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Preface
IN THIS, the fifth edition of a text which first appearedin 1942, some extensive changes have been made.I hope that these changes \n'\\\ make the book amore valuable learning experience for students and amore helpful teaching aid for their instructors.
Three new chapters have been added. They presentsome new material and reorganize some materialfrom the fourth edition (but they do not make the fifthedition longer; in fact it is shorter than the fourth).Chapter 1 deals with traditional beliefs—often referredto as "old wives' tales"—that can be psychologicallydamaging to children. Chapter 2 concentrates on themethods used and difficulties encountered in thescientific study of children. Chapter 13, "Creativity,"has been added to reflect the growing scientific in-terest in this area; it contains materials from variouschapters in the fourth edition as well as much that isnew.
Perhaps the most radical change is the use of boxesto set off certain important points in each chapter. Butstudents may find the brief chapter summaries—alsonew in this edition—equally useful.
Users of the previous edition will notice that thechapter bibliographies are somewhat shorter this time.In the main this reflects the elimination of older studieswhich are referred to in the more recent ones. Thesecitations, too, have been reduced in number. In thefourth edition they had become so frequent as to"get in the way" of the reader. In this edition, no ef-fort has been made to document every point now gen-erally accepted in the field or found in many differentpublished studies. But the bibliographies go beyondthe works specifically cited. In this way I acknowledgewith thanks the contributions, however indirect, ofthe studies I examined while preparing this revision.And in this way the comprehensiveness of the bibliog-raphies—a feature that was well received in previouseditions—has been preserved.
The many helpful criticisms and suggestions re-ceived from friends and professional colleagues havehelped to guide the changes that appear in this revi-sion. I take this opportunity to say a grateful "Thankyou" for them.
Elizabeth B. Hurlock
■€N
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        CHARLES HARBUTT—MAGNUM
CHAPTER ONE  Traditional Beliefs about Children
SINCE THE BEGINNING of history, people havebeen observing one another and reachingconclusions about how human beings behave.In this way a large number of traditional beliefshave grown up. Most of these beliefs relate to chil-dren and adolescents, though no age level hasbeen spared.
Traditional beliefs are called "old wives' tales "—a label suggesting that they are somehow basedon what has been found to "work" for a person'sphysical or psychological welfare. Some traditionalbeliefs are true and many are partially true. The prob-lem is that they assume that all people of a givenage are alike and that what works for one person willautomatically work for all. The fact that they are basedon this half-truth is reason enough to question theirveracity and cast doubt on the wisdom of accepting
mends a diet of fruit juices for a child with a badcold is likely to hear, "But shouldn't you feed a coldand starve a fever? Where will Johnny get the strengthto shake off his cold if he doesn't eat?"
Old wives' tales, then, do influence people. Theyoften play a particularly harmful role in parentalbehavior and, through it, in the child's develop-ment. It is in childhood, when the individual is almosttotally dependent on other people, that his life patternis laid. If parents and other adults are guided by tradi-tional beliefs, the child will be influenced by thebeliefs, often to his disadvantage.
Anything that can stand the test of time for genera-tion after generation must have some value. Whatvalue do old wives' tales have? It is almost unani-mously agreed that they serve two useful functions:as behavioral guidelines and as spurs to scientific
them.
Why Study Old Wives' Tales?
investigation.
AS BEHAVIORAL GUIDELINES
To the serious student of psychology, devoting timeto an analysis of old wives' tales might be a diversion.It might even be an opportunity for ego inflation, muchlike rummaging through grandmother's attic forgramophones, bustles, and hand-cranked telephones.As each item is brought out, dusted off, and examined,the remarks are likely to be, "Can you imagine wear-ing that today?" and "I just cant believe peoplehad to wind up their record players or telephones."Being able to poke fun at what people of past genera-tions considered the last word in progress is, unques-tionably, ego-inflating.
If old wives' tales were indeed innocuous relics ofthe past and nothing more, they would not deservemuch space in this textbook. But, unfortunately, theyhave not been relegated to the attics of time. Theyare very much alive today. People cling to them—even educated, intelligent people—with a tenacitythat seems completely irrational.
Psychologists are by no means the only scientistswho encounter strong resistance in their efforts todispel unfounded and often harmful traditional be-liefs. All scientists face this problem. But it is espe-cially serious for those who work with people. Inmedicine, for example, the obstetrician meets re-sistance when he tells his patient to watch her dietto avoid putting on excess weight. "But, Doctor,"says the mother-to-be, "I have always heard thatyou have to eat for two. " The pediatrician who recom-
Until the early 1900s, few guidelines for the trainingof children had been supplied by scientific studies.Parents and teachers had to rely upon traditionalbeliefs or use their own best judgment.
Under such conditions, old wives' tales had animportant and useful function.
They served as guidelines for behavior and gaveparents confidence that they were playing their rolesatisfactorily. 'Spare the rod and spoil the child "was—and in some families still is—a guideline forfamily discipline. It made corporal punishment a pa-rental responsibility. However distasteful the dutymight be or whatever it might arouse in the parent,he was at least immunized against social criticism ifhis child misbehaved. What is more important, hehad no doubt that the best punishment for any child-ish misdemeanor was a slap or a spank. Only thatwould teach a child what was right and what he mustdo (6).
Many old wives' tales have gained support fromtheir early endorsement by scientists (19):
Toward the end of the last century quite reliable jour-nals and textbooks published reports by reputable re-porters of congenital effects consequent to emotionalstress. We all remember and smile condescendinglyat the grandmother's story of the rat-faced boy whosemother was frightened by the appropriate rodent dur-ing her pregnancy. We must not forget that whilethese beliefs arose in folklore, they were accepted and
given clinical support by the writings of physicians.
More recently, the stamp of scientific approval hasbeen given to old wives' tales relating to postnataldevelopment. Studies of juvenile delinquency, forexample, report an alarming increase of delinquentacts among adolescents from affluent homes wherepermissive discipline prevails—where the rod isspared (7,11).
Similarly, some studies of the educational and vo-cational achievements of people of different ordinalposition in the family have upheld the traditional be-lief of the innate superiority of the firstborn. Thisbelief was a justification for the custom of passingtitles and family wealth to the firstborn on the groundthat he was best able to manage them (1).
When scientists support old wives' tales or dis-agree among themselves and when social customaccepts the traditional guidelines, parents and teach-ers can hardly be blamed for clinging to old childtraining techniques. Nor can they be accused of be-ing rigid if they are skeptical about experimentingwith the latest educational theory.
AS SPURS TO SCIENTIFIC INVESTIGATION
(A second value of old wives' tales is that they havemotivated scientists to critically reexamine acceptedbeliefs.) As scientific evidence about human behav-ior accumulated, it became increasingly apparentthat many of our traditional beliefs were not in keep-ing with findings from scientific research. This servedas a spur to further inquiry. Would new evidence con-tradict or strengthen the old wives' tales? Wouldfurther studies of firstborn children show that theyare superior? If so, is their superiority innate, orhave they simply had greater opportunities? Similar-ly, do learning and retention depend only on intelli-gence, or are they affected by teaching and learningtechniques and by motivation?
If scientists are alert to the possible harm of oldwives' tales and if they increase their efforts to findout if the beliefs are true or false, they can make animportant contribution to the field of child develop-ment.
Scientific investigations to prove, disprove, or quali-fy traditional beliefs cannot be carried out overnight.In-depth studies of learning techniques and follow-up studies of retention may require years of research.
While all old wives' tales should be subjected toscientific  scrutiny,  those  which  have the greatest
influence on the lives of children should be givenpriority. As Whitehead emphasized, the "doctrineswhich best repay critical examination are those whichfor the longest time have remained unquestioned "(27). Certainly, those which apply to children fit inthis category.
Psychological Damage ofOld Wives' Tales
The psychological damage that acceptance of oldwives tales brings far outweighs their value as easybehavioral guidelines or as motivations to scien-tific research. This damage takes many forms, butthree may be singled out as especially serious.
The first comes from the inertia that the haloof infallibility surrounding old wives' tales engen-ders. If a belief has been accepted as true for manygenerations, people ask, Who are we to doubt it? Fur-thermore, most people are anxious to be socially ac-cepted, and following the crowd is perhaps the mostobvious way to gain this end. If a person does notconform, he runs the risk of being labeled a 'radi-cal" or an outsider. He then feels that he must jus-tify his stand so that he can prove to himself andothers that he is right, that he is not just seekingthe limelight.
A second source of psychological damage fromold wives tales comes from the skepticism that sur-rounds any evidence contradicting the prevailingbeliefs. The layman tends to feel that human beingsare too complex to be studied scientifically. A manis not a guinea pig. And the scientist shows his skep-ticism of new evidence by claiming that more studyis needed. The old ideas are a refuge from uncer-tainty. People would rather cling to the old and triedthan take a chance on the new. When skepticismof the new is backed up by the halo of infallibilityof the old, people become unwilling to examinenew ideas carefully enough to discover whether theyare valid or not. For example, mothers who reportedfood refusal on the part of their children were advisedto try permissive feeding. Out of a group of 57 moth-ers, only 8 were willing to adopt permissive feedingas a customary procedure. A few tried the permissivemethod but soon rejected it as a "new-fangled idea"and reverted to their former authoritarian practices(5).
The third and most serious psychological damagefrom old wives' tales comes from the effect they have
on individual behavior and on the development ofchildren. Behavioral guidlines based on traditionalbeliefs may be quick and easy, but they can also bedangerous. For example, many a person has beeninfluenced by the saying that redheads have fierytempers. If a person who has red hair believes this,he has little motivation to learn emotional control.He was born with a fiery temper, he says, just as hewas born with the genes that caused him to be aredhead. Why try to control it? In time, the habit offlying off the handle becomes so firmly rooted inhis behavioral pattern that learning emotional con-trol should he want to do so, will prove extremelydifficult.
The psychological damage inflicted on children byparents, teachers, and others guided by traditionalbeliefs is even more serious, because children be-come innocent victims. They have little or no choice.For example, the child whose parents or teachersbelieve that he must learn slowly to guarantee reten-tion is often forced to take more time to learn than heneeds or wants. As a result, he becomes bored andbuilds up resentments—resentments against parents,teachers, certain subjects, even school itself.
Two of the most common causes of underachieve-ment among bright children are boredom and in-efficient learning techniques. And there is ampleevidence that most school boredom comes fromhaving to spend more time on learning than is needed(12. 23). The underachiever usually develops a gener-alized habit of working below his capacities. As timegoes on. he becomes dissatisfied with his achieve-ments in life because he realizes that he has poten-tials that have never been tapped. He has been aninnocent victim of training based on acceptance ofthe traditional belief that "the slow learner is theslow forgetter. '
SOME PSYCHOLOGICALLY DAMAGING BELIEFS
Not all old wives tales are psychologically damagingto the person who accepts them or to the childrentrained by people who use them as guidelines. There-fore, this discussion is not all-inclusive. Instead, itincludes only those beliefs most widely acceptedand which have been shown by scientific researchto have damaging effects on the development of chil-dren. No attempt is made to give scientifically de-termined evidence to show whether the beliefs aretrue, partly true, or false. This will be done in subse-quent chapters where the old wives" tales are dis-cussed together with specific areas of development.
Here, the old wives' tales are categorized accordingto the areas of development to which they are relatedand an attempt is made to explain why and how theyare psychologically damaging. This is done in thehope that the reader will begin his study of child de-velopment with an alertness to the danger of beinginfluenced by traditional beliefs. It is also hoped thatthe reader will learn to question all principles of childdevelopment that are not substantiated by scientificstudies aimed at exploring all conditions that maybe responsible, directly or indirectly, for the child'sdevelopmental pattern.
Childhood. The traditional belief that childhood is atime of helplessness has encouraged overprotective-ness by parents and, to some extent, by teachers.While this may make childhood easier for the child,he later pays a heavy penalty for not having learnedto be independent, self-confident and responsible.Even when he is still young, he is likely to resent beingoverprotected. and his resentment may spread to allpersons who have authority over him.
Equally as damaging is the traditional belief that ahappy childhood guarantees happiness and good ad-justment in later life. The child who is shielded fromunhappy experiences and permitted to do whateverhe wants is likely to grow up with unrealistic ideasabout life, expecting everything to turn out just ashe wants. Having developed no tolerance for frus-tration he will find it difficult to cope with provoca-tive situations without becoming angry and resent-ful. Even worse, he is likely to think of himself as amartyr when his parents or the other adults whoshielded him from the unpleasant facts of life areno longer around. Feeling unprepared to face difficul-ties and frustrations alone, he may also come toresent those who built a protective cocoon aroundhim.
Another belief that is damaging to children is thatthey can be happy only if they are carefree. Adultswho use this as a guideline for training deprive chil-dren of essential learning experiences. Assuming re-sponsibilities and working out problems indepen-dently can be extremely satisfying to children. Acarefree existence may foster long-lasting feelingsof personal inadequacy.
Children as People, The most harmful traditional be-lief about children as people is that they are minia-ture adults. While few people today expect childrento perform the physical tasks that adults perform,many expect them to behave like adults. No child.
however, should be expected to sit quietly for an hourwhile adults discuss topics that are meaningless tohim, no child should be expected to have the socialinsight that is essential to tact, and no child shouldbe expected to control his anger or fear in an adultway.
When people accept the old wives' tale that childrenare miniature adults and should behave like adults,they lay the basis for adult-child friction. This fric-tion may kill a child's desire to try to behave in amore mature manner. Constant criticism, scoldmg,or punishment for "not acting his age"—that is,like an adult—make the child feel inadequate and re-bellious.
The traditional belief that the child who is differ-ent is inferior encourages parents and teachers topressure the child to dress, feel and act like everyoneelse. Should his interests differ from those of hispeers, he is encouraged or even forced to change.A child resents having to submerge personal interestsand activities and follow patterns set by others.His resentment lowers his motivation to perform well,with the result that he sees himself as inferior-just as the old wives' tale claims.
Since creativity requires a person to break with theold and try something new and original, discouragingindividuality stifles creativity. The social group asa whole loses when a person who is capable of con-tributing something new and different is preventedfrom doing so for fear of being different. The po-tentially creative person is himself made unhappybecause he is forced into a pattern unsuited to him.
Heredity. Traditional beliefs about the role of heredityin child development are especially harmful. Theyencourage the feeling that one is fated to develop ina certain pattern. The belief that one is "a chip offthe old block " can influence a person's behaviorthroughout life.
When parents or teachers believe that a child'shereditary endowment is responsible for his per-sonality, his talents, and his behavior, just as it is forhis physique and facial characteristics, they are lesslikely to try to discourage habits that can lead to socialand personal problems. A child may come to believethat he inherited his father's stinginess or his mother'sbad temper. Then neither he nor his parents will tryto replace these behavior patterns with more desirableones.
An old wives' tale that is widely held today claimsthat children are born either right- or left-handed.It is believed that any attempt to change left-handed-
ness into right-handedness will cause serious emo-tional disturbances, the most common of which isstuttering. With this dire warning, is it surprisingthat few parents will take any action to counteracttheir child's left-handedness? Many are deterred bythe belief that it would be useless for them to tryto change a hereditary trait.
On the surface, the psychological damage that re-sults from accepting this old wives' tale might seemto be trivial. This, however, is not correct. Being left-handed in a right-handed society is a handicap andshould be avoided if possible. Since being differentis often interpreted as being inferior, the psychologicalhazard is severe, especially during the self-consciousadolescent years. Even more important, left-handed-ness presents learning problems for the child who isexpected to follow instructions and demonstrationsdesigned for the right-handed majority. Learningnew skills is never easy, and it is even more difficultfor a left-handed child who must follow models orimitate movements designed for those who are right-handed.
The traditional belief that "leaders are born, notmade" militates against trying to train children toplay leadership roles if they have not shown, almostfrom their earliest peer group activity, a 'natural"leadership ability. As a result, many leaders are lost tosociety and many children who have potential leader-ship ability and a motivation to lead, are forced to playthe follower role. They may be discontented followers,however, and they often develop feelings of personalinadequacy, believing that others lack confidence inthem.
Prenatal Influences. The traditional belief that themother can "mark" her unborn child by her fears hascaused many a mother to feel guilty if her child isborn with a birthmark or some other physical featurewhich she, her husband, or friends attribute, with astretch of the imagination, to some maternal fear dur-ing pregnancy. While a physical defect is a psychologi-cal hazard to a child, the hazard is greatly increased ifthe mother develops an overprotective attitude tocompensate for her feeling of guilt.
Closely related to this traditional belief is anotherwhich claims that the mother can endow her childwith some special ability. The mother-to-be may be-lieve that her child will be born with a special aptitudefor music if she devotes her time to listening to music,attending concerts, practicing the piano, or singing.Later, she will try to see that he has every oppor-tunity to cultivate his expected talent, often at great
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personal sacrifice. If he does not develop into themusical genius she believes she created, she maybe bitterly disappointed and even punitive toward him.The child subjected to such treatment is likely to feelguilty and inadequate. He will resent being expectedto do something he feels incapable of. It is he. ratherthan the mother, who pays the bigger price for her ac-ceptance of the old wives' tale.
By far the most damaging of the old wives' talesrelating to prenatal influences is the belief thatthe mother can control the sex of her child. How thiscan be done is explained by a number of traditionalbeliefs. For example, if she eats certain foods duringpregnancy, the baby will be a boy; if she eats others,it will be a girl; if she wishes hard enough for a boy.that is what she will get.
If the mother is disappointed she may develop aresentment against the child. Recognizing that thisis unfair and unsportsmanlike, she is likely to com-pensate by becoming overindulgent. If the father isdisappointed as well and rejects the child, the mothermay become even more indulgent and permissive.Again, it is the child who pays. He is spoiled by oneparent and resentful of the other—or of both.
The child is also penalized by the kind of homeclimate engendered by the acceptance of this tradi-tional belief. If the husband believes that his wifecould have controlled the sex of their child but didnot, he will blame her. If she accepts the blame,she will feel guilty. If she does not, she will feel re-sentful toward her husband. Under such conditions,the child is unlikely to have a happy home climateor the acceptance and love essential for wholesomepersonality development.
Birth. Because birth is one of man's greatest mys-teries, it is not surprising that many traditional beliefsgrew up to explain it. One group of beliefs holds thatthere are auspicious and inauspicious times to beborn. Very early in history, men came to believe thatbeing born under certain stars would bring eithergood or bad fortune throughout life. The seasonof birth is also sometimes regarded as a determinantof personality. The old rhyme
Monday's child is fair of face,Tuesday's child is full of grace,Wednesday's child is full of woe,Thursday's child has far to go,Friday's child is loving and giving,Saturday's child works hard for a living.But the child that is born on the Sabbath Dayis fair and wise and good and gay.
illustrates the widespread tradition that personalityis influenced by day of birth.
The psychological damage of such old wives' talesis that they discourage children and parents from try-ing to cultivate desirable personality characteristicsor correct undesirable ones. Personality patterns thatwill lead to good or poor personal and social adjust-ment are assumed to be innate. As a result, a childmay develop, by chance rather than by guidance,the characteristics commonly associated with "hisstars" or his day of the week. If these happen to bedesirable, no psychological damage will be done. Butif they are undesirable, the damage can be attrib-uted largely to acceptance of the traditional beliefs.
Another group of traditional beliefs center aroundthe effects of birth on the child, both in infancyand as he grows older. One belief of this kind is em-bodied in an ancient Chinese saying, "Difficultbirth, difficult child." Some beliefs about the effectsof birth on the child's personality and the infantsadjustment to postnatal life have been supportedby scientific evidence. Little attempt has been made,however, to discover whether it is the birth experi-ence per se that effects the child's adjustment andpersonality or whether it is the attitude of parents,mainly the mother, toward the child because of thedifficulty or ease of the birth.
Again, the psychological damage of accepting thetraditional belief is that it stifles any motivationthe parents might otherwise have to guide the child'sdevelopment into desirable channels.
Traditional beliefs about prematurity—its causeand its effect on the child's development—are anothersource of psychological damage. For centuries,people have believed that premature birth has anadverse effect on the child both physically andmentally and that it is caused by an imprudent actof the mother. In the absence of scientific knowledge,it is difficult to contradict such a belief. Mothersoften blame themselves—and their husbands blamethem—for not taking their maternal obligations moreseriously and thus preventing what might be lifetimehandicaps to their children. They become overpro-tective. thus depriving their children of opportunitiesto learn. Parental friction over how to handle prema-ture children creates an unwholesome emotionalclimate for the children to grow up in.
Throughout the ages, children have paid a heavyprice for such an old wives' tale. Among many peoples,it was a common practice to put prematurely borninfants to death or to put them in some isolatedplace with other defectives and allow them to per-
ish. The justification for this practice was that thechildren would always be a burden to society. Eventoday, old wives' tales about prematurity have amarked influence on the treatment of prematurelyborn children, not only during their infancy, butoften as long as they remain under the parental roof.They are overprotected and undermotivated by par-ents who believe that they are not physically or men-tally capable of doing what a normal, full-term childcan be expected to do.
Two contradictory beliefs have been long and widelyheld about firstborn children. The first maintains thatthey are the most able of all children. As a result,the firstborn is given greater privileges and advan-tages and more parental affection than later-born sib-lings. This favoritism affects every area of the child sdevelopment.
The second, and less widely accepted, belief is thatthe firstborn child will inevitably be spoiled and un-motivated to develop his innate abilities. People oftenprejudge firstborn children and regard them with sus-picion. It is not uncommon, for example, for parents towarn their children not to marry firstborns on theground that they will be difficult to live with and willnever   amount to much.
The Relationship between Physical and PsychologicalCharacteristics For centuries, people have believedthat it is possible to evaluate personality charac-teristics by observing physical traits. The widespreadand popular techniques of physiognomy (Fig. 1-1) andphrenology (Fig. 1-2) are based on this belief. In theformer, facial features, such as the size and shape ofthe nose, forehead, or mouth, are used to evaluate per-sonality traits, while in the latter, the size and shapeof the head are used for this purpose.
A person with red hair, for example, is traditionallyconsidered a quick-tempered, impulsive person. Theimplication is that there is nothing he can do to be-come more even-tempered and less impulsive. Be-cause quick temper and impulsiveness often lead toaccidents, many redheads tend to be accident-prone.If they, their parents, or their teachers accept the oldwives' tale, redheads will have little motivation tolearn to control their emotions and prevent the occur-rence of accidents. They pay the price in two ways: un-favorable social judgments about their emotional ma-turity and an unneccessary share of accidents whichoften leave permanent physical scars.
The traditional belief that the personality changesas the body changes has been strengthened by the
Figure 1-1. Some widely held personality "types" associatedwith certain physical features. (From the book The humanheredity handbook by Amram Scheinfeld. Copyright'^1965 by Amram Scheinfeld. Redrawn by permission of thepublishers, J. B. Lippincott Company.)
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fairy tale of the ugly duckling who turns into a beau-tiful, graceful swan. Children, it is said, will automati-cally outgrow all their undesirable personality charac-teristics when their bodies become more mature.
With no attempt on the part of parents or teachers todevelop socially approved behavior in the child, he be-haves in a way that leads to disapproval and rejection.This makes him unhappy and resentful toward thosewho reject him. When he later discovers that he hasnot outgrown his undesirable traits, it will be muchmore difficult to change.
Learning. The belief that the slow learner is the slowforgetter, and the quick learner the quick forgetter,is not the only old wives' tale about learning that ispsychologically damaging to children. Equally dam-aging is the belief that a child who does well in onesubject will automatically do well in all other subjects,regardless of any special mental abilities a particularsubject may require.
Figure 1 -2. In phrenology, an attempt is made todetermine the major personality characteristics of aperson through the measurement of the size and shapeof the skull. Note that different areas of the brainwere believed to control different functions andpatterns of behavior. /Adapted from N. J. Hoffman:The science of mind applied to teaching. New York:Fowler and Wells Co., 1887.)
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        While it is unquestionably true that a bright childwho has learned to study efficiently will have anadvantage, there is no scientific evidence to supportthe old belief. A child, for example, may have themental ability and motivation to do well in subjectsthat require reasoning, but find subjects that requirerote memory so boring that he is unwilling to spendthe time or effort needed to master them.
Expecting a child to do equally well in all mentaltasks leads parents and teachers to criticize andpunish the child when he fails to come up to theirexpectations. This, in turn, leads the child to resentthem and to develop a dislike for the tasks involved.This dislike may be generalized to other schoolsubjects: he begins to work below his capacity andbecomes known as an underachiever.
Child Training, While the old wives' tale aboutsparing the rod is the best known and most widelyaccepted traditional belief relating to child training,others are just as damaging. Of these, the mostserious is the one claiming that approval itself willsatisfy a child and thus weaken his motivation toperform.
Tradition holds that criticism and disapproval,like corporal punishment, will spur the child togreater effort. Therefore, praise should be withheldand criticism and disapproval used freely and fre-quently.
The psychological damage of accepting this oldwives' tale is that the child comes to think of himselfas an inferior and inadequate person who can donothing well. This idea is often the basis of an in-feriority complex. In addition, criticism and disap-proval put so much emphasis on what the child doeswrong that he fails to realize that some things he doesare right. He develops a negative attitude toward allhis achievements. Furthermore, since criticism isego-deflating, the child builds up resentments againstthose who criticize. This eventually leads to lowmotivation and, hence, low achievement.
Closely related to this old wives' tale is the onethat warns against showing children too much af-fection on the ground that, like praise, it will en-courage children to rest on their laurels and workbelow capacity. Too much affection, it is said, willencourage children to take advantage of the person inauthority, to regard him as a soft and easy mark.When this occurs, the child will try to be a law untohimself, rebelling against all rules and regulations.
The psychological damage from accepting this oldwives' tale as a guideline for child training is even
more serious than that which comes from the beliefthat praise will spoil the child. A child who believesthat he has been deprived of parental love feels emo-tionally starved. This not only weakens his motivationto do what he is capable of, but leads him to believethat the people who are most important to him—hisparents and teachers—dislike or reject him. Becausemany parents, especially fathers, feel that showingaffection to boys will make them into "sissies,"boys are more likely than girls to be the innocentvictims of this old wives' tale.
Intelligence. The cliche "Beautiful but dumb" ex-presses the traditional concept of the relationship ofintelligence and physical appearance. An attractiveperson is expected to be dumb, and an unattractiveone bright. Traditionally the highly creative person isexpected to be nonconforming In dress, weak in phy-sique, and deviant In moral, social, and emotional be-havior. It is assumed that he will be an unsocial per-son If not antisocial. As Elsenman has commented,"Throughout history, deviant behaviors, includingcreativity, have been denigrated" (8).
If the person accepts these traditional beliefs andtries to live up to them, he may find himself playing arole that is not to his liking. A bright, attractive girlmay bitterly resent the Implication that she lacksnormal intelligence or the suspicion that she hascheated if she does good academic work. As a childand as an adult, she will resent being told not tobother her "pretty head ' about problems, but to letsomeone else cope with them for her.
Tradition claims that children who are dull willgrow brighter as they get older, just as childrenwith undesirable personality traits will automaticallyreplace them with desirable ones. While this does nothappen, the expectation that it will is responsible forconsiderable psychological damage. Parents andteachers often accuse children of not trying or of nottaking advantage of their opportunities. The childrenthen become resentful, begin to wonder if the accusa-tions are indeed correct, and finally develop feelingsof guilt.
Sex Differences. For the most part traditional beliefsabout sex differences claim or imply that the differ-ences are Innate and, consequently. Inevitable. Be-cause the two sexes are physically different andbecause the differences become Increasingly pro-nounced after puberty, it is assumed that psycholog-ical and behavioral differences are automatic ac-companiments of physical changes.
According to tradition, men are less emotional thanwomen. The functional periodicity of women Is thereason most often given for this sex difference.While the age-old tradition of masculine superiorityin intelligence has not been upheld by results ofIntelligence testing, the cultural stereotype of the maleas the "reasoning animal" and of the female as the"unreasoning animal who pokes the fire from the top,"as James described her, still persists (14). Membersof the female sex, tradition holds, are meek anddependent, while members of the male sex areautonomous and adventuresome.
By the time children enter school, they have learnedthat people regard sex differences as extremelyimportant. They have also learned that "masculinetraits" are commonly regarded as "superior." Grad-ually, their own observations of individual instancesof inferiority merge into a general concept of in-feriority which is closely associated with "femininecharacteristics." When this happens, members of thefemale sex develop inferiority complexes which colortheir attitudes and patterns of behavior. If they acceptthe cultural tradition, it stifles their motivation toexcel. If they reject the tradition, even though theyrealize that It is widely held by members of the socialgroup, it makes them resentful, rebellious, andunhappy.
Acceptance of the cultural tradition by membersof the male sex fosters the development of supe-riority complexes. They may become authoritarianand dictatorial toward others, they may tend to reston their laurels, and they sometimes have such goodopinions of themselves that they expect to be treatedlike princes. Even If they have personal doubts abouttheir superiority, they are willing to accept the tradi-tional belief about masculine superiority becauseit Is ego-gratifying.
Both kinds of complex are psychologically dam-aging, though in different ways. The person with asuperiority complex may be personally satisfied oreven happy because he thinks of himself as superior,but he discovers that social attitudes toward him arefar from favorable. The person with an Inferiority com-plex is neither happy nor socially approved.
How True Are Old Wives' Tales?
If, at this point, the reader were given a true-falsetest and asked to mark those traditional beliefs whichare false and those which are true, the chances arethat he would mark most of them false. If, on the other
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hand, the reader were asked to produce evidenceto prove that the beliefs are false, the chances arethat he could not do so, at least in a majority of thecases.
No attempt is made in this chapter to present evi-dence in support of or against the beliefs. The solepurpose of bringing them together here is to focusattention on how many old wives tales there are andhow pervadingly they affect the behavior of parents,teachers, and other adults.
If all people responsible for the care and guidanceof children had the opportunity to study sciencein high school or college, most of them would aban-don the harmful old beliefs in their youth. Such, how-ever, is not the case. Away from the high school orcollege campus, old wives' tales persist: the per-centage of the population that clings to them is un-questionably larger than the percentage that rejectsthem. Thus, to understand why many children behaveas they do. one must realize that their training hasbeen greatly influenced by parents and other rela-tives who used old wives' tales as behavioral guide-lines.
Readers who believe that most old wives' tales arefalse should also know what evidence there is to jus-tify their belief. It seemed logical to present thatevidence in chapters related to the subject matterareas with which the old wives' tales are identified.This arrangement will enable the reader to see theevidence in a broader context than this introductorychapter would allow. Evidence about the effects ofbirth on the child's development, for example, ispresented in the discussion of the newborn infantin Chapter 5. Evidence regarding the ■'outgrowing'of undesirable personality traits is included in the dis-cussion of persistence and change in personalityin Chapter 18.
Equally as important as knowing what evidencethere is to prove or disprove old wives' tales is know-ing why the reasons commonly given to prove or dis-prove them may be false. For example, the assumptionis that sparing the rod is the way to spoil the child.Studies of the effects of excessively permissivechild training and inconsistent training reveal thatthey too can prevent children from learning to be-have according to social expectations. Using the rodoften 'spoiis" the child in the sense that it encourageshim to develop socially undesirable characteristics,such as lying or projecting the blame and the punish-ment on others. These matters are discussed in detailin the evaluation of discipline in Chapter 15.
Similarly, the traditional belief about the superiorityof the firstborn child of the family is based on theassumption that his hereditary endowment is superior.While there is ample evidence that firstborn childrenare often high achievers, there is also evidence thattheir superiority is environmental in origin, not hered-itary. This evidence is presented in the chapterscovering speech, academic achievement, and otheraspects of development.
It is hoped that the reader will approach the ma-terial in the remaining chapters with the question.What evidence is there to substantiate or refute whatI have heard or what others believe so strongly?This approach will help reinforce the statement thatold wives' tales are damaging to children. It will alsoemphasize the importance of trying to eliminatethese beliefs before they are passed down to futuregenerations.
Highlights of Chapter 1
1. Old wives' tales are traditional beliefs based onwhat has been found to "work" for the person'sphysical or psychological welfare.
2. Because old wives' tales are based on the assump-tion that all people of a given age are alike, thereis justification for questioning their veracity anddoubting their usefulness as behavioral guidelines.
3. All scientists, at some time or other, encounterresistance to their efforts to dispel unfounded andoften harmful traditional beliefs.
4. Old wives' tales play two important roles: First,they act as behavioral guidelines when other guide-lines are unavailable, and second, they act as spursto scientific investigation. Their value in these rolesis far outweighed by the psychological damage theydo to the child.
5. The three most serious forms of psychologicaldamage from old wives' tales are inertia resultingfrom the halo of infallibility surrounding old wives'tales; skepticism about any evidence contradictingan old wives' tale: and the harmful effects on thechild's development resulting from parental or teacheracceptance of an old wives' tale.
6. The old wives' tales that have been found to bemost damaging to the child's development are thoserelating  to  the  meaning  of childhood,  children  as
Traditional Beliefs about Children
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people, the role of heredity in child development,prenatal influences, the time of birth and the condi-tions  associated  with  it,  the  relationship  between
physical and psychological characteristics, learn-ing, child training methods, intelligence, and sexdifferences.
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        CHAPTER TWO  ScJentifJc studies of Child Development
CARLETON SARVEB—FORD FOUNDATION
DESPITE THE PSYCHOLOGICAL DAMAGE Of Old Wives'tales, many are as widely held today as theywere in the past. Why is this so? The bestgeneral answer is that there is not enough scientificevidence available to prove that they are not true.On the whole, scientists simply have not been moti-vated in this direction. Studies of the effects of oldwives' tales on child development are rare, eventhough there have always been children to study.The lack of motivation to make such studies can beexplained in two ways. First, children were regardedas miniature adults. Since adults are easier to study,scientists concentrated on them and assumed thatwhat was learned could then be applied to an under-standing of children. Second, traditional beliefsprovided ready-made guidelines for the training ofchildren, and it was taken for granted that they wereadequate for use both in the home and in the school.
Early Interest in Studying Children
Lack of widespread motivation to study children doesnot mean that they were entirely neglected. Rather, itmeans that the vast majority of early studies came notfrom an interest in children themselves or in their de-velopment but primarily from an interest in the bestmeans of educating them to be useful citizens. One ofthe first persons to study children as individuals wasJohann Amos Gomenius, the famous Slavic educa-tional reformer of the seventeenth century. Comeniusstrongly felt that children should be studied not as em-bryonic adults but in their essential child nature so asto understand their capacities and know how to dealwith them.
Following the pioneer work of Comenius, two defi-nite trends appeared in the study of children: (1)philosophical treatises on education in which childrenwere studied only indirectly, and (2) direct dailyobservations of children in which they were studiedat first hand.
Among the educational reformers who indirectlycontributed valuable information about children andtheir capacities were Locke, of England; Rousseau,of France; Pestalozzi, of Switzerland; and Herbartand Froebal, of Germany.
Direct observations proved to be far more fruitfulthan philosophical treatises, however, because theyfocused attention on the child himself. Educationaland pediatric literature of the sixteenth and seven-teenth centuries refers to such present-day problems
as breast-feeding, feeding the poor eater, and emo-tional care of the child during illness (77). The firstscientific record of the development of a young child,published in 1774, was based on the observationalnotes Pestalozzi made of his 3V2-year-old son. Severalyears later, Tiedemann. of Germany, kept biographicalrecords of the development of his children during theearly years of their lives. The best-known and mostthorough of the early American studies was MiliicentShinn's Biography of a Baby, based on her observa-tions of her niece from birth through the first yearof life. This appeared in 1900 and was modeled alongthe lines of the German baby biographies (88).
Interest in scientific studies of children was givengreat impetus by the work of G. Stanley Hall, ofClark University. Beginning with his study of children'sconcepts, reported in 1891 in his Contents of Chil-dren's Minds on Entering School, Hall emphasized thatchildren are not miniature adults (36). Hall's studentsadopted this point of view, and soon many psycholo-gists and educators became interested in studying thechild himself, without reference to education. Be-cause of the interest Hall stimulated, he is often re-ferred to as the "father of the child study movement."McCullers has commented: "The results of any carefulreexamination of Hall's ideas would appear to have atleast some implications for almost every major devel-opmental theory in psychology today" (66). SinceHall's original work, thousands of studies of almostevery phase of child development have made their ap-pearance.
Few of the early studies of children employedscientific methodology. For this reason, they con-tributed little to our knowledge of how children de-velop or how they change from one age level toanother. As Dennis said in 1955, "The cautiouschild psychologist will be the first to indicate that,as yet, his field possesses only a modest amount ofscientific data" (28).
Motivations to Study Children
The early studies of children, like the ones being madetoday, were inspired by a number of motives. First,scientists were motivated by some practical problemrelating to child behavior or child care. The very ear-liest motivation was a desire to improve educationalpractices. Later, preschool children were studied inthe hope of throwing light on problems related tochild training. Still later, the newborn infant was stud-
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ied for the purpose of discovering which behavioraltraits were hereditary and which must be taught.
Second, studies were motivated by a desire to refuteor substantiate prevailing theories. The theory of theconstancy of the intelligence quotient (IQ). for ex-ample, has motivated long-term studies of the devel-opment of intelligence (13, 74).
Third, scientists became curious about traditionalbeliefs and were motivated to study the areas ofbehavior related to them in the hope of proving ordisproving their veracity. Are quick learners quickforgetters. for example, and. if so. why?
Fourth, scientists were motivated by the newevidence revealed by scientific studies. What wasresponsible for the patterns of behavior that werefound to be typical of children at different ages''Under what conditions could these behavior patternsbe expected to manifest themselves? For example,why are temper tantrums more frequent among pre-school children, and why do they become less fre-quent   and   less   intense   as   children   grow  older?
The first areas selected for scientific investigationwere those considered most important for evolu-tionary adaptation—upright locomotion, opposedthumb-grasping, speech, etc. When it was shownthat development in each of these areas occurredover a wide range of ages, scientists were motivatedto study individual differences and the causes ofthese differences.
Obstacles to Studying Children
The obstacles to scientific study are ubiquitous andsometimes almost insurmountable. Of the many ob-stacles scientists have encountered in their attemptsto study children, the most common and the most dif-ficult to cope with are: securing children for scientificresearch, finding suitable and scientifically accuratemethods for studying children, controlling the accu-racy of material obtained outside the laboratory set-ting, and establishing rapport with children.
SECURING CHILDREN FOR SCIENTIFIC RESEARCH
A major difficulty for scientists wishing to studychildren is finding subjects for their research. Gettinglarge and unselected groups of children for scientificresearch has long been a troublesome problem.This obstacle is not as overwhelmmg as it used to be.however. Today most babies are born in hospitals and
are more likely to be made available to the scientistthan in the past. Also, the feeling that babies are toodelicate" to be studied is not as widespread as for-merly.
Nursery schools, kindergartens, and health andmental health clinics give the psychologist of todayan excellent opportunity to study children of thepreschool age. Parents bring their children to thesecenters for training, for free medical care, and forguidance in overcoming behavior problems. In returnthey permit the children to be studied and tested atregular intervals.
There are still serious obstacles to studying school-age children. Although many school people todaywillingly cooperate with the scientist, this has notsolved the problem completely. School childrenthemselves are often reluctant to cooperate. Theyfeel that they are being treated like guinea pigs orthat testing is a waste of their time. Even more seriousis the limitation placed on what can be studied.School authorities often will not permit research ona touchy subject, such as sex. religion, or parent-child and sibling relationships.
METHODS OF STUDYING CHILDREN
A second obstacle in the way of scientific studiesof children is finding methods that not only will besuitable for use with children of different ages butwill also be scientifically accurate and yield validresults. The problem of methodology in the studyof children has always been a thorny one. Manyapproaches have been abandoned because theyproved to be too complicated or because they lackedreliability. For example, baby biographies and ques-tionnaires are seldom used today because they aretoo difficult to control for accuracy.
Actually, no one method or measuring techniqueis suitable for all age levels or for all forms of behavior.Entirely different methods must be used for studyingchildren who cannot verbalize their thoughts and forthose whose speech is well developed. Differentmeasuring techniques must be used for children whocannot read and write and for those who can. Socio-metric techniques are valuable for example, in studiesof social development, but they are inadequate andinappropriate for studies of language or motordevelopment.
As a result of this obstacle, accumulation of in-formation about child development has been slowas well  as spotty. The difficulty has been   met.  in
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part, by borrowing methods used in related fieldsof research—mainly medicine, sociology, and experi-mental psychology. Since many of these methodswere devised for use with adults or adolescents ofhigh school or college age. however, they must bemodified before they can be applied to the studyof children.
Laboratory versus Field Studies. In the early days ofscientific psychological research, most studies weremade in the laboratory, where conditions that affectthe pattern of a subjects behavior can be carefullycontrolled. It soon became apparent, however, thatthe laboratory setting itself made children apprehen-sive. Was the behavior they displayed in the labora-tory situation a true picture of their everyday behavioror only a picture of how they behaved in a laboratory?
To eliminate this obstacle to accurate research.some scientists began making studies in the child snatural habitat of the home, school, and playground.These studies—called field studies —showed thatresults obtained in the field did not always agreewith those from the lab. Consequently, more andmore field studies have been made—studies of anger,discipline, and conversation in the home, of socialbehavior in school and in the neighborhood, ofreactions to school, (as school phobias), and a hostof other behavior patterns. These will be discussedin detail in subsequent chapters.
An experiment by Fawl will serve to show whymany psychologists have become skeptical aboutthe results of laboratory studies of children. Fawlcompared the results of a laboratory study of frus-tration made by Barker. Dembo. and Lewin. wherethe psychologist acted to produce an artificial stateof frustration in the child, with the results of a fieldstudy in which the psychologist observed and reportedchildren's reactions to frustrating situations in real-life settings. The results obtained from the twostudies were quite different (10. 30). Unquestionably,the field-study approach yielded a more accurateappraisal of children s characteristic reactions tofrustrating situations.
This does not mean that laboratory studies shouldbe abandoned. Nor does it mean that field studiesare universally believed to be superior. Field studiescan seldom match laboratory studies in controllingconditions that might affect the subject s reactions.In commenting on field-study methods. Barker (9)has brought out some of their shortcomings as wellas some of their advantages:
These methods have not infrequently been judgedand found wanting. It is commonly said of them thatalmost anything they can do, experiments can dobetter. Their advantage is said to lie in their relativesimplicity, which makes them useful as rough andready methods for reconnoitering new problems, andespecially, for identifying variables to be includedin crucial experiments.
Cross-sectional versus Longitudinal Approach. In-formation from questionnaires, observations, retro-spective reports, etc.. can be combined with datafrom other studies to give a composite picture ofchild development. This is known as the normativecross-sectional approach because the norms fordifferent areas of development are obtained bystudying many groups over a short period. When thegroups are made up of representative samplings ofthe population, environmental influences are. to alarge extent, ruled out. and the normative patternof development can then be observed (7).
The longitudinal approach to studying child devel-opment consists of reexamining the same childrenat intervals throughout the childhood and adolescentyears. Dennis has pointed out that child psychologyhas been almost alone in undertaking longitudinalstudies. " He further emphasizes that one of thereasons for the gaps in our knowledge of childrenis that longitudinal studies are inherently slow"(28).
Longitudinal studies may be trait-oriented or life-outcome-oriented. The trait-oriented study is used todiscover stability or change in a single trait or clusterof traits. For example, by studying the same personover a period of years, one can discover whether theaggressiveness or cowardliness he showed as a pre-schooler persists through adolescence and into adult-hood, whether the trait becomes stronger or weakeras time goes on. or whether it disappears and givesway to other traits. Similarly, does a cluster of traitsthat make up an authoritarian or alienation syndromepersist, or do they change or disappear?
Lifeoutcome-oriented longitudinal studies are de-signed to find out what childhood traits are likely topreindicate an 'achieving adult or a psychiatric casu-alty." By studying a child through the important forma-tive years of his life, one may be able to discover notonly what kind of adult he will be but also whethercertain persistent traits or clusters of traits are morelikely to lead to successful than to unsuccessful adultadjustments (73).
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Material for longitudinal studies may be obtained bya prospective approach or a retrospective approach.In the former, the study begins with the child andfollows him into adolescence or adulthood, whilein the latter, the study begins with the adolescent oradult and traces back into childhood to identify theantecedents of the present behavior. In both, thematerial is obtained from clinical, biographical, andobservational sources (23, 73).
Box 2-1 presents an evaluation of cross-sectionaland longitudinal studies of children.
Longitudinal studies have transformed our knowl-edge of both childhood and adolescence by bringingout facts impossible to see in a cross-sectional ap-proach, where individual variations are masked by"averages." Some of the most important longitudinalstudies to date have been those of intellectual growthby Bayley. Owens, and Terman and Oden (13, 75, 99):studies of the long-term effects of the age of sexualmaturing on social behavior and personality by Ames.Jones, and Mussen (5, 44. 71): studies of the persist-ence of personality characteristics from childhoodinto adulthood and old age by BiJhler, Kagan and
Moss. Smith, and others (23, 46, 92); and studies of
the long-term effects of child training methods onpersonality and behavior by Kagan. Macfarlane et al.,Schaefer and Bayley. and Watson (45, 59. 86, 104).
Human versus Animal Subjects. A further methodo-logical obstacle in the study of children is thatmethods which have proved to be highly reliable andharmless in studies of animals cannot be used onhuman beings because of the fear of possible psy-chological damage. From a scientific as well as froma practical angle, it is important to know how much ofa child s development will occur of its own accordand how much will depend on the child's experiences.In studies of the hereditary endowment of animals,the animals can be deprived of learning opportunities.They can be isolated from other members of theirspecies or kept in cages so that they have no opportu-nities to imitate acts characteristically found in theirspecies. Then, should the behavior appear, it couldlogically be concluded that it was a hereditary trait.
The method of isolation has been used with humansubjects  but  has always been quickly abandoned.
Box 2-1
EVALUATION OF CROSS-SECTIONAL AND LONGITUDINAL APPROACHES
Cross-Sectional ApproachAdvantages
■ Time-saving
■ Gives  a   picture  of typical  characteristics  atdifferent ages
■ Relatively inexpensive to carry out
■ Can be carried out by one experimenter
Disadvantages' Gives only an approximate representation ofthe developmental process
■ Does   not  take   into   consideration   variationswithin age groups
■ Does not take into consideration cultural orenvironmental changes over time
Longitudinal ApproachAdvantages
■ Permits analysis of development of each child
■ Permits study of growth increments
■ Gives an opportunity to analyze relationshipsbetween, maturatioijal and experiential proc-esses
■ Gives an opportunity to study effects of culturaland environmental changes on behavior andpersonality
Disadvantages' Generally requires follow-up study by new ex-perimenter, owing to length of time covered
■ Expensive to carry out
■ Data are extensive and cumbersome to handle
■ Difficult to maintain original sample of subjects
■ Must often fill in gaps by retrospective reports
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Not only is there the practical difficulty of gainingparental consent for using babies for such studies,but there are also strong objections, raised by parentsand others, that isolation is unfair to a child and mightdamage him so severely that he would never againbe ■■normal" (7. 28).
A second method of discovering how much naturedoes for the child and how much he must do for him-self is the co-twin control method. On the assumptionthat identical twins are alike both physically and psy-chologically, clinicians give one twin. Twin T (or'trained twin ") practice in learning different functions,while Twin C (or "control twin") is given no training.After a certain length of time, the results of trainingfor Twin T are compared with the achievements ofTwin C. Here again there is the practical difficulty ofgetting an adequate number of subjects whose par-ents will allow them to participate in such an experi-ment. One twin might be psychologically damagedby being deprived of learning opportunities, and theother by being made to feel superior (7, 33).
Genetic studies of large groups have, for the mostpart, proved to be much more practical for wide-spread use than the isolation and co-twin controlmethods. The fundamental principle of the geneticstudy is that when environmental factors are con-trolled by having many different racial, socioeco-nomic, religious, intellectual, and physical factorsrepresented in the group, environmental influencesare ruled out; any similarity in the developmentalpatterns of children in the group may then be regardedas "nature's work" (7, 28).
Effects of Methodological Obstacles. Methodologi-cal obstacles have forced scientists to postponethe studying of many important areas of child be-havior. They are, in part, responsible for the gapsin our present knowledge of how and why childrendevelop as they do. The need to overcome theseobstacles has been highlighted by Anderson (7):
In child psychology scientific problems are beingattacked in a variety of ways by workers who are be-coming more and more concerned with methodology.Child psychology, which at first accepted uncriticallyalmost any observations or results obtained from thestudy of children, has become more mature. It nowcritically examines its methods and results and delib-erately goes about designing experiments. In manyareas the study of the child has moved from the ex-ploratory  phase   to   the   comprehensive   investigation
carried on over a long period. . . . From today's studies,however inadequate, come the highly developed tech-niques of tomorrow. . . . The scientist of today has agreat advantage over the one of yesterday, not in hisinterest or ability but in the better tools that have beenforged in the intervening period. . . . To understandgrowth and development, which appear ever morecomplex as we learn more about them, we need not onebut many competent investigators, not one but many andvaried investigations.
ACCURACY OF DATA
The third major obstacle scientists have encounteredin studies of child development is the difficulty ofensuring the accuracy of the material obtained out-side the laboratory setting. Regardless of whatmethod is used, this obstacle hampers research,leaves gaps in our knowledge, and often makes experi-menters doubt the validity of their findings.
Observations of children are subject to inaccuracyfor two reasons. First, one person can hardly observeeverything a child does or says and make accuraterecords of what goes on. To increase the accuracy ofobservation, Gesell introduced the use of the moving-picture camera in his studies at Yale University in1926 (33). By photographing the child in action andstudying the pictures in slow motion, the observercan see all parts of the body in movement. The filmcan be rerun if any movement is missed in one obser-vation. An advantage of this method is that it elimi-nates the temptation on the part of the observer tointerpret what he is observing. In a rerun, he seesthe child's activity in a more objective manner thanhe might while he is actually watching the child(76).
Accuracy of observation is especially difficult infield studies. Whenever possible, cameras, television,and other devices are used to get a permanent recordof the child's behavior so that it can be studied againand again (1, 50). Figure 2-1 shows one piece of ap-paratus commonly used to study movements of new-born infants.
The problem of accuracy of observation is particu-larly hard to overcome in the area of speech research.To understand speech development, one must knowwhat prespeech forms of language the baby used.Few studies have been made in this area because ofthe difficulty of analyzing the sound by ear andbecause auditory memory is unreliable. As Lynip(57) pointed out:
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It is totally impractical to try to express in adultsounds an utterance of an infant prior to his speechmaturation. Infant utterances are not like any of thewell-defined values of adult language. They are pro-duced differently and they are shaped differently,their relationships with adult sounds are at firstonly fortuitous. Infant sounds cannot be describedexcept in terms of themselves.
To overcome this observational handicap. Lynipused a magnetic recorder and a sound spectrograph,which provides a pictorial analysis of the soundsamplings secured by the recorder. From these rec-ords, accurate in both auditory and visual forms, itis   possible  to   determine   how   prespeech   sounds
Figure 2-1. Observation cart for photographingnewborn infants. (Adapted from W. Kessen, L. S.Hendry, and A. M. Leutzendorff, Measurement ofmovement in the human newborn: A new technique.Child Development, 1961, 32, 95-105. Used bypermission.)
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        change over time until they become recognizable as
speech (57).
Accurate observation of speech is even moreproblematic in field-study settings than in labora-tories. Tape recorders have been used successfullyin studies of what children talk about when alone,away from the watchful eyes and listening ears ofparents, teachers, or experimenters, and what theysay to family members at the dinner table or to thedentist  when   having  their teeth  cleaned  (29,  57).
The second reason why observations of children aresubject to inaccuracy is that most children do notbehave in the same way when they are alone or withother children and when they know they are beingobserved by adults. Gesell, many years ago. suggesteda way of eliminating this methodological obstacle.He contended that, by using a one-way-vision screen,scientists could observe a child without his realizingit (33). Children beyond the 3-year age level findways to explore behind the screen, however, and soondiscover that it is a device for watching them. Thenits usefulness is limited.
Recently, Allen and Evans reported that by settingup a "dentist s office' in the laboratory and by usingdifferent electronic devices to record the speech andbehavior of children who came for dental check-ups.they could make accurate records of children's speechand behavior without their being aware of it. Eventhough an arrangement of this kind may greatly in-crease the accuracy of observations, it is much toocomplicated  and expensive to be widely used  (1).
Scientists sometimes find it necessary to use datafrom reports made by teachers and parents, personswho have an excellent opportunity to observe childrenin naturalistic settings. To increase the accuracy ofthese data, they give the parents and teachers trainingin what to observe and what to report. Such trainingdoes not guarantee effective control. The observer'sattitudes toward the behavior of children—whetherit will be considered 'normal" or "problem"—areinfluenced by his own personality, his professionalskills, his experience, and his rapport with the chil-dren.
Even when the scientist lays out a systematictopical framework for the reporting of observations,the observers giving or withholding of materialwill be influenced by his own ideas on the signifi-cance of certain material to the problem being studied.Also, the perceptiveness of the observer is an im-portant factor in determining what he will report(16, 76, 105).
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A simple incident, such as a child's pout when asibling gets more attention than he. may not beperceived as a sign of jealousy by the observer:consequently, he will not report it. In the study ofproblem behavior in the home, parental expectationsplay an important role in determining what parentswill observe and report. Mothers, as a rule, havehigher expectations of good behavior in their daugh-ters than in their sons, and thus tend to be morecritical of their daughters behavior. Fathers expecttheir sons to be more aggressive than their daughters.Therefore, parents will put different interpretationson similar behavior by boys and girls (37, 67).
Biased attitudes affecting the accuracy of obser-vations also exist among observers in the school.What constitutes problem behavior, for example,depends upon the teachers frame of reference. Toa teacher, anything that disrupts the efficiency ofteaching or the quiet needed for study—giggling,passing notes, or talking to another pupil—is likelyto belong in this category. To a clinician, whoseframe of reference relates to the effects differentforms of behavior have on a child's adjustments nowand as he grows older, such behavior is of minorimportance. Withdrawal and other patterns of be-havior which lead to maladjustment are labeled"problem behavior' by the clinician. Under suchconditions, the observations of teachers and cliniciansof the same children in the same situation differmarkedly (15, 61, 96).
To avoid the effect of biased attitudes on observa-tions, clinicians sometimes use retrospections ofearlier experiences. Seeing a situation in the per-spective of time, the observer is less likely to distorthis observations. This is especially applicable inparent-child relationships, where annoyances of themoment can readily color the parents' reports (82,105.111).
While bias may be avoided, other factors that impairthe accuracy of the report, such as forgetting, attitudechange, the desire to say the 'right thing " or tojustify an act. and even deliberate distortion to showthe child or the parent in a favorable light, may makea retrospection no more reliable than on-the-spotobservations (16, 27, 58, 68, 87, 112). As Yarrow et al.have said: "Generally the subject matter is not neutralfor the respondent: he has investments of variouskinds in the experiences about which he is asked toreport" (113). Figure 2-2 shows some common in-accuracies in parental reports.
Another source of inaccuracy in parental reports
comes from the affective content of the data (68. 105,112). If a child is ill, for example, the mother's fearor anxiety may color her report. The more serious theillness, the greater its effect. As time passes, she mayremember it as more severe than it actually was.Whiting and Whiting correctly said, 'If the study ofchildren is to become legitimately scientific, the valid-ity of reporting is clearly of prime importance (107).
RAPPORT WITH CHILDREN
A fourth obstacle to the scientific study of childrenis the difficulty of establishing rapport with one's sub-jects. If accurate data are to be obtained, childrenmust speak and act naturally. They must not show offor put up a front to impress the observer, and theymust not be intimidated by him or by the strangenessof the setting.
The importance of good rapport was discovered inthe early days of intelligence testing. Testers wereadvised to inform the children that they wanted toplay games " with them, and to take time to es-tablish a friendly relationship before beginning thetest. Only then could they hope to get an accuratepicture of the child's intellectual abilities (6. 98).
What is true of the testing situation is even more trueof the experimental situation, especially if it is that ofthe laboratory. Children must be made to feel at homein the new environment and with the experimenterif they are to react in their characteristic, normalmanner. This takes time, but it increases the accuracyof the results.
In training laboratories in developmental psy-chology, future researchers learn techniques forachieving rapport with children. They are advised, forexample, to call themselves Miss. Mrs., or Mr. ratherthan Dr. So-and-So. a label children associate withpersons who examine their bodies or "stick them withneedles. " They are advised to make the childrenfeel at ease by showing them the lab and demonstrat-ing some of the apparatus. Above all. they are advisedto answer all questions or even to suggest questionsthat the children might be afraid to ask themselves(52, 72).
Not until the experimenter is sure that rapport hasbeen established should he begin the experiment.This may take more than one session. It may requireletting the child bring one of his friends to the labora-tory until he feels at home there and is willing to re-turn alone. Or it may mean abandoning the use of thechild as a subject. All this increases the cost of re-
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        search in terms of time, effort, and money but it ismore than justified in terms of accuracy of resultsand confidence in their accuracy.
Age Differences, it is never possible to predictwhether a given experimenter will be able to establishsatisfactory rapport with children of the age group heintends to study. Years of experimental research withchildren, both in laboratory and field settings, haveshown, however, different "types" of people arelikely to be more successful with different age groups.For babies, a young female who likes babies and isaccustomed to handling them can generally establishbetter rapport with them than can male experimenters.This is because a young woman reminds the babiesof their mothers. Babies who are accustomed to baby-sitters usually respond to experimenters more posi-tively than those who are accustomed only to theirmothers. If the babysitters have been middle-aged orelderly women, such as grandmothers, rather thanhigh school students, babies are less likely to be afraidof an experimenter.
How quickly a preschool child will establish rapportwith an experimenter will depend partly on howaccustomed he is to being with strangers and partlyon what kind of person he is used to being with. Thepreschooler who has gone to nursery school, kinder-garten, or Sunday school, for example, is more athome with strangers than the child whose life hasbeen centered in the home. Since most preschoolchildren see few men outside the immediate family,male experimenters have more difficulty establishingrapport with them than female experimenters.
Even though school-age children have had manyexperiences with strangers, they may find it hard toestablish rapport with experimenters. This is not somuch because they are afraid, but rather because theycherish their privacy and resent being questionedby adults. These same feelings motivate them to spendas much time as possible with their peers. With thisage group, male experimenters are as successfulin establishing rapport as female experimenters—but only with male subjects. Girls still prefer femaleexperimenters. Also, this is the only age group thatseems to prefer young experimenters, especially ifthey are attractive and are able to communicate withthe children at their own level. The older the experi-menter, the more he symbolizes power and authorityand, hence, the more distant he seems.
Essentials    of    Good    Rapport.    Good    child-experi-menter rapport depends not only on the child's atti-
tude toward the experimenter but also on the ex-perimenter's attitude toward the child as a person andtoward children as a group. Other things equal,both men and women experimenters are more suc-cessful if they have had experience with children assurrogate parents during their own childhood oras camp counselors, teachers, or parents. Even withsuch experience, if they regard children as "subjects"rather than "people, " the establishment of rapportwill be slow and difficult. Children quickly sensea cold impersonal attitude and react to it with fearor resentment.
Child Psychology versusChild Development     ^
The early scientific studies of children, concentratedon specific areas of child behavior, such as speech,emotions, or play interests and activities. The namegiven to this new branch of psychological researchwas "child psychology"—a label which suggestedthat interest was centered on the psychologicalphenomena of the preschool and school-age child.
In time, it became apparent that studying differentareas of child behavior at different age levels wouldnot be enough. It would not add to our understand-ing of how behavioral characteristics change as chil-dren grow older and of what causes them to change.So interest began to shift. The name child psy-chology was changed to "child developmentto emphasize that the focus was now on the patternof the child development rather than certain aspectsof development.
Another important change accompanied this shift ofinterest. Instead of concentrating on preschool andschool-age children, the area of study was extendedin both directions, down to the newborn infantand up to the pubescent child. Since medical researchreports that the prenatal environment has lastingeffects on the child, the area of study now extendsback to the moment of conception (31).
While a "child " is correctly defined as a youngperson between infancy and youth, the field of childdevelopment is that branch of psychological researchwhich studies the individual from conception untilhe becomes a "youth, " or a person who is sexuallymature, even though he is not regarded as matureenough to have the rights, privileges, and respon-sibilities associated with adulthood. Today, themajor emphasis in child development is on discover-ing  the  characteristic changes in appearance,  be-
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Figure 2-2. Inaccuracies in parental reports about theirchildren. (Adapted from L. C. Bobbins, The accuracy of parentalrecall of aspects of child deielopment and child rearingpractices, J. abnorm. soc. Psychol., 1963, 66,261-270. Usedby permission.)
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havior. interests, and goals as the child passes fromone developmental period to another. In addition,child development attempts to find out when thesechanges normally occur, what is responsible for them,and whether they are individual or universal.
The shift of interest meant that far more researchwas needed. Child development is a much broaderfield than child psychology. And, because scientificstudies of the child are of relatively recent origin,it is not surprising that our knowledge of the psycho-logical phenomena characteristic of the childhoodyears is far from complete.
In some instances, our picture of certain aspectsof development and of age changes over a relativelyshort span is fairly well-rounded. In other instances,the picture is only beginning to take shape. With fur-ther research, the gaps will be filled in. Until then,it will be necessary to say. So far as our presentknowledge goes all evidence points to this fact,but as further evidence is accumulated, our presentknowledge may be radically changed.
Because scientists are unwilling to fill in the gapsuntil they are sure their information is adequate andvalid, there is both scientific and popular confidencein the data already available about child development.This confidence will persist if scientists continue tobase their statements and advice on valid data only.
Highlights of Chapter 2
1. The lack of motivation to study children scien-tifically was due to two factors. First, children wereregarded as miniature adults, and it was consideredunnecessary to study them directly. Second, guide-lines for training children already existed in the oldwives tales.
2. Early interest in studying children came from adesire to discover the best methods of educating themto be useful citizens.
3. Pioneer scientific studies of children were biog-raphies based on observations.
4. G. Stanley Hall, regarded as the father of thechild study movement." was the first scientist to studythe psychological development of groups of children.
5. In the beginning, the motivation to study childrenscientifically came from practical problems related tochild behavior or child care, a desire to refute or sub-stantiate prevailing theories, a desire to prove or dis-prove traditional beliefs about children, and a desireto know what is responsible for behavior problemstypically found in children at different ages.
6. Scientific studies of children are complicated byfour serious obstacles.
7. The first is the practical problem of securing largeand unselected groups of children for scientific re-search.
8. The second is the need to develop a scientificallyaccurate method suitable for studying children atdifferent ages.
9. The third obstacle is the difficulty of controllingthe accuracy of material outside the laboratory setting.
10. The fourth obstacle to studying children is thedifficulty of establishing experimenter-child rapport.
11. Scientific studies of children at first concen-trated on different psychological phenomena. Todaythe emphasis is on the developmental pattern. Be-cause of this shift in emphasis the name of the fieldhas been changed from child psychology to childdevelopment.
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CHAPTER THREE Prliiciples of Development
THE FUNDAMENTAL PURPOSE of Studying childdevelopment is to discover the normal patternof the normal child and to determine, when de-viations occur in this pattern, what has been respon-sible for them. The study of child development is,however, hampered to a certain extent by gaps inour knowledge of different developmental processes.In some instances, only the beginnings of the proc-esses have been carefully explored; in others, onlythe terminal states. In very few is the picture com-plete.
Even more serious than the gaps themselves isthe tendency of some writers to fill them in with ma-terial drawn from studies of adults or adolescents.There have, for example, been many studies of ad-olescent gangs but very few of children's gangs.Consequently, some people assume that sincesome adolescent gangs are delinquent, children'sgangs are also delinquent. Studies of children's gangsshow that this assumption is false; children's gangs donot conform to the adolescent pattern but to a pat-tern of their own (39, 47).
As research progresses, these gaps will be filledin. The developmental psychologist has already,to some extent, drawn on the research findings ofrelated fields of study, mainly medicine, education,sociology, anthropology, and gerontology. Fromanthropological studies, for example, we have im-portant evidence of the effects of child-trainingmethods on personality development.
What Is Development?
Many people use the terms "growth" and "devel-opment" interchangeably. In reality they are different,though they are inseparable; neither takes placealone. Growth refers to quantitative changes-increases in size and structure. Not only does thechild become larger physically, but the size and struc-ture of the internal organs and the brain increase.As a result of the growth of the brain, the child has agreater capacity for learning, for remembering, andfor reasoning. He grows mentally as well as physi-cally.
Development, by contrast, refers to qualitativechanges. It may be defined as a progressive seriesof orderly, coherent changes. 'Progressive" sig-nifies that the changes are directional, that they leadforward rather than backward. "Orderly" and "co-herent" suggest that there is a definite relationship
between a given stage and the stages which precedeor follow it. As Anderson has emphasized, "Nor isdevelopment merely a matter of adding inches tostature, or ability to ability; instead, it is a complexprocess of integrating many structures and func-tions" (7). Because of this integration, each changeis dependent upon what preceded it, and it, in turn,affects what will come after.
Neugarten (96) has explained how qualitativechanges in development affect the person as he growsolder:
People change, whether for good or for bad, as a resultof the accumulation of experience. As events are reg-istered in the organism, individuals invariably abstractfrom the traces of those experiences and they createmore encompassing as well as more refined categoriesfor the interpretation of new events. The mental filingsystem not only grows larger, but it is reorganized overtime, with infinitely more cross references. . . . Adultsare not only much more complex than children, but theyare more different one from another, and increasinglydifferent as they move from youth to extreme old age.
TYPES OF CHANGE
The human being is never static. From the momenthe is conceived to the time of death, he is undergoingchanges. At every age, some of these changes arejust beginning, some are in their peak, and some arein the process of decline. Changes may be dividedinto four major categories, as shown in Box 3-1.
While some of the changes that occur in develop-ment are antagonistic, others are interrelated. Thismay be seen in the changes in size and proportions.Increase in body size is accompanied by modificationsof the composition of the body. Gain in weight inbabyhood, for example, comes not from increase infat tissue alone but also from increase in neural, bone,glandular, and muscle tissue. In childhood, the gaincomes principally from bone and muscle tissue. Inadulthood, the gain is from an accumulation of fattissue.
Interrelated changes in size and proportions areapparent also in the mental characteristics of the child.The young child's emotions, for example, lack grada-tions; violent temper outbursts may have no relationto the intensity of the frustrating situation. With in-creased intelligence and experience, the child is ableto control his anger responses to meet the approvedstandards of the social group.
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Development may follow different patterns, some ofwhich are normal or "healthy" and some abnormaland "unhealthy." The person who makes the bestadjustments to life develops in a healthy pattern. Whatis a healthy pattern of development? Chilman (37) haswritten:
People who are developing in a "healthy" manner movein cycles, hut generally upward, as on a spiral staircase.. . . Through each cycle of development, new skills arelearned, new psychological strengths are developed(if all goes well). Motivations change—again if all goeswell—with increasing age, so that " age-appropriate"behavior becomes not only acceptable but desirable.
ATTITUDES TOWARD CHANGE
Typically, the adult dreads change, whether it is fail-ing eyesight that requires him to wear glasses or theaccumulation of middle-age fat. These changes pro-claim to the world that he is growing old. By contrast,
Box 3-1
TYPES OF CHANGE
Changes in Size
These include physical changes in height, weight, cir-cumrerence, and internal organs, and mental changesin memory, reasoning, perception, and creative imagi-nation.
Changes in ProportionsAs may be seen in Figure 3-3, the child is not a miniatureadult either physically or mentally.
Disappearance of Old Features
When certain physical features, such as the thymus glandand baby hair and teeth, lose their usefulness, they gradu-ally atrophy, as do some psychological and behavioraltraits—babyish locomotion and speech and fantasticextensions of the imagination.
Acquisition of New FeaturesSome new physical and mental features develop frommaturation and some develop from learning. New physi-cal features include second teeth and primary and sec-ondary sex characteristics; new mental features includethe sex  urge,  moral  standards, and  religious  beliefs.
the child tends to welcome each change because itbrings him closer to the privileges and freedom ofadulthood.
Davis and Havighurst (41) have described thechild's desire to grow up as follows:
Age is the ladder by which the young child hopes toclimb to his Arcadia. . . . Very early he discovers thatother children, whether in his family or his nurseryschool, measure his prestige by his age. On the ladderof age, each step will lead him to higher privileges athome and at school, to sweeter triumphs over more andmore "small fry," and to more dazzling signs of pres-tige. . . . Everything good, he is told by his parents,comes with age. More than anything else, therefore, thechild yearns to become bigger and older. . . . To theyoung child . . . age seems to be the key which unlocksall the forbidden doors of life. It is the magic gift ofadults, which brings power and social acceptance. Itlifts the barriers to the most inviting and mysteriousroads, opening toward freedom and adventure. . . . Aslong as he is young, he must be the underdog, he mustyield, he must obey. It is not easy for a child to be alwaysinferior, simply because he is inferior in size.
That children's attitudes toward development are,for the most part, favorable is also apparent fromstudies of happiness. Retrospective reports, in whichadults looked back and tried to recall how they feltabout their life at different ages, have revealed thattheir outstanding memories were related to theirfirst new experiences, each of which was a symbolof progress toward maturity (14, 83).
Whether the individual child's attitudes towardchange are generally favorable or unfavorable de-pends upon many factors. One of the most importantdeterminants is how a change affects his behavior.If the child is able to be more independent of adulthelp and if the change gives him added strength andspeed so that he can take part in the play activitieshe associates with older children, he will welcome it.
Social attitudes toward change affect the child,just as they do the adult. Most parents encouragetheir children to "grow up" as soon as possible. Whenthe child lives up to the parents' expectations, he ispraised; when he falls below their expectations, heis reproved for not "acting his age." Social attitudesare influenced to some extent by how they affect thechild's appearance. As the chubby baby becomes thespindly preadolescent, and as the teeth fall out andthe face takes on a comical, if not homely, look, the
29
child may be less appealing to adults. If so, they arelikely to show it in their treatment of him.
Cultural attitudes are more favorable toward babiesthan toward older children. Just as everyone loves ababy, so almost everyone dreads the pubescent stage,when the child becomes glum, moody, surly, secretive,and difficult to live or work with. Even his peers mayfind him a "pest," and old friendships often breakup at this stage. Under such conditions, it is not likelythat a child will have a favorable attitude towardmany of the changes that puberty brings.
Social Expectations
The social group expects the child to make certainadjustments during each period of development.When the adjustments are difficult, developmentslows down. When the adjustments are easier, de-velopment speeds up. Chilman puts it this way: "Somestages are more critical and arduous than others. Thespiral staircase, used symbolically here, is not uni-formly steep in ascent; there are landing or restingplaces, as it were" (37).
Rate of Development
Development, whether physical or mental, is not a uni-form process. It is most rapid during the 9 monthsbefore birth when the individual grows from a micro-scopically small germ cell to an infant of approxi-mately 7 pounds in weight and 20 inches in length.It has been estimated that his weight during that timeincreases eleven million times.
Physical development continues at a rapid ratethroughout babyhood to the age of 3 years. The in-crease is not limited to size but also includes bodyproportions. To realize how rapidly the changesoccur, all one has to do is to compare a 3-year-oldwith a newborn infant. During this period, one canalmost see the baby grow from week to week.
From 3 to 6, the child continues to grow rapidly,though not so fast as before. From about the age of6 until just before adolescence, his growth slows downsomewhat. He develops at a more even rate, withchanges occurring in proportions more than in ac-tual size. This stage is followed by a spurt of rapidgrowth which lasts 2 or 3 years. By this time, theindividual will have reached maturity. He will mea-sure between 5 and 6 feet, give or take a little, andwill weigh between 85 and 250 pounds. All of thischange occurs in about one-fifth of the entire life-span.
Physical development is closely paralleled by men-tal development. When physical development is rapid,so is mental development. Just as physical devel-opment is marked by changes in body proportionsas well as by increase in size, so mental developmentis characterized by different rates of growth formemory, reasoning, association, and other mentalabilities. The typical curve of mental growth, asshown in Figure 3-1, displays the same pattern asthat of physical development.
DEVELOPMENTAL TASKS
In every cultural group, experience has shown thatpeople learn certain behavior patterns and certainskills more easily and more successfully at some agesthan at others. The group then comes to expect eachindividual to perform according to this timetableof development. Such social expectations are knownas "developmental tasks" (67, 130). Neugarten (96)writes:
Every society is age-graded and every society has asystem of social expectations regarding age-appro-priate behavior. The individual passes through a so-
Figure 3-1. The pattern of intellectual developmentfrom birth to 20 years. The shaded area shows thenormal deviations at different age levels. (Adaptedfrom N. Bayley, On the growth of intelligence, Amer.Psychologist, 1955, 10, 805-818. Used by permission.)
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cially-regulated cycle from birth to death as inexorablyas he passes through the biological cycle: and thereexists a socially prescribed time table for the orderingof major life events. . . . Although the norms vary some-what from one socioeconomic, ethnic, or religiousgroup to another, for any social group it can easilybe demonstrated that norms and actual occurrencesare closely related.
People of all ages are well aware of these "socialclocks. " Even young children know, from what peoplesay to them and ask them to do, that certain things areexpected of them. They soon realize, from the approv-al or disapproval of their behavior, that these socialexpectations largely determine the pattern of theirlearning.
In a culture that is relatively static, developmentaltasks remain much the same one generation afteranother. In a changing culture, however, the newgeneration must perform new developmental tasks,while some of the old tasks will become less importantor be eliminated. In a culture that changes from handlabor to machine labor, for example, learning handskills becomes less important than learning to oper-ate machines.
Havighurst defines a developmental task as a taskwhich arises at or about a certain period in the life ofan individual, successful achievement of which leadsto his happiness and success with later tasks, whilefailure leads to unhappiness in the individual, dis-approval by society, and difficulty with later tasks."Some developmental tasks arise mainly as a result ofphysical maturation (learning to walk): others are de-veloped mainly from the cultural pressures of society(learning to read or learning appropriate sex roles):still others grow out of the personal values and as-pirations of the individual (choosing and preparingfor a vocation). Most developmental tasks arise fromall three of these forces working together (67). Themajor developmental tasks for childhood are shown inBox 3-2.
Critical Ages for Learning Developmental Tasks.   The
ages at which the child is expected to master the de-velopmental tasks set by the cultural group are criticalin the sense that they pinpoint a time when he is underpressure to learn a new pattern of behavior. Regard-less of how much the child wants to grow up and as-sume new rights and privileges, the transition fromone developmental stage to another is always emo-tionally disturbing. It means breaking off old habits
and replacing them with new ones which can be ac-quired only by long and laborious learning.
These ages are also critical because the manner mwhich the child performs will determine how happy hewill be and how the social group will judge him. If hemasters the developmental tasks, his happiness nowand in the future is likely to be enhanced, but. evenmore important, his approval by the social group isassured.
Failure to Master Development Tasks. Not every childmasters all the developmental tasks the social groupregards as appropriate for his age. One of the manyreasons for failure may be retardation in developmental
level. The child who enters puberty late finds that hisphysically immature body militates against his successin establishing social relationships with his age-mates.This is largely because his psychological developmentparallels his physical development, and he is likely tobe immature in his interests and behavior as well asappearance.
A second cause of failure may be lack of opportu-nity to learn. The young child who is overprotected byan anxious mother may not have a chance to learn theself-help and play skills that other children his agehave mastered. Studies of institutionalized childrenhave shown that, because they have little handling byattendants and little encouragement to learn, they arebackward in creeping, sitting, standing, walking, andtalking as compared with children the same age whogrew up in their own homes and were encouraged tolearn motor skills (44, 130).
Far more common as a cause for failure is lack of mo-tivation. The child who finds it easier to depend onparents or teachers for help rather than work thingsout for himself will not even master patterns of be-havior that his age-mates have mastered and movedbeyond. Failure to learn to read and write at the ap-propriate age is an example. When the child discoversthe handicap he is under, that may provide the neces-sary motivation. By then, however, there will be newdevelopmental tasks to master and he will be facedwith having to learn the old and new simultaneously.
Failure to master the appropriate developmentaltasks has three consequences. First, it makes the in-dividual feel inferior, and this leads to unhappiness.Second, it results in social disapproval, which is oftenaccompanied by social rejection. The child is consid-ered immature and babyish. Third, it makes the mas-tery of new developmental tasks difficult. Each year,the child will lag further and further behind because he
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will not have the necessary foundations on which tobuild.
Corey and Herrick have written that the develop-mental tasks are like lessons that must be learned ifthe individual is to make a normal and wholesome ad-justment to his culture. The person who fails to learnis punished in various ways. The punishment may becalculated and overt, as of persons who engage in un-orthodox sex practices, or it may be self-inflicted,like the anxiety of the coward (38).
Precocious   Mastery   of   Developmental   Tasks.   The
child who is precocious in mastering the developmen-tal tasks set by the social group is rewarded by socialapproval and self-approval. Both of these contribute tohis happiness. Social approval, in addition, puts himin line for leadership roles because he is judged by hisage-mates to be superior in skills and general matur-ity. Self-approval contributes to self-confidence andprovides a strong motivation to live up to social andself expectations.
Precocious mastery of developmental tasks may re-flect above-average intelligence. Usually, however, itis the result of conditions that are the reverse of thosewhich lead to failure to master the tasks. The child whois accelerated in physical maturity, owing to favorableprenatal and postnatal care, is stronger and more en-
ergetic than the norm for his age. Energy plays an im-portant role in the mastery of all developmental tasks,while strength adds to the advantage given by energyin mastering those requiring skill.
Children whose environments o^^er opportunities forlearning, combined with encouragement to take advan-tage of these opportunities, will, other factors beingequal, be precocious in mastering the appropriate de-velopmental tasks. Children who receive guidancefrom parents, older siblings, teachers, or other adultsare likely to learn faster than those who learn mainlyfrom trial and error or from imitating a childish model.
Development: The Product ofMaturation and Learning
One of the oldest controversies in the world of scienceconcerns the relative importance of heredity andenvironment in determining the physical and mentalcharacteristics of the developing child. Despite widescientific and practical interest in this problem, validevidence is still far from adequate to solve it to every-one's satisfaction. As was pointed out in Chapter 2, nocompletely acceptable method has been found to iso-late the influence of heredity from that of environment.There is always the possibility of psychological dam-
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age to the children used as subjects for scientific ex-perimentation.
The evidence seems to indicate that the develop-ment of physical and mental traits comes partly froman intrinsic maturing of those traits and partly fromexercise and effort on the part of the individual. Whichplays the more important role is still a matter of con-jecture (5, 63, 76, 98, 126).
MATURATION
Intrinsic maturing—maium^jon—is the unfolding oftraits potentially present in the individual because ofhis hereditary endowment. It is. as Gesell has said, the"net sum of the gene effects operating in a self-limitedlife cycle." Gesell adds, "Here lies an important key tohis [the individual's] constitutional individuality" (57).In phylogenetic functions—functions common to therace—such as crawling, creeping, sitting, and walking,training per se is of little advantage. Controlling theenvironment in such a way as to reduce opportunitiesto practice may, on the other hand, retard develop-ment. By contrast. \n ontogenetic functions—functionsspecific to the individual—such as swimming, rollerskating, tricycle riding, or scaling inclines, training isessential: without it. development will not take place.No hereditary tendency can mature fully, however,without proper environmental support. As Caldwellhas emphasized. The milieu in which developmentoccurs influences that development' (33).
LEARNING
Learning is development that comes from exerciseand effort. Through learning, the child acquires com-petence in using his hereditary resources. He must,however, have opportunities to learn. A child with su-perior neuromuscular organization, for example, mayhave a high aptitude for musical performance, but ifhe is deprived of opportunities for practice and sys-tematic training, he will not develop his hereditarypotential.
Some learning comes from practice or the mere rep-etition of an act. This, in time, brings about a changein the person s behavior. Such learning may consist ofimitation, in which the child consciously copies whathe sees others do. Or it may consist of identification, inwhich he attempts to adopt as his own the values, at-titudes, motives, and behavior of persons whom he ad-mires or loves.
Learning may come from training, that is, from se-lective, directed, and purposive activity. The child is
directed in his behavior by adults or older childrenwho attempt to mold his behavior into patterns thatwill contribute to his welfare and be acceptable to hissocial group.
INTERACTION OF MATURATION AND LEARNING
Development during the prenatal period comes mainlyfrom maturation and is very little dependent upon ac-tivity. There is evidence, however, that fetal activity isrelated to the development of certain motor perform-ances in early postnatal life (57,112). Infants who werehighly active as fetuses, for example, acquire skills atan earlier age than those who were less active. Post-natal maturation and learning are closely interrelated;one influences the other. There is a high correlationbetween gross physical development and the abilityto manipulate the parts of the body that have grown(65).
Development thus depends on the interaction of thishereditary endowment and the social and culturalforces of the environment. Buhler writes that theevents which influence a person's life are a counter-agent to his own dispositions. They may either sup-port or impede his goal setting (30).
Gesell has pointed out that in the interaction be-tween hereditary potentials and environmental forces,there seems to be a "ground plan for developmentgoverned by an inherent dynamic morphology, im-posed by a combination of racial and familial inheri-tance. For this reason a child of a given stock in a giv-en culture tends to exhibit at advancing age levelsmaturity traits which are more or less typical for thegroup as well as representative of his constitutionalself" (57). Thus maturation provides the raw materialfor learning and determines to a large extent the moregeneral patterns and sequences of the child's be-havior.
Significance of the Maturation-Learning Interrelation-ship. A number of significant facts of both theoreticaland practical value come from our present evidence ofthe interrelationship of maturation and learning.
First, the interrelationship explains the marked var-iations in the patterns of development of differentchildren. Were human development due to maturationalone, as in some animal species, there would be nosuch thing as individuality.
Second, maturation sets limits beyond which devel-opment cannot go even when learning is encouraged.Gesell has said, "This intrinsic growth is a gift of na-
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ture. It can be guided, but it cannot be created: nor canit be transcended by an educational agency" (57). Inthe early days of child psychology, there was a tend-ency to accept the popular belief that a person can door become whatever he wants, as long as he is willingto work hard and is given the opportunity. J. B. Wat-son, for example, maintained that he could train anynormal infant to become any kind of specialist hewished—doctor, lawyer, artist, or even beggar andthief—regardless of the child's talents, abilities, tend-encies, and racial origin (121). This early overempha-sis on the influence of learning has gradually beenabandoned. Studies of intelligence, aptitudes, andphysical growth have revealed differences in abilitywhich are, to a large extent, immune to environmen-tal influences (19, 31, 70). The inability to educatementally defective children as normal children areeducated is a practical illustration of the limiting ef-fects of heredity.
Third, few people, if any. ever reach their matura-tional limits. Many very bright children become under-achievers in school, for example, and never realizehow great their capacities are. When they reach a tem-porary plateau in learning, they often conclude thatthey have reached their limit.
Fourth, for full development, innate capacities mustbe stimulated by environmental factors. Knobloch andPasamanick (81) have written:
effectiveness of learning depends upon proper timing.A child cannot learn until he is ready to learn. Thismeans that the necessary physical and mental founda-tions must be present before new abilities can be builton them. While structure and function parallel eachother in childhood, structure actually precedes func-tion. This is true for motor skills, mental skills, and sex-ual behavior.
If the child is not ready to learn, teaching may be awaste of time and effort. It may lead to resistant behav-ior which militates against successful learning. Scotthas warned that it may result in the learning of badhabits or in learning "not to learn," either of which willbe a handicap (106). If, on the other hand, the child ismature enough to learn but is not permitted to. he maylose interest. Later, when parents or teachers decidethat the time has come for him to learn, he may be un-willing to put forth the necessary effort. As Harris hasstressed, a person who comes late to his training maynever realize the full measure of his potential (66).
Havighurst has referred to maturational readiness asthe teachable moment: "When the body is ripe, andsociety requires it, and the self is ready to achieve acertain task, the teachable moment has come. Effortsat teaching which would have been largely wasted ifthey had come earlier give gratifying results when theycome at the teachable moment, when the task shouldbe learned" (67).
The biological determinants serve primarily to establishthe physiological limits and the floor of potential in theorganism. The sociocultural factors, on the other hand,are like the soil in which the plant is nurtured. By en-richment or impoverishment, human behavior potentialcan be made to blossom or wither, to acheive the limitsor to fall short of them.
Stimulation to the development of innate abilitiesusually comes from the environment, but it may comefrom within the child. When a child sets a goal for him-self, he will try to reach it. He will often have to drawupon all his resources and use them to the maximum,especially when the goal is beyond his capacities. Self-direction can be as powerful a stimulant to develop-ment as outer direction, though the former is lesscommon in early childhood than the latter. Only aftera child has learned how important achievement is tosocial recognition has he the motivation to aspire tohigh goals.
Fifth, and perhaps the most significant point aboutthe interrelationship of maturation and learning, the
DETERMINATION OF READINESS TO LEARN
Schools use standard tests to measure the child'sreadiness to study such subjects as reading, arithme-tic, or a foreign language (6, 71). In everyday life, how-ever, tests are not usually available to answer thequestion, "Is the child ready to learn?" Three practi-cal and easily applied criteria are generally used bypsychologists to indicate the child's state of readiness.These are shown in Box 3-3.
To ensure an accurate picture of the child's readi-ness, all three criteria should be applied. An interest,for example, may be merely transitory—a whim—re-sulting from a desire to imitate an older sibling orplaymate. If a general interest is sustained for sometime, this is a better indication of readiness than astrong interest that is transitory. Parental or peer pres-sures may cause a child to sustain an interest longenough to justify the conclusion that he has reachedthe teachable moment. Application of the third crite-rion—progress with practice—may show, however,that he has not yet reached the point where he can
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benefit from learning opportunities. When the child'sinterest wanes quickly or when he seems to make noappreciable improvement, in spite of continued prac-tice, there is reason to doubt that the teachable mo-ment has arrived.
Predictability of theDevelopmental Pattern
Every species, whether animal or human, follows apattern of development peculiar to that species. Inprenatal development, there is a genetic sequence,with certain traits appearing at fixed intervals. Thesame orderly pattern is evident in postnatal develop-ment, though the individual rate of development mayvary more in the postnatal period than in the prenatal(23).
Genetic studies of children over a period of yearshave demonstrated that behavioral development, too.follows a pattern and that this pattern is relativelylittle influenced by experience (95. 99. 117). Gesell hasconcluded from these studies that every child has aunique pattern of growth but that pattern is a variantof a basic ground plan. The species sequences arepart of an established order of nature   (57).
Some Predictable Patterns
From the many evidences of an orderly, predictablepattern in physical development, in both prenatal andpostnatal life, have come two laws of the directionalsequence of development; the cephalocaudal law and
Box 3-3
CRITERIA TO DETERMINE READINESS TO LEARN
Interest in Learning.
The child shows his interest by his desire to be taught orto teach himself.
Sustained Interest.When a child is ready to learn, his interest will persist evenwhen he meets obstacles and encounters setbacks.
Improvement.With practice, the child who is ready to learn will show im-provement—even if only slight and gradual.
Vne proximodistal law. According to the cephalocaudallaw. development spreads over the body from head tofoot. This means that improvements in structure andfunction come first in the head region, then in thetrunk, and last in the leg region. According to the prox-imodistal law. development proceeds from near to far—outward from the central axis of the body toward theextremities, in the fetus, the head and trunk are fairlywell developed before the rudimentary limb buds ap-pear. Gradually, the arm buds lengthen and then de-velop into the hands and fingers. Functionally, thebaby can use his arms before his hands and can usehis hands as a unit before he can control the move-ments of his fingers (57.120). The laws of developmen-tal direction are illustrated in Figure 3-2.
Longitudinal studies of intelligence have revealedthat the pattern of mental development is as predict-able as the pattern of physical development. The re-sults of several longitudinal studies covering differ-ent segments of the life-span from birth to 50 yearsshow that the major part of mental growth comeswhen the body is developing most rapidly, during thefirst 16 to 18 years. There is also a predictable pat-tern for development of the different intellectual func-tions, such as memory and reasoning, that constitutegeneral intelligence (100.105).
Genetic studies of babies from birth to 5 years haveshown that all young children follow a general behav-ioral pattern. Specific areas of development likewisefollow predictable patterns. These include differentaspects of motor development, emotional behavior,speech, social behavior, concept development, goals,interests, and identification with others. All these pat-terns   will   be   discussed   in   subsequent  chapters.
One example will suffice at the moment to illustratehow predictable a particular pattern of development is.In the area of academic learning, it has been foundthat both final marks and achievement scores in thethird grade are predictive of subsequent scholasticperformance (43). Follow-up studies over a period of40 years led Oden to conclude that with few ex-ceptions the superior child becomes the superioradult. . . . The Terman study has shown that the greatmajority of gifted children do indeed live up to theirabilities   (99).
IMPORTANCE OF PREDICTING DEVELOPMENT
Time-consuming and difficult as it is to determinewhether a predictable pattern of development existsand what factors may interfere with the pattern, most
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        Figure 3-2. The laws of developmental direction.(Adapted from E. L. Vincent and P. C. Martin:Human psychological development. Ronald, 1961.Used by permission.) \^
developmental psychologists consider such informa-tion vital. The practical implications of this knowledgeare summarized in Box 3-4.
Present evidence based on longitudinal studiesshows that when the pattern of physical growth istemporarily upset by such environmental conditionsas malnutrition, illness, season of the year, or severeemotional stress, there will be a period of "catch-up"growth after the conditions are removed or amelio-rated. Then the child will return to the pattern that hefollowed earlier, before the interference occurred (116).
The pattern of physical development may be alteredpermanently by unfavorable environmental conditionsbefore or after birth. Deficiency of thyroid activityduring the prenatal period stunts both physical andmental growth, thus producing a "cretin" or de-formed idiot. Calcium deficiency during the prenataland early postnatal months results in rickets—adisease in which the bones do not harden normally,thus resulting in carious teeth, a flat chest, crookedback, or deformed pelvis. Whether interferences inthe pattern of mental development are mainly environ-
mental in origin or are traceable primarily to mal-nutrition, glandular deficiencies, or other physio-logical factors has not yet been thoroughly explored.
Characteristics of theDevelopmental Pattern
The patterns of development of physical and mentalabilities show certain common and predictable char-acteristics.
Similarity in Patterns. All children follow a similardevelopmental pattern, with one stage leading to thenext. The baby stands before he walks, for example,and draws a circle before a square. In no instance isthis order normally reversed. Furthermore, the generalpattern is not altered by individual variations in speedof development. The child who is born prematurelymay lag behind in development for about a year, butafter that he usually catches up to the norm for full-term babies and follows the same pattern as they and
Box 3-4
PRACTICAL SIGNIFICANCE OF PREDICTING DEVELOPMENT
Mature SizeIt is possible to predict at a fairly early age what thechild's adult physique will be.
Mental AbilitiesEducational  plans can  be  based on the child's earlyintellectual aptitudes.
Preparation for Next StageAt every stage of development, the child can be pre-pared for the next stage.
Vocational PlanningVocational guidance can be given on the basis of thechild's  early  physical,  mental,  and  personality  devel-opment.
AdoptionSince early patterns oi physical and mental developmentare predictive of later development, they can be used asan aid in selecting babies for adoption.
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at about the same rate (40). The very bright child andthe very dull child likewise follow the same develop-mental sequence as the average; the very bright childdevelops-at a more rapid rate, however, and the verydull at a slower rate (80, 117).
From General to Specific Responses. In mental as wellas motor responses, general activity always pre-cedes specific activity. The fetus moves its whole bodybut is incapable of making specific responses. So itis in early postnatal life. The baby waves his arms ingeneral movements before he is capable of as specifica response as reaching.
In speech, the young child learns general wordsbefore specific ones (92). He uses the word "toy,"for example, before he learns to call each toy by itsname.
In emotional behavior, the baby first responds tostrange or unusual objects with a general fear; laterhis fears become more specific and are characterizedby different types of behavior, such as crying, runningaway and hiding, or standing his ground and pre-tending that he is not afraid (26).
Continuity. A superficial study of one feature, such asheight, might lead one to believe that the child growsby fits and starts. Likewise, the use of such terms as"babyhood" and "adolescence" suggests that thereare definite periods when development takes placeand others when it ceases. This, however, is nottrue. Development is continuous from the moment ofconception to death, but it occurs at different rates—sometimes slowly and sometimes rapidly (20).
The appearance of baby teeth, often overnight, maylead one to conclude that they developed suddenly.They did not. As early as the fifth fetal month, teethbegin to develop, but they are not ready to cut throughthe gums much before the baby is 5 months old. Sim-ilarly, speech does not develop overnight. Instead, itgradually evolves from the coos, gurgles, and babblingsounds made by the baby from the time of birth.
Since development is continuous, what happens atone stage influences the following stage. Unhealthyattitudes about self or about relationships with othersduring the early years, for example, are rarely elim-inated completely. They are reflected in the individu-al's outlook on life even in middle and old age.
Variable Rates of Development. While the develop-ment of different physical and mental traits is con-tinuous, it is never uniform for the entire organism.
If the body is to attain its adult proportions, inequal-ities in rate must occur. The feet, hands, and nose, forexample, reach maximum development early in ad-olescence, while the lower parts of the face and theshoulders develop more slowly. Refer to Figure3-3 for a graphic illustration of the differences inbody proportions of a newborn infant and an adult.
Measurements of intellectual capacities revealthat they, like physical traits, develop at differentrates and reach maturity at different ages. Creativeimagination, for example, develops rapidly in child-hood and reaches its peak early in adolescence. Rea-soning, on the other hand, develops more slowly.Rote memory and memory for concrete objects andfacts develop more quickly than memory for abstract,theoretical material (16, 23. 105).
Variations in the rate of development of differentphysical and mental traits, especially when pro-nounced, lead to many adjustment problems. The'superior-immature' child, whose intellectual de-velopment outpaces his physical, social, or emo-tional development, will be out of step with both hiscontemporaries and older children. Similarly, thefact that some parts of the body reach their maturesize earlier than others accounts in part at least forthe awkwardness and self-consciousness of theyoung adolescent.
Correlation in Development. Gesell stressed thecorrelation of various areas of development when hesaid, "The products of growth are envisaged as afabric in which threads and designs are visible" (57).Correlation between physical and mental develop-ment is especially marked. Body configuration—the relationship of the different areas of the body toone another as well as to the total form—is associatedwith school readiness because of the correlation ofmental and physical development. There is also amarked association between sexual maturing and pat-terns of interest and behavior. As a result, early ma-turers differ not only in physical but in mental andbehavioral development from late maturers of thesame age.
We noted in Chapter 1 a number of popular be-liefs or old wives' tales about high levels of intelli-gence. One belief holds that nature compensates forinadequacies in one area by greater development inother areas. The girl who is 'beautiful but dumb"and the boy who is 'brainy but a physical weakling"are stereotypes of this belief. The belief has not beenvalidated by experimental studies. Terman and Oden
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concluded, on the basis of genetic studies, that de-sirable traits tend to go together. No negative corre-lations were found between intelligence and size,strength, physical well-being, or emotional sta-bility" (117).
Individual Differences
Although the pattern of development is similar forail children, each child follows the predictable patternin his own way and at his own rate. Some childrendevelop in a smooth, gradual, step-by-step fashion.while others move in spurts. Some show slight swings,while others show wide ones (58). All children do not.therefore, reach the same point of development atthe same age. Frank (52) has described the individu-ality of development thus;
The life career is a broad highway along which everyindividual must travel. Each individual, with his uniqueheredity and nurture (including prenatalj will travelalong that highway at his or her own rate of progressand will attain the size, shape, capacity, and develop-mental status which are uniquely his or her own ateach stage in the life career.
CAUSE OF DIFFERENCES
Individual differences in development are influencedby both internal and external conditions. Physicaldevelopment, for example, depends.partly on hered-itary potentials and partly on such environmentalfactors as food, general health, sunlight, fresh air,climate, emotions, and physical exertion.
Intellectual development is affected by such factorsas inherent capacity, the emotional climate, whetherone is encouraged to pursue intellectual activities,whether one has a strong intellectual drive, andwhether one has opportunities for experiences andlearning.
Personality development is influenced by attitudesand social relationships, both in the home and outside.
CONSISTENCY WITHIN PATTERNS
Even though the rate of development varies amongchildren, each child displays a certain consistency ofdevelopment. This means that the child will follow apattern that is characteristically his, controlled by hisunique combination of heredity and environment.Commenting on this consistency, Bayley (16) stated:
We were amazed at the precocity of some of the babieswhose mothers seemed not very bright, and embarrassedat the poor records of other babies who, by the laws ofinheritance, should have done better. But we soon foundthat our embarrassments and amazements were al-leviated with time: a slow baby would forge ahead andredeem his inheritance, a precocious infant often seemedto rest on his laurels, while the others caught up withhim.
Studies reveal that children who are tall at one ageare tall at other ages, while those who are short re-main short (120). Growth curves of the mental age ofbright, average, and dull children show a similar con-sistency. Children with accelerated mental growthcontinue to be accelerated. Those who are mentallydeficient rarely catch up. but are likely to becomemore and more retarded as they grow older (100,108).
Figure 3-3. The body proportions of the newborninfant and adult. (After Stratz, from K. Buhler: Mentaldevelopment of the child. Harcourt Brace Jovanovich,1930. Used by permission.)
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Retests of the intelligence of children from birthto maturity reveal a strong underlying consistency.Figure 3-4 shows curves for five boys and five girls,from 1 month to 25 years. They are relatively similarat first, but around 6 years of age. individual differ-ences t>egin to appear. The early similarity may notactually be as great as it appears: Tests for the earlyyears may not be as diagnostic of differences as thosefor the older age levels (16).
PRACTICAL SIGNIFICANCE OF INDIVIDUAL DIFFERENCES
Knowing that individual differences exist among chil-dren is of practical value to teachers and parents incoping with problems of development.
First, all children of the same age are not expectedto behave in the same way. A child of normal intel-ligence who comes from a culturally deprived environ-ment cannot be expected to learn to read as earlyas a child with the same mental ability whose parentsput high value on education and encourage him totake an interest in reading.
Second, individual differences are responsible for in-dividuality. Individuality, in turn, makes people inter-esting to others. The child who shows creativity inhis thinking and behavior, for example, will contributemore to the activities of the group than the child whomerely thinks, says, and does what his age-matesthink, say. and do. The importance of individuality willbe discussed in detail in the chapter on creativity.
Third, the same child-rearing methods are not ap-propriate for all children. What works with one childmay fail with another. One child, for example, mayrespond favorably to authoritarian control because itgives him a feeling of security. Another may respondwith antagonism and resentment. One child may re-act favorably to competition with other children.Another may become so tense and nervous that heworks far below his capacities.
Early Development is MoreImportant than Later Development
In building, the foundations of a house are moreimportant than the sup)erstructure: so it is in the de-velopment of physical and mental traits. Good physi-cal and mental potentials can be seriously damaged byunfavorable environmental conditions during prenataland early postnatal life. Later, such conditions areless damaging.
The plasticity of tne numan physical and nervousstructures makes it possible for a child to be moldedinto patterns that would be impossible in animals,where such structures are nearly ready to functionat birth. Because of this plasticity, the child canlearn varied types of adjustment and. as a result,can make greater progress and rise to a higherlevel of development. This great plasticity of the childis not always an advantage, however. Like clay thatcan be transformed into a work of art or a monstros-ity, the young child can be molded into a well-adjustedor maladjusted person.
SCIENTIFIC EVIDENCE
The first important scientific clue of the significanceof the early years came from Freud's studies ofpersonality maladjustments. Such maladjustmentsFreud found, could be traced to unfavorable child-hood experiences (53). More recent studies have sub-stantiated Freud. The histories of maladjusted chil-dren from preschool years into high school or collegehave revealed that most of them were so poorly ad-justed as young children that they never t>elongedto any group or had many friends. In addition, manysuffered from speech, academic, and enuretic diffi-culties and were regarded by their families as prob-lem children   (12. 32. 42. 59. 69. 131).
One study found that children with low adjustmentscores in nursery school were high in mental healthservice in high school. These results led Westmanet al. (125) to conclude:
Evidence contradicts the time-honored notion thatchildren outgrow behavior problems seen in earlylife and supports the thesis that drastic shifts in mani-fest behavior tend not to occur during the first 18years of life. Children with adjustment problems innursery school tend to have adjustment problems inlater school life and these problems tend to be of thesame order.
The persistence of early panerns of behavior nasbeen demonstrated by studies in several areas ofdevelopment. In attitudes and values and in preferredleisure activities, people change little as life progres-ses, even when marked cultural changes are takingplace (27. 28. 67. 124). This constancy makes manyadults seem rigid or set in their ways. It is at the basisof much of the generation gap between parents andchildren.   Studies  of  personality and  delinquency-
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proneness have likewise revealed that early patternspersist relatively unchanged as time goes on (2, 3,61, 112). These results justify the conclusion that the"foundations and most of the framework of the humanaction system are laid down in the first decade" (58).
CONDITIONS AFFECTING EARLY FOUNDATIONS
The environment has a strong impact on a person'shereditary potentials during the early, formativeyears. Four Influential environmental factors can besingled out.
Favorable interpersonal relationships, especiallywith family members, will encourage the child to de-velop  outgoing  tendencies  and  to  become  outer-
bound—a characteristic that leads to good personaland social adjustments. Unfavorable relationshipsusually encourage the child to become self-bound—a characteristic that leads not only to poor personaland social adjustments but also to unhappiness.
Emotional deprivation, resulting from rejection byfamily members, separation from parents, or death ofa parent, often leads to personality disorders. Emo-tional satisfaction by contrast, encourages healthypersonality development.
Child-training methods used in the home have amarked influence on later development. Childrenbrought up by permissive parents tend, as they growolder, to lack a sense of responsibility, to have pooremotional control, to meet frustration with aggres-
Figure 3-4. Individual differences in the intellectual developmentof 5 boys and 5 girls. (Adapted from N. Bayley, On the growthof intelligence, Amer. Psychologist, 1955,10, 805-818. Usedby permission.)
190
170
$ 150
O
1 130
*•»
ua>
£   1101    90
I/)
0)
e
(A
ouCO
70503010
	
	
	
	
	
	^

	
	
	
	
	/      -^1        1   X 1

	
	
	
	A
	k
	r1
r
	.'^
	/

	
	^y^''./
	
	

	
	
	
	' /
1
	V
J-'"""
	..••■"
	

	
	
	
	V. .
	■•
•
	,'^"
	

	
	
	./-
	^'^"
	
	
	

	
	
	
	
	
	
	

	>
	/■•'
	
	
	
	Be
	lys
	

	
	
	
	
	
	
	
	

	D     :
	)   (
	>     <
	)    1
	2     1
	5      1
	8     2
	1      25


	
	
	
	
	
	
	
	

	
	
	
	
	
	A
	^~
	<

	
	
	
	/
	v^
	
	•
	-^

	
	
	
	/''
	r
	
	^ ,•*
	,.'

	
	
	/
	f-
	
	1
	.^•''
	

	
	
	J
	/..•
	\: ./
	A /
V
	
	

	
	
	
	/■
	
	
	
	

	
	//■•'.
	/
	
	
	
	
	

	/
	f
	
	
	
	Gl
	ris
	

	
	
	
	
	
	
	
	


Case
5M8M
Age In years
22M
13M
7M
0      3      6
Case
5F
21F
9     12     15     18     21     25Age in years
13FIF
2F
40
Chapter Three
siveness, and to become academic underachievers.Those brought up by democratic or even slightlyauthoritarian parents develop better emotional con-trol and a sense of responsibility. As a result, theirachievements tend to come up to their expectationsand their capacities.
Early role-playing, especially in the home, leavesits mark on the child's characteristic patterns of ad-justment. The firstborn child who is expected to takecare of younger children, for example, often de-velops a lifelong habit of bossing other family mem-bers, including his own spouse and children.
Importance of Early Foundations. Two implicationscan be drawn from a recognition of the influence ofearly foundations on later life. First, since learningplays an increasingly dominant role in development asthe child grows older, he can be directed into chan-nels that will lead to good adjustment. Basicallythis task must be handled by the family, though thelarger social group must provide a culture in whichthe child can fulfill his potentials. As Douglass (45)said:
To consider the child as the father of the man is to pro-ceed on the belief that man can become only the compos-ite of all his pa^t experiences. It also assumes thatsociety selectively can choose the values it wishes toinstill in its children, and, in effect, that we possessthe ability, the wisdom, and the resources to predeter-mine the types of men and women which our societywill require in the years ahead.
Allowing a child to grow up doing what he wisheswhen he wishes is obviously unfair to him. A childis too inexperienced to know when he is on the rightor wrong track. How can a child know, for example,that mispronunciations and grammatical errors willcreate the impression that he is an ignorant person?How can he know that aggressive attacks on play-mates will win more enemies than friends?
Guidance is most needed in the early stages oflearning when the foundations are being laid. Ifthe child is put on the right track at first and encour-aged to remain there until he becomes accustomed toit or realizes why it is best, he will be less likely toget on the wrong track later.
The second implication of the importance of earlyfoundations is that sometimes it is desirable to makechanges in what has been learned. The sooner thechange is made, the easier it is for the child, and
consequently, the more cooperative he will be inmaking the change. Once a child learns to use hisleft hand efficiently, for example, he will rebel againstlearning to shift to the right.
Development Proceeds by Stages
As Feldman has pointed out. "Human life proceedsby stages. The life periods of the human individualare no less real and significant than the geologicalages of the earth or the evolutionary stages of life. . . .Each stage is distinguished by a dominant feature,a leading characteristic, which gives the period itscoherence, its unity, and its uniqueness" (50).
At different ages certain traits stand out more con-spicuously than others. It is possible, therefore, tomark off major periods each characterized by aspecific kind of development which overshadows allothers. Owing to individual variations, the age limitsfor these periods can be only roughly predicted.Apropos of this. English has commented, "Let usfrankly admit that all the distinctions are arbitrary.There is not one of the life periods which could notperfectly well have its limits shifted forward or back-ward (48)." Bijou has suggested that the stages bemarked off not by age but by biological events andchanges in the individual's behavior (20).
The five major developmental periods in child-hood begin with the moment of conception andend when the child becomes sexually mature. Theseperiods, with their characteristic forms of devel-opment and approximate ages, are shown in Box 3-5.
PHASES OF EQUILIBRIUM AND DISEQUILIBRIUM
In the developmental pattern, some phases are char-acterized by ■equilibrium" and others by "disequi-librium." In the former, the child is making good ad-justments and is easy to live with. In the latter, hisadjustments appear to be disrupted by conditionswithin himself or by environmental factors: thereare tensions, indecisions, insecurities, and otherbehavior problems. As a result, the child is difficultto live with. His behavior difficulties are not individualaberrations but are characteristic of his age leveland, hence, predictable.
Figure 3-5 shows the periods of equilibrium anddisequilibrium between the ages of 18 months and 6years.   Between  6 years and  the onset of puberty.
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equilibrium prevails. A new period of disequilibriumoccurs, however, as childhood draws to a close, dur-ing the time of the puberty changes.
Just as there are predictable ages of equilibrium anddisequilibrium, so there are predictable patterns ofbehavior at these ages. As Ames and llg (4) have noted:
ment unsuited to their individual levels of develop-ment.
When the developmental pattern is normal, onestage prepares the child for, and leads him success-fully into, the next. In social development, for example,the preschool child is expected to learn to make so-
Behavior, like physical structure, has shape and pat-tern, and also like physical structure, it grows througha series of patterned, predictable changes. They maydiffer in manner of expression and timing but are con-sistent in basic structure and sequence from one or-ganism to another.
During periods of disequilibrium, the child seems tobe making an effort to snap the old bonds. The good'child is suddenly 'bad.' He has difficulties in eatingand sleeping and in adapting to people and life ingeneral. Parents tend to blame the changes on envi-ronmental conditions.
By contrast, during periods of equilibrium, the childis in focus and shows signs of good social adjustment.He not only adapts better to people and to environ-mental demands, but he is happier and more relaxed.
Boys and girls develop at different rates, and theirperiods of equilibrium and disequilibrium occur atslightly different ages. This is especially true as child-hood draws to a close, because girls begin their pu-berty changes approximately a year earlier than boys.Within each sex group there are also differences be-tween early and late maturers.
PRACTICAL SIGNIFICANCE OF DEVELOPMENTAL STAGES
In spite of the differences noted above, all childrennormally pass through the different stages of develop-ment at approximately the same ages. Therefore, childtraining and provisions for learning are planned to fitinto the pattern most characteristic of children of agiven cultural group. Further, the cultural group ex-pects each child to master the developmental tasks itsets for these stages.
A slight variation from the norm can generally becompensated for with help from parents and teachers.When deviations are great, special provisions must bemade. Otherwise, the child will be too out of step toprofit from the learning experiences provided for hisage-mates. Unfortunately, the necessity of speciallearning opportunities for those who deviate from thenorm is not always recognized. As a result, far toomany children are expected to adjust to an environ-
Box 3-5
MAJOR DEVELOPMENTAL PERIODS
Prenatal Period (Conception to Birth)
Before birth, development is extremely rapid. It is mainlyphysiological and consists of the growth of all the bodilystructures.
Infancy (Birth to 10-14 Days)
This is the period of the newborn, or the neonate (derivedfrom the Greek word neos, "new, " and the Latin verb,nascor, "to be born'). During this time, the infant mustadjust to a totally new environment outside the mother'sbody. Growth is temporarily at a standstill.
Babyhood (2 Weeks to 2 Years)
At first, the baby is completely helpless. Gradually helearns to control his muscles so that he can become in-creasingly self-reliant. This change is accompanied by agrowing resentment against being babied and a growingdesire to be independent.
Childhood (2 Years to Adolescence)
This period is usually divided into two subdivisions:Early childhood (2 to 6 years) is the preschool or "pre-gang" age. The child seeks to gain control over hisenvironment and starts to learn to make social adjust-ments.
Late childhood (6 to approximately 13 years in girls and14 years in boys) is the period in which sexual maturityoccurs and adolescence begins. The major develop-ment is socialization. This is the elementary school ageor the "gang age. "
Puberty (11 to 16 Years)
This is an overlapping period: approximately 2 yearsoverlap the end of childhood, and 2 years overlap thebeginning of adolescence. Puberty extends from 11 to15 years in girls and from 12 to 16 in boys. The child'sbody is now transformed into an adult body.
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cial adjustments to his age-mates. If he is deprived ofthe necessary learning opportunities, he will be un-ready for the next higher stage, the gang age, whenthere is little or no adult supervision.
Retardation in an area that is dominant at a givenage is likely to interfere with development in relatedareas. It has been found, for example, that childrenwho are unpopular are deprived of opportunities tobecome socialized. Cut off from social contacts withage-mates, such children are likewise deprived of op-portunities to develop motor skills, communicationsskills, and emotional control. As a result, the wholedevelopmental pattern is affected.
the problems that arise at each stage. This consist-ency results in individual differences. Lawton (85) hasexplained these differences in this way:
Our life span is divided into periods, each with its ownproblems of adjustment. These age periods are not re-lated in surface story since the problems change; it is themethod of attacking these problems which is likely to re-main the same. Throughout the life span, people developtechniques of handling each of their difficulties. Someof these techniques are suitable and efficient, others areinappropriate and wasteful, or a method may be suitablefor one age period and not another.
f
Each Developmental Stage HasCharacteristic Traits
^
The behavior of any given child at any given age iscolored partly by his own basic individuality and part-ly by the pattern of his age level. There is a consisten-cy in each child which stems from the way he attacks
Figure 3-5. Ages of equilibrium and disequilibriumduring the early years of life. (Adapted from L. B. Amesand F. L. Ilg, The developmental point of view withspecial reference to the principle of reciprocