade and what is wrong with being average?" Debra';
mother did not respond, but hgr expression showed that she was disgusted
_with Debra's attitude.
5€?&The reactions of most of the studénts and their parents reveal
S s
that C is';ot an acceptable Qrade and in general all strive to do better
than C work.r Howevér, only two of them, Gail and Beth, did not receive
any C's during the entire seventh grade year. Gail's response to Fay's
C in Spanish was, "I wouldn't like it i,fi got a C. I'd work harder
R 3
in that course." Beth expressed a simila?”g%titude. When asked "Is
it important to yow not to get any C's?" She replied, "Yeah, because
then I get Honor Roll." Reactiéns of the students to C grades varied
depending on the course in which they receive the grade. Three students
received a C only in Spanish, ﬁhich generally they attrihute to a lack
of effort. For example, Kevin by request rated how hard he tries in

school on a five-point scale. Hé replied, "A 4.5 except in Spanish,

where I try about a 3." After Fay received two A's, three B's and a C
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in Spanish, she said, "I was cohcentrating on my B grade, which had .
been a B- and I brought it up." She added, "Spanish isn't very important.”

Paul said aboﬁt his C in Spanish, "I don't care as much about Spanish...I

don't seem to‘be‘putting in the same time with it as I do with qther
subjects." , The students indicate that they see Spanish as different,
as less important than their other grades. They do not feel distressed
by a'C in that class since they aren't tryingt;é hard. But they imply
that they are striving for at least B's in all of their other subjects.

Tom received one C- during the entire year:
He said he got the C- because he had transferred from one class
to another and had missed the first major test. His teacher
gave him a zero for the test and only later discovered her
mistake. When he received the C- and others saw the grade,
the word got around very fast and he felt embarrassed. He
felt that he had disappointed his parents. When he came home
last year with a C, his dad told him that if he got all C's
he'd end up nothing more than a garbage man. That, he said, .’
kind of 'bummed him off.' He said his parents got all A's “
in school and expect A's and B's from him. He says he puts

" a great deal of effort into doing well in school. Doing well
means a lot to him because if he does well this year he can
be put into the high group next year and being in the high
group next year means he can be in the high group'the year
after. It ig basically this type of streaming that he sees
as motivation for doing well in school, because it will lead
to success in getting into college. He said, half-kiddingly,
but also half-seriously, that he would like to go to Harvard
or Yale. i

R N
Fp T
‘e

LS

Tom's attitude is intertwined with* his parents' attitudes towards performance.

£

He sees his parents as exXpecting all A's and B's and is sensitive to
d;igppointinq them. .

Several of the other students referred to their parents' reactions
in describing their own feelings about C grades. Ellen received 3 A's,
3 B's, and a C in math. When asked about her grades she replied, "Thé

C'sfare no good éccording to my parents. My mother thinks of me as an

% ~ )
A studént and so thinks a B isn't good. She was upset about the C in

math although I always get C's in math. But I got a B last term so mom

Y
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expected more from me." Alice, who feels that she is overall a B student,
received two C's one term. She feltakhat the C'; were not good and she
said she wantéd to pull them up to a B. Her parents did nog get mad

at her because of the C's but the& "seemed to be hovering about, asking
about hoﬁework"more.“ ' .

Wwher Steve received two C's and the rest B's, his parents told
him that they know his aspirations are for college and a career, and™
that he should understand that he will have to do better in school if
he wants to achieve those goals he has set for himselZ. He feels that
his garents wouid like him to get A's and B's if not all A's. He himsels
wants to do better in school. Lee received a C- in science because he
failed to complete two homework assignmentsl Ke focused on the reactions
of ﬁis parents, who told him "It's one thing to not do well on a test

after you've tried and studied, but you shouldn't do poorly in a course

just because you don't complete the assignments." Lee reported feeling

‘pressure from his parents to do well in school, but, he added, "not jusf

from my parents, but from myself. I pressure mysel? to get good grades."
Carol also received a C in science after not completing a couple
of assignments. When asked about her parents' reactidn to this report
card, Carol reported, "My mother was mad beécause I was missing the assignments,
but she wasn't because of the grade." Carol indicates that what is impcrtant
to her mother is, "if I try."
Beth commenting an her B in science notes:
I went down two whole grades. I had an A-; I went down to
a B. But they didn't mind because they know I don't like science.
I hate science...They know I try hard and they don't really
mind, as long as I don't bring home any C's. (Did they say
you can't get any C's?) Oh, no! They understand...Last year...
I got a C+ [in French] and they said 'We don'!t mind about French,
because we know you don't like it, and we know you tried hard.'

So they don't mind. (So, then how come you say it's not okay
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with them if you get a C?) . Well, they're upset, but not upset-
upset. Just upset that I got a C. -

Beth explained that her grades are important to Rer pazentsAéo "I can
get into a good college andsggt into a ‘good profession.”
Ron received a B+ in Math and C's in his other cour;s.“
Ron said he didn't like what he received.” He felt ¥so that
he deserved higher grades in math and in science. He didn't
know why he received the grades that he did...He felt that
he could do better, but because he is in the high level classes,
the work is harder. He felt he deserved the C he received
in social studies, but said that the teacher is boring and
he falls asleep in class.
when asked what his parents thought of his report card, Ron &
said that he hadn't shown it to his mother for a week until
the end of the spring vacation. He said that that worked out
because his mother was more upset about not having been shown
the report card than about his grades...He said he didn't mention
his grades to his dad...Apparently he had been quite upset
about the last report card and this orfe was worse.
Clearly Ron feels that coming home with a report card that is primarily
C's is totally unacceptable to his parents, to the extent that he tries
to conceal it from them.
Overall, almost all of the students strive to cbtain at least
B grades. Their attitudes towards C grades appea; to be strongly influenced
by their parents' attitudes on the subject. "Many parents appear to expeqt/
B grades or better from their children. However, when their children
fail to obtain at least a B in a course they communicate their dissatisfaction
by focusing on the child's effort rather than on the gréae itself. They
communicate that they expect the child to try hard in school and that
they are disappointed in the youngster when he/she does poorly if the
reason is that he/she did not try hard‘enough;
Comments from a couple of parents suggest that parents perceive

their expectation that their chldren receive at least B grades as a reasonable

demand that does not place undue pressure on the youths. Paul's mother
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ﬁotes that ghe feels she "wasn't pushing Paul kecause he has a lot going
for himv and has the ability to become something as long as he w?rks for
it. If he hadn't the ability I wouldn't encourage him like’I do. That
would be pushing him." :

| Gail's mother indicates that althougg,Gail receives all A's

and B's in schocl she sees her daughter as "an averagde student who works

. . . —
hard." "An average student," Gail's mother continues, "is one who can

. hand?éezhe material for her grade." Implied,in her comments is the

belief that an average student will receive A's aﬁd B's as long as they
q\ -

try hard. The reactions of Lee's, Carol's, and Beth's parents to their
children's C's, together with Paul's and Gail's mothers' comments, indicate

that the parents press‘their children to'try hard in schoql. Implicit

in their emphasis on effort is tAe message that if you try hard you will

receive at least B's in your school work. '’ |
In summary, we have seen that the students inh our sample stress

doing well in school in terms of grades, over what they are learning.

They do not appear to experience much of what éhey are iéarning as meaningful

or important to learn. But they recognize that it is important to do

well in school, associé~ing performance in seventh grade wiﬁh future

success. As a consequence, almost all of the students strive to obtain

at least B grad;;. The students' attitude taowards school performance

appear to be strongly'influenced by their parents' expectati;ns; Many

of the parents énticipate at least B grades from their children in all

subjects.

2. Students' Experience of School

Thus far we have discussed the adolescents' attitudes toward

grades and learning. But the children's experience of school alsc includes
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what happens in the classroom. . Since we were unable to observe the children
in that setting, we tried to encourage them to articulate their perceptions
of school. They found it.dgfficult to convey a full sense of what happehs
in the classroom, however. By and large we could iny get them to focus

on what t&ey found mogi.and least enjoyable about sch001: We recognize

in retrospect that our ability to talk in much greater depth with the
students about theiq,eXperiences of home relationships originated, i?

part, in the fact\that wé also observed them in their homes. By using

the observations we could focus the children's conversaﬁions with us on ,

a much wider range of experiences.

Through>focusing on what the students found most and least

-
o™

enjoyable, interesting, satisfying about the clas;room we were able to identify

one particular dimension of classroom ;nstruction that is particularly

significant for the children's experience of school. Beth observes‘that

certain courses are interesting and others boring:

Fieldworker: why is English more interesting than history?

Beth: In English we do grammar and staff like that. We do different
things.” We don't just do the same thing everyday. Social
studies is the same thing. He givas notes and we take notes, we
see films, we do all this stuff, and its really boring.

Fieldworker: And what about math? What makes math interesting?

Beth: I just like it. I ﬁsually get it.

"Fieldworker: You like to get the problem right?

_B_eé: Yes.

Fieldworker: So, how come science can't be interesting?

Beth: It's really boring. We never do games of stuff like that.
We just work, work, and more work.

Fieldworker: Well, what's work? What would be a gaméﬁgs opposed to work?

Beth: We have to take notes, . take tests, more notes, do worksheets,
get homework. It's really a pain.
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Carol also seeks to distinguish teachers who are interesting
and boring. She explains.

Teachers that I like make learning better and more interesting.
Teachers I don't like just give it to you and say take this down
as notes and make it boring. The good teachers will really get
you involved. They will give you a variety of things pertaining .
to the subject...The main thing that makes a good teacher is
* "that they have a 16t of different things for you to do...There
is something to work omn., but it would be a little more than what
we can do.

Lee spoke of a couple of teachers thét he liked who let "you teach everything:"

Others don't give y»u a chance...They don't let you try to explain
what they mean that once happened to you or how you undersitood
what they said. The don't let the kids try to relate to what

they are talking about. -

)

Carol, Beth, and Lee refer to boring teachers in similar terms:

.

they require students only to "take notes" and "don't let you try to explain

- %
what they mean." Thus boredom may be understood as more than lack of ‘variety

»

in the learning process. All three students want to be involved in the -«

learning process, through either discussion or working on particular tasks.

They suggest that they do not enjoy education when they experience it as
a process through which they are supposed to absorb aga?abstract information.
They are bored by lecturing, for which they must sit passively and take

notes. But they also dislike social studies and science in which they

are asked ‘only to locate and routinely process information that is printed
in the text.  The students want to be involved in what they are leatning
by solving problems, particularly somewhat challenging ones, and by -relating
the material to what they already understand and know. They feel bored

when they see themselves only-acquiring information and doing nothing with

~
-

it.
*

The experience of involvement that gtudents look forvin school

is a consistent dimension of their out-of-school learning activities. Most
sty
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are engaged in some type of extra=-curricular activity in addition to Hebrew

School. - Paul is learning about coins, as well as American history; through

his coin collecting. Steve id interested in ships and plgnes throughout

'history;-he reads about ships and planes and constructs models of them. '
~ ’ . .
Ron is learning>to fix the motor on his motorbike and how to ride more
powerful .bikes. Gail, Fay, énd Tom are learning to play music;1 instru&géts.‘ o b
Heidi is learning to ride, jumﬁ, and show horses. Both Alice anfé t0R.2 |

.

lesser degree, Beth are involved in gymnastics. Several of oys are
. ¢ PR

coached in sports through their membership on organized teams.

Each of these out-of-school learning activities entails a great

deal -of continuing physical involvement by the adolescent. Each involves

the adolescent in doing something physical to activate his/her interest

area. Sports and music require physical movement and skill to accomplish

- LY

the sport or create the music. Even model-building and coin=collecting
have concrete physical actions associated with them. Further, the actions

. the adolescent takes determine the outcome of the task he/she ‘s doing,
- k .

v

wﬁether this is making a long jump, playing a Jame, creating a model, or
buying for a coin colleeﬁion. The hobbies both physically an? mertally

- engage the adolescent in a tésk; the youngster's'activities have visikle
consequeﬁcgs. It is this lack of physicalland mental involvement and of
clear-ccnsequences, that the adolescents point to in the sﬁbjects at schoél

v

that they enjoy least. )

-

what we point- to here goes beyond involvement and to the results

.

of that involvement. Through QESt out-of-school activities the adolescents

can hazs impact and see the results of their skil‘.ﬂgvelopment and learning.

In all of the "hobbies,"” because they are so d?minated by skills, the adcolescents
can see and feel themselves growing and changing and developing.. Improving
one's batting avegage, leaping further than one could before, jumping a7
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higher hurdle,wpiaying a harder musical piece orgen old piece better, fixing

a motor one could not, fix before, etc., are all obseryable goncrete manifesta~

tions of a person's development over time. Even coin collecting can provide
the adolescent with a sense of development. Paul notes:

Righf now he is trying to collect one cdin of all the major

types of coins minted in the United States since the-establish-:

ment of the Republic. .He goes to two coin.shows a yeat. Before

going he checks over his coin books, gurveying what he has, and

makes a fgecision as to which coin he wants and how much he should
spend for it.,.He said that the collection began with some. coins -
that his father had in an old collection, but he has done the

primary job of bujlding the gollection.

Paul may not experience himself developing, but he experiences his collection
¢

‘)Puqldlng and growing. ‘¥

&
_The adolescents' lmmedlate sense of elther hlmselﬁ or of sohething

"

-

3

_ else develnping through hig involvement points to a significant difference

between "out-of-school and in=-school learning from the perspective'of these .
b

youngsters. Observing Heidi during a riding lesson, we noted: .
- - The teacher describes everything that the girls' bodies should
be doiné% how it should feel, why this is the right thing to
do to communicate with the horse...Because form and making the
horse do what you want is seeable and something that can be worked
on in small parts, you are able to see your pt&gress co%cretely
and do well...Also, the teachér gives signs the whole time of
what is eﬁpected ‘at this level of performance. For example, -
he says that he expects all of the morning class, the advanced’ . '
class, to get into a frame, but only a few of this class.

The difference between learning this skill and the learning the child does
in school is thae the skill Heidi is acquiring is broken down inte smell
units that Heidi acquires sequentially. She can, therefore, experience
herselffdeveloping increasing mastery. Similariy, Alice in her gymnastic K
lessonslﬂains a.;ense of increasing mastery as ghe progresses ‘through sequen-
tially andluierarchicelly arranged skill levels. But it is not only through
formal lessons that the teenager may gain this sense of increasing mastery.
Ron's brother helps Ron to learn how to fix his motorbike. Ron wants

¥ L]
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to buy a larger bike, but his mother insists that he must master fixing
. : . p

i {a‘\~_vﬁi:;;~:;:ﬂ§e has now before buying a new one. 'Ron thus sees’repairing tﬁé

N -

motor of the smaller bike as part of a sequence that, if 501}Q<fd out,

will enable him to progress to a larger bige.

\ .
Thus in looking at the adolescents' behavior in Wut-of-school

)
. \

ledrning ‘settings which they self-select for interest we discern two aspects

- of the learning procéss that are important if the youngsters are Fo be
cuthentically engaged in it: involvement of the learner, and sequentially

arranged tasks. Unlike their out=-of-school activities, many areas of school
[]
learning are not presented as sets of interacting and increésingly complex
? " problems that the adolescents' can solve, seriatim. Rather, the sty?ents

experience school as a2 bundle of tasks and tests which they must complete.

N

Especially in subj¢CtSASUCh as social studies, science, and English (and
, not math) the students expefience each assignment and unit isolated ffom
the ac:ivities‘thgt preceed it and that will follow it. 1In séhool, the
goal is to succeed. on each of these éepara;e tasks, and unlike the components
of out-sf-school learning, many schoolltaSRS'do not send messages to the - V.
studenf about his/her own development and i;creaSihg competence. 1In additiﬂe.
mo;t of the adolescents do not feel personally involved in many school
tasks;% These circumstances -seem directly implicated in the students, categor-
ization of schooi activities as nof meaaingful, unimportant, and boring.

»

- . 3. School Tasks and students' Use of Time

. «
One of the primary goals of this study is to identify factors
associated with ethnicity that contribute to school success. We noted

in the last two sections that from the students’ pfrceétion school confronts

. ® : them.with a-series of mostly boring tasks that they must perform to get .

good grades. "success" for each tagk is §éfined by'the agsignings teacher's .

s
°
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" Finally his mother quizzes him.

definition of it. In order to understand what contributes to overall success
"« . : - . . - % .
in school we must first establish the range of tasks with which students

must deal. Then we can begin to consider students' strategies for confronting
V 4

these tasks, under what circumstances they chaqge their tactics to try

to deal mbre successfully with the tasks, the di;ections in which they
change their behavior, and finally how students' relationshiﬁs with their
parents aid or hinder their coping with school tasks.

The first set of tasks on which much schoel success is dependernt

-
is tests and quizzes. One student, Tom, feels that tests are overemphasized

- -

in evaluatirig student success. He said:

Grades only reflect test performance, but not class participation...

- Up until sixth grade the report cards we got were fairer. These
report cards didn™ give grades. Instead teachers wrote comments
about how students were doing...These comments gave a fuller
picture of how a student was doing.

o

From other students' comments we lea?n that other tasks like homework and
written classwork, are also incorporated into a teacher's evaluétion. But
we gainea the‘impreséion that test graées are the primary determinant'ofw
student grades.,

s All of the students prepare’fpr tests by studying for them during
& short period prior to the tests. The length of this period va;ies from
student to student. ‘Most appear to study only the night before a tesﬁ.

-

One student said, "I do a lot of studying during homercom [the day of the

- test] because T think "if you study it really soon then it's going to be

-

really fresh, as well as studying $he night before a long time." Tom,
however; indicatés'%het hig parents emphasized that "I shouldn't try to

cram the night before, but rather prepare over a few days’ period." He

“

said that in preparing for a- test, "I usuaily re-read the chapter a couple

of days before the test, then rewrite my notes, and then ¢go over my notes."

>
3 A
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Lee's study strategy differs from Tom's in more repsects than
the amount of time prior to the test tha; they study. Lee only goes.over
his notes and does not re—read anything, since the teacher only tests what
he covers in class. He also -does not rewrite his notes or ask his mother
to quiz him. He believes that what you have to do is "really pound it
in." For Lee, Fhe-primary strategy is to review, review, and review until
the material is deeply engrainea in his memory, compared to Tom's more

¥
active approach.

£

A couple of the other students also speak of their parents quizzing
them pefore a test. Lee's parents don't quiz him, but he has adopted a -
strategy of quizzing himself. He says:

I just look at my notes, then I cover something, and I'll look
at a word, then I'll defihe it, you know, because that usually
is what the test is. Even if they are multiple choices, they're
really definitions, and essay questions are really definitiens,
too. ) ‘

Lee in these remarks points to one further aspect of a study strategy.
In conceiving of tests as essentially involving defintions, he re-structures

and organizes the material by the way he studies for it. This strategy

is thus different from Jack's who in studying for a science test the night

‘ pefore the test spends only half an hour just re-reading his notes.
We begin to see in describinq the students® strategies that studyiﬁ§
for a test is a complex activity potentially igvolving a number of sub-
N activities. ~11 of the students re—familiarizé themselves with the matérial
shortly prior to thg test. But some also practice retrieving material M
by being asked questions or asking themselves questions. Others explicitly
(through re-writing note;) or.implicitly (through specifically studying
N .

definitions) reorganize‘the material that they are learning.

We cannot via our survey of the students' study strategies assess .
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their relative effectiveness. Mosﬁfﬁf the youngsters in our sample are

/

rglatively successful academically; eleven of the fifteen are primarily

B or A/B students. ’Jack, who spent a reiativély short time just reviewing
his science no;és, is a poor student in scieﬁce (he received a D). It
seems reasonable to suggest that school success is related to the use of

effective test study strategies, but establishing the relationship between

school success and test study strategies will require further research.

In addition to studying for tests the children are required to complete

a broad range ofrother tasks which parents, teachers, and students collectively

refgr to as homework. Among the tasks we observed the youngsfe:s éoingf‘
or‘about which we were informed, are: math problems, answering gquestions
that required abstracting matefia1~from a text or other resource book ;
preparing written and oral repdrts on a variety of topics; preparing posters
on different topics; writing stories and plays:; huilding a model bedroom;
reading literature. As we review the list we note that each of these tasks
makes a differént demand on the children and requires the utilization of
different skills. Neverﬁheless, when parents and children refer to such
tasks andyor to a student's success or failure performing them, they lump
them together under the term, "homework."

Paul's mother said, "Paul is eitremely conscientious about doing
his homework. 1It's important to develop good study habits in junior high
school, so that they are secsnd nature by the time he gets to higﬁ school.”
Alice's mbther declared that "Alice knows that she won't do well in school
unless she gets all of her homework done.”" On several occasions during .
the first weeks of Alice's involvement in the s;udy hér mother expressed’
concern that the study would interfere with her completing her homework. 'Tom,
referring. to learning contracts in social studies, which Spécify particular

levels of performance and amounts of work required for different grades,
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said, "I usually set my sights on the amount of work required for a B.

1f I have more time left, then I do the rest of the work required for an
A." He said doing it this way helps him organize his time. Tom's mother,
on the other hand, said, "Tom doesn't know how to use his time well when
he ;s séudying. When studying to memorize something he jumps up thinking
he knows his lines well.”

Carol's parents were angry with her when she received a C+ in
one of her courses. Carol said they were not angr& because of the grade,
but because she had failed to turn in two homéwork assignments. Similarly,
Lee's parents were upset when he received a C- in science. He said, "It's
not the grade, it's the comments [on the report card] that'kill me, ‘'Homework
not done'...My parents told me it's one thing if you don't do well on a
test after studying for it, but you shouldn't do poorly in a course just
because you don't_complete an assignment."” Heidi showed her friend a model
bedroom that she had completedlgor home economics. Heidi said, fShe gave
ﬁe a D for this. She said it éggwed no effort." "No effort," her friend
exclaimed; "I was here when you were spending all that time working on
it." Heidi also said she was late turning the assignment in.

A consistgpt théme runs through all of these comments concerning
homework. Each refers to the utilization of time and the completion of
tasks. Homework is not”merely a variety of tasks imposed upon the child. -
It also requires that the student arrange to spend blocks pf his/her time
on the work. Thus, succes; in schoél depends in part on the ch}ld's utilization
of time.‘ Homework éséignments ahd studying for tests both require that
the child utilize time in a particular way.

The demand placed on the child to utilize his time in a particular

way presents him/her with several interrelated challenges. First, the

students must decide when to do their homework. Paul's mother remarking
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on Paul's "conscientiousness," reported that Paul always does his homework

immediately after dinner. The decision regarding when to do homework is
potentially problematic for any child for it requires a choice between
“that activity and competing alternatives such as playing with friend§ or
watching television. Paul, in doing homework after dinner defines that
period as homework time. Several othgr students indicate that they start
their homewcrk when they come home from school, if they do not have to

go to Hetrew Schooi or another ;ctivity such as band practice. Héwever,
most of the students wait until after dinner before beginning their homeworXx.
Tom said:that on days when he has Hebrew School or band practice he does
aot start his homewcrk until the time before he goes to bed around 9:00
'p.ﬁ. Tom, however, appears to be the exception. Most of the students
-indicate that they do their homework early in the evening, before watching
television or engaging in another activity. "

Second, the child must.decide which homework to do and how much:
time to devote to the various possibilities. These are the prqblems to
which Tom points when he explains that for learning contracts he sets his
sights on getting &LB, ;nd if he has time he works for an A.. This is one
of his s;;ategies for organizing his time. when Tom says that he sets
his sights on obtaining a B, he is indicatiné that he agrees with thé teacher
to do a particular amount of work by a particular date. He implies that

he is not sure he can accomplish all the work required for an A during

the period of time available. However, he sees .that as an optionr and tries

. ! -

for the A if he has enough tiﬁe. For Tom to receive an A or a B, he must
" obligate himself to6 completing a certain amount of work over an extended
time period, and what portion of that work to finish on a particular day.

The learning contracts to which Tom refers give'students discretion

i
»
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about when they will complete work to a far greater extent than is typical
in most classes. Steve is the only other student to refer to these learning
contracts. Asked about them, he says:

I like them. 1If you have a lot of time one nighk you can do

it then. Like, if you have a lot of homework in another class,

you don't have to do the math homework. Our English teacher

tells us that there aré certain pages and exercises which she
would want us to do and it _has to be done by the end of the week...
That way you try to get ahead. I did them all last night. She
just assigned them yesterday. So that's good. Now I'm ahead.

If she had assigned them night-by-night, I wouldn't have known
what to do next. -

Steve indicates that he likes the learning contracts because he is able
to organize his own schedule to work ‘on these tasks. He can modulate how

much time he spends on them according to how much other work he has. Tom

and Steve are both in one of the highest groups academically in their schools.

B

The schgol's decision to provide students with a large aﬁpunt of discretion
and résppqi;gility for structuring their own time is probably related to
the académic achievements of the students who have received it.

Lea;ning contracts place different demands on stuéents to structure
how they utilize their homework time thaﬁ the assignments most of thelstudents
normally confront. Most of these“assignments are relatively short, for
submission the next day or two. In do;;g these the studenf has essentially
no discretion as to the use of time, for the teacher structures it entirely.
The only decision left to the student ;s when duriﬁg the day to complete
this particular piece of work. )

The exPérience of one student, Lee, points to a potential difficulty
stutlents have in organizing their time to complete assignments not due
the nexf day. Lee says that he failed to turn in a couple of assignments
in science because: '

The way this teacher works things>is that if you don't complete

the assignment satisfactorily, then you get the assignment back
and have to do it over...After you've done the assignment once,
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it is hard to get up for doing it again, and besides with no
due date I kept putting it off until it was too late.

Lee indicates that a due date helps to structure his time. When there

is a due date he can compléte an assignment. But without one, he does

\\
not feel the needed pressure, which brought him to grief on this occasion.

Lee's experience is unusual in that teachers usually provide
students yith due dates. But it also illustrates the students' difficulty
with bringing themselves to work on a task when the deadline for completing
it is left to their discretion. A couple of students imply that-generglly .
they do not perceive themgelves as having much control cover the amount
of time they spend on a homework assignment. When Jack was asked;&vﬂpw
much time do you put into your homework%" he reélied, *Whatever time it
takes." Paul reSpoAded similarly to this queétion, saying, "It varies
from day to day. If I have five minutes [of homework]ufhaﬁ's all the time
I spend on it, and if I have two hours [of homework] that's what I spend
on it." Thus the amount of homework due the next day generally determines
the amount of time the student spends on it.

But all of the students are also assigned reports,>projects,
and books tc read that are due one, two, qf sometimes three weeks aftér
they are assigned. Although'these reports, projects, and bocks have-due
dates, compared to reéular homework they allow the student greater discretion
regarding the utilization of time and place greater responsibility on him/her
for structuring the product. For example, scudents are required to do
reports for social studies which demand library research and the preparation
of written or oral reports and visual illustrations. Such assignments
require the student's involvement over several days; therefore, even with
a due date it is not practicable to wait until the night before to éomplete

the project. These extended period tasks therefore place the student in
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situations similar to that Lee confronted when he had no due date, as well

as that facing Tom and Steve with their learning contracts. The time for

working is essentially ;gft to the student's discretion and he/she must

structure the available time to compléte the assignment by the due date.
However, when students are assigned projects or reports, they

are less sure of how much work they must do to obtain a particular grade

than in the case of learning contracts when they have.diécretion over

both when to work on the project and how much time to devote to that project.

Paul notes that on projects, e.g., in social studies,‘ "I go out of my

way to do more than most students.” He thus acknowledges that projects

and reports are assignments in which students have considerable discre;ion

about how they will invest their energies.

' | The disgust of Heidi and her friend over the teacher's comment .

that Heidi's project showed no effort, and the friend's insistence that

Heidi had spent a lot of time on it, suggests that students perceive time

spent on a project as effort. The teacher said that Heidi had not put -~

much effort into the project, but ‘from the children's pers?ective, Heidi

had invested considerable time in it. The teacher was not actually commenting

on the number of hours Heidi had devoted to the enterprise, but on the

quality of the project to improve, which perhaps did reguire more time.

But does Heidi reCSgnize wiay the teacher evhluated her work as poor quality?

Tﬁe only feedback she received was.that her work showed "no effort," and

to Heidi this means.she had not spent enought time'on‘it, when clearly

she felt ;hat sﬁe had investedva‘great deal. Heidi has not learned how

to evaluate and improve the quality o£ her work, as oppésed to adding up

the hours devoted to it. Her teacher's comment is frustrating to Heidi

g

because she does not see how she can improve her performance.
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when Paul asserts that "I-go out of my way to do more than most
students," we suspect that he is focusing not only on the amount of time
he devotes to his projcts, buf on what hé does to improve the qualify of
his work. Paul showed the researcher differéht projects he has completed,
displaying considerable pride in the quality of his work. He appears to
be guided by a sense of the quality of the work he wishes to produce for‘
school. ;n his statement (above) he suggests that many of his classmates
are not‘guided by a sense of quality in producing reports and projects.

His and Heidi's experiences raise the question of how students deveIOp
"a sense of the quality of their work. If students do not produce good
work in school is it because they are not motivated to do so as Heidi's
teacher implies, or becaﬁse they have not learned what to do t§ improve
the quality of their work? We are unable to answer this question at the
present time.

In summary, we have seen that homework and tests confront students
with frequent demands to utilize and structure their time in particular
ways. These demands force students to determine'when to do their work,
how much time to devote to it, and which activities to undertake. Different

LY

tasks allow the students different degrees of discretion.over their time:
homework assignments due the next day must be done immediately ;fter school
or the same evening, but preparing for tests, writing reports, completing
\\ggojects, and living up to learning contracts provide students with more

di;cre;ion éoncerning the amount and distribution of.time they Qill sperd
on the gééks. The amount of time a student spends on such assignments
reflects in pért the individual student'é idea of how much is sufficient

to adequately prepare for a test, write a report, or construct a project,
and only for a few students a sense of thé quality of work expected by
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A
the teacher ahd how to produce that qQuality of work. Students are better
able to judge how much fime is appropriate for preparing repdrts and projects

than to evaluate how good qhe work is that they have produced.

4, . Inducements for;improved School Performance

Heidi's teachér;s comment aboﬁt her proiect may not h;ye'been
only an evaluation of her project. It may also have been intendéd as feedbac?
aimed at inducing Heidi to try harder on future assignments. In general,
grades seem to have two functions. They evaluate students' work. In additien,
. they pro;ide students with feedback regarding their strategiejffor dealing
with the tasks of school. The Question emerges: do grades actually induce
students to change their behavior? )

Lee, in discussing how much time he devotes to studying, states,
"I never try to set myself up for high honor roll (al} A's)...becausegif

I do that then it takes away a ot of time from athletics." The researcher
replies, "So you think that theée has to be a limit to ho; much time you

‘put into it?" "Yeah," he answers, “Or elsé life wouldn't be fun." Lee
perceives students who get all A's as "putting all.their time into siudying."
Lee is.typical of most of these students who have a sense of how much fime
they are willing to devote to school work. They recognize that time spent

on school work takes away time from other activities, such as socializing
with peers.  Lee's commenﬁs shgw that the‘youths clearly perceive a relation-

ship between grades and time spent studying or working for a course.

Jack said at one point that he isn't involved in a lot of outside

activites like the other kids because he is spending a lot of time studying,
trying to imprévé his grades.v When Jack got his grades he received 4 B's
and a C. He said, "I've been improving every grading period and I should

. be able to get all B's in the last period.” But, he added, "I fiqure
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I'm not an A student. 1I'm working as hard as I can, and B is as good a grade
as I seem to beAable to égt." Alice, who says she gets all B's, similarly
statéd, "I can't get A's., I guess I'm just a B student."

' Alice and Jack share an attitude diffecent £rom Lee's about the
amount of time to be spent studying to improve one's performance in school.
Lee feels he could get all A's if he put in extra time, but Jack and Alice
believe -that further effort by them will not pay off in improved pegformance.
These two contrasting attitudes exemplify two common responses-ﬁy %;e children
to the grades they receive. Note that Jack, dissatisfied with his perZcrmance,
began to try hardey. He saw himself as capagle of'earning higher grades

N

i€ he worked harder. However, he is not obtaining the highgst possible

ngrades, and attributes this to lack of ability, rather than his lack cf

LI

eSfort. Alice similarly perceives herself as trying hard yet being unakle
to get A's. Having reached the highest level possible in their own’ eyes,
Jack and Alice are unlikely to change thei; study and work habits further.
Jack's and Alice's perceptions that they are B students emerge
from their subjective evaluations of the effort they are putting into their .
work. Jack says he is "working aé hard as I can," and is unable to do
more. His comment recalls Heidi's reaction to her D and to her teacher’s
remark that‘ghe showed no effort. Heidi believed that she had worked hard
on it. The low grade is unlikely to motivate.Heidi to do better in school.
Rather, she appears to be discouraged by the feedback, believing hersels
unable to do well in schooll Unlike the teacher, Heidi, attributes tﬁe
debacle to her own inability, sees herself as a £ and D student, and (like
Alice and Jack) beieves there is nothing she can do to improve her grédes

- beyond C's and D‘s; She is therefore unlikely to try harder because she

thinks it would not payoff.
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We have focused thus far on two factors that may influence’a student

to change his/heg behavior in response to evaluations of performance in
school. First, students seek to balance time on school work with time

spent with peers and in other activities. Second,'a student's beliefs

x .

about hls/her own ability influence whether he/she will make an effort

to obtain hlgher grades. There is a factor: parents, who try to play

a role in determining how a student responds to his/her performance in’

* school. We have already reported that many parents exXpress dissatisfaction

when students bring homerg's..in addition to expressing disappointment
or dissatisfaction on these occasions, several parents attemﬁted a more
active approach to altering their child's behavior.
After Lee received the C- for not completin;-several homework
assignments, his parents imposed more structure on how he utilized time
for homework. During the second term they told him he could not ya:;h
television until 8:00 p.m., and that he“had to Qork_on science every day
even if he dldn t have an assignment. Lee reported,‘"But we don't get
a lot of science homework.. But they still made me study every nlght...and
I get‘better grades,"” partly because he completed all his assignments under
this regimen. uring third term, however, his parents did not watch him
as closely an e again begén to view television before eight o'clock.
He failed to do-all of his homework in science and received a B-, down
from B+ the te{m before. After this, they simply told him, "You know what
you have‘to'do. Do it!" ¢
Dvring the second term-Lee's pérents imposed on Lee a greater
structure than any of the other parents in the sample. ‘The only rules

N

most of the parents impose:on the children' is that they must complete all

their homework before watching television in the evening. Lee's parents,

on the other hand, required Lee to work at least until - 8:00 p.m. and do
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science homgwork every night regafdless of what was assignea for the next

day. Apparently his parents were willing and/or able to impose these,conditions
on Lee for one term. Durihg the ;hird,term their.control slackened and

he reverted back to some of his previous study habits. They responded

by placing responsibility on him to structure his own time to get the work

accomplished, which is the stance that most parents adobt gn such matters.

~

Kevin's parents were the only other ones who responded to their . 'f‘\\ ‘
child's poor performance in a subject by going beyond the expression of
T ) R \ -
. : o ‘ o . .
dissappointment. Kevin received a D one semester' in Spanish. After this ) !
4 » '

his¢*parents would not let him watch televisidén after nine o'clock. Asked

how that made him feel, he replied, "I was upset since there were pretty
©

-

good shows and movies on past nine." But did he work harder after the restriction? .

"No, I didn't," he replied. The following term he received a C in the .

_ course after flunking the last test. Keven appeared to be eéssentially : '_ .

-

unaffected'by his parents' attempt to control his behavior through punishmenti

R
]

Kevin says that in other subjects he receives A's.and B's He indicates

that his parents feel that Spanish is not as important as se o¢hezs.

A -

They expect him to get A's and B's in them, he says, a C in Spénish is
ckay with them.
The parents generally do not rely on material rewards or punishmﬁnts

to influence their children's behavior. Rather, they focus on the importance

of doing well in school. ' Kevin's experience also suggests the students

are more strongly influenced by their sense of what.subjects are impo:tanéwmh‘\\\‘ﬁﬁ‘

than Q{efaterial incentives and disincentives contingent on their performance. ‘s

- \ A
t ’ ’
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5. -pareats' Involvement ih School Learning, , )
- . ~‘ 4
We have thus faz focused on some of the major tasks that the

- -
- .

Chlld must aeal W1th in order to succeed in. school. Common to all tasﬁ!

e

is that they requi;é the child to engage in school+related activities at

home. Most of the,cﬁhdents have come homework every night. In addition,

- ~ tests and quizzes necq;sitate that t@e students study at least the previous
night. Since marksion tests and ﬁomowork constitute the largest portion

of final grades, school-related activities‘ot home p1a§ a major role in

getermini?g student success in school. Many students, like Tom, are aware
v, ¢ ) v

: A : . . N . o
. éghat class performance itself plays a relativel; minor role in determining

Y

. - report card grades. ‘ 1 .
The,ch;ld's activities at home and at schook thus inierpenetzate,

‘and provide opportunities to parents to become involved in and to influence
¢ o S . L
the child's school performance. We have already discussed one way in which

.. R

and rearticulations of their expectations for their children's performance,

»

which technique appears to have significant impact on many youths® actual

behavior. *e :

. . o~
A
Lo A

v

seeking to control, and tryznq to change how the chlldren use their time
- ¢

at home in school-related endeavors.. ) ’ 7

v L)

\ Parents in several homes often ask questions sucb as: "Have you
completed your homgyo:k?" "Do you have any ﬁests coming up?" Through

tbe questions the parent not only monitors'the child'clschool work, but

-
éseeks'to.control hiow the child allocates time. Tactics other than questions

-

. are also used. Tom's parents often come up to his room while he is studying
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T v ‘ In this section we discuss several additional ways in which parents

* ° parents attempt to.influence their child's performancé in school: articulation

exert 1nfluence on children's performance in school. The first is monitoring,
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ang‘ask if he has aﬁy tests in the next several days. If he replies affirm-
53

“

atiwely, they often suggéét that he s%art studying now. Ellen says that

- < f
e her mother often "nags" her to do her homework when she is relaxing after
» . [y .
o ‘dinner but hasp't finished "her school work. Alice describes her mother
A . ’ . N

-
ds "hovering" over her making sure that ‘jer work is completed for the next
° ”~ ’ Q

day. 1In several families the child may not engage in any other activity

y . * -~
P after dinner, such as watching television, until homework| is completed.
T ’ . . . : N :
:‘we already described how during one term Lee's parents did not permit him

to watch teleyvision until eight p.m., regardless of how little homework

he had, bﬁt they are thedonly parents to impose this kind o?(restriction‘
’on their child. The other parents depend sorely on their chiio's assurance
that his/her.work is finished. ‘e -

‘By.and large ﬁhe students themselves are responsible gor oganizing

R < ) . :
the time they devote . to long-term reports'and projects. Gail's and Alice's
13 .

mothers represent contrasting orientations towards their child's completion

" of such tasks. Gail's mother says, "I cath keep track of what is due

. - anhd when lt i's due. That is up to Gall. Alice's mother, however indicates
that when he.ﬁes a child she always had trouble remembering her homework,
SRR . and has vowed to remember things for Allce, she’ therefore inquires frequently

»
»

when Alice has a project due about wheth(r the projecty is completed. when

parents such as Allce s mother are aware of project due dates, they lntervene .
v prlmarlly thraéugh inqu;rlng whether {t has been completed yet. Carol note§
.t o.that.‘.when éﬂh is reading a book for EngLish, her mother:

e Lets me go off on my own, but then if I'm really behind she'll
A : say, 'Hey, why aren' toyou finished?' ‘[Her mother's behavior]
" aggravates me...but it's ‘a good thlng...That's what mothers do.
A Y
Mot all the students are as accepting as Carol ‘of her mother's

monitoring of long-term assignments. ‘Debra says that she does not tell
. . . . ‘

her mother when s;i has a repoft*éo do because "she would be on my back

-
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the whole time." Debra;s mother tries to insure that Debra completes her
homework before oeginnrng any competing activ;ty at night. However, when
her mother.inquires, Debra only tells her about routine assignments,bdue
the next day, because she doesn't want her mother to monltor and thus bother
her about progress she is making on extended projects. Ellen also lndlcates
that she doesn't let her mother know when a report is due because her mother
would then "pester her"” to complete it. Thus Debra and Ellen escape their -
parental control through wlthholdlng information about certain assignments.
One of the dlfflcultles confrontlng a parent in monitoring-and
controlling their child's utilization of time for schoo; work is determlnlng
how much time is needed for a particular task. Parents often‘ask their

child "Have you finished?" this task or that task. But the decision that

he/she has devated enough time is usually the child's alone. Most parents o
-

do not directly monitor or control the amount of time the children spend

on a ?articular subject. Only Lee's parents required that he spend some

time every day studyin§ for science, even though he felt that he had no
scienoe homework. To the extent that the requirement ensured that he actually
studied nore, it increased the quality of his schoolwork, as measured by

the grade he subsequently IECELVed Although Tom's parents do not enforce

a particular system for studying, they do inform him that he -should spend

several days preparing for a test, thereby communicating how much time

is su‘fxcxent for qualxty performance on a test, and influencing to some

.degree how much he actually spends on it. Thls is slmllar to the parents

who "remind" the adolescent of impending work due. As we saw with Heidi's

project, however, time 5pent on a task does not_necessarily translate into'

QUality work or aporopriate preparation. |
By checking the quality of the child's work directly, or through

quizzing the child prior to the test in school, a parent can monitor - . R
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the quality of the child's work and preparation. At least seven of the

children indicate that their parents quiz them before a test. Through

such testing both parents and child can decide if they have studied suf-
ficiently. The students indicate that they are tested by the parents after
having'“finished" stuinng. They do not regort that their performance

on their parents' test induces them to study more. It is therefore unclear
how the students use testing by their parents within the‘total context

of their study strategies.

Finally, we cbserved or heard about a very few examples of parents

- spontaneously or routinely checking the gquality of their children's work.

We saw Fay showing her mother an English essay she was writing. Her mother

responded that she thought that it was too messy. This interaction was

the only time that we directly observed a parent commenting on the qdality

of the child's work before submitting it to a teacher. Most of the youngsters
indicate that they show their work to their parents before Smelttlng 1t

to teachers only when they need help; Gail 1s the only one who routinely -
gives her mother essays written for English. Gailjsaid, "Mom is great

in English and she can check for punctuation and stuff like that " Generally,

the adolescents may use parents to test, review, and give feedback as to

the adequacy of their work, but the final product and the sufficiency of

their preparation for an exam is left to the youngsters themselves to evaluate.

.fh addition to monitoring the adolescents' schoolwork, parents
also serve as resources in the learning process. ‘since students consistenly
brlng home work from school, many parents regularly assume the helplng

..*

role. We: asked the students about help from parents:
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Tom said at the beginning of the year he had difficulty in science. .
‘The teacher was harder than the teacher he had last year. The
teacher mainly focuses on facts and doesn't beat around the bush
with a bunch of examples. The tests he had last year were multiple
chojce and real easy. This year they were essay tests and much
harder. ~Sometime during the early part of the year he went
down and asked his mom for some help on something he was having

f . difficulty with in the course...Since that time, up until recently,
she had been helping him every night for about twenty minutes.
Now he thinks he has the hang of it so he doesn't ask for help.

Steve indicates that the only help he gets is from his mother
in French, since his mother is from Montreal. He says that he
only gets help when he asks for help and then doesn't get too
much help. He notes, 'If they gave me too much help, I wouldn't
be doing my own work.' °
Paul says he seldom asks his parents for help. Since his Dad
is,an engineer, he might ask his dad a few questions when he

s ‘ is studying about atoms.in science. Otherwise he doesn't ask
for help. ' E

Lee says, 'I sometimes go to my parents for help on math problems
when they are hard. If I have a problem I go to them. They
don't come to me and say, 'How are you doing'?"

, Gail says that since her mom is great in English she shows her
finished essays to her mother to check for punctuation and stuff
like that. Otherwise she said that her mother seldom helped
her with her work and then only when she specifically asked for help.

Beth observed that she doesn't ask her parents for help in math,
but she knows that her mother can help her in English so she .

_.goes to get help from her. Her brother sometimes helps her with
math problems but the teacher explains it better. ‘

- Ellen's mother asked if I had seen Ellen's home economics project
that she got in the show. I said no...We went down to get the
‘bedroom Ellen decqraéed and ‘the mother said it was really good.

1 asked if she had helped and she said that they did it together...She

.- jg good with ideas and Ellen is good at putting it together.,
when I asked Ellen later about this, she said that it was she )
herself who had the idea and her mother who helped put it together.

Overall the students indic'a'te that parents provide help infrequentlx
and then almost oniy if asked. Parental assistancé is therefsre dependent
on initiative by the child as well a:'parept. Normally;'the child seéks
and the'parents respond with assistance. For example, Gail's mother notes:
it uéed to be that she or her husband would sit down during the

day and literally do Gail's homework with her and study with
her. But in fifth grade'she found that Gail simply could not

216




wn. They thought that thls was

or would not do anything on her ©
help her again unless she asks

bad, so they made a rule never to
for it.

However, the infreguency of unsolicited parental offers of assistance

to the youngsters is not always attributable to thouéhtful decisions, ' |

as it is in the case of Gail's parents. Alice's mother does not usually

help Alice with homework, but after the fieldworker did so on one occasion,

she suggested that they "do it together more often.' The parents may simply

be unwilling to sit down with their children and help them on a regular

basis. 1In addition, they may feel unable to help their children. Heidi's

-

mother, for example, says, "My husband can help Heidi in math, but I am

simply 1ncapable of helping her Wlth her school work." Ron similarly says

about his mother, "She says she can 't help WLth the math because she says

she doesn't understand the new math."

‘gince the availability, of parental.assistance‘depehds on the

child's initiative, to understand the types of help parents provide we

must first understand the circumstances in which the children seek help.

@

.Most often, requests are made when the child is experiencing difficulty.

This may seem self—evldent but it also means that the Chlld must be aware

Students

that he/she is hav;ng problems learnlng or doing the materlal

generally seek help for a particular task; doing math problems, punctuating

pnstructing

and writing their papers, tFanslating from a foreign language,

a model bedroom. The difficulty the child experiences is no® being able

to do that task. Tom, generally a vefy good ‘student, also appears to be

the most sensitive when it comes to sensing that he is experienoing difficulty

understanding certain material. He js the only one who asks his parents

for assistance when the difficulty is not performing a specific task, but

—presented- in-the classroom oxr. in.the ... .. .. ..o

£

" understanding a range of material
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text. Paul, who on one occasion asked his dad a question about science,

‘appeared motivated by curiosity and the realization that his dad knows

something about this topic, rather than a sense of confusion.

when the child is unable to understand material the parent'often
éan help him/her to comprehend it. However,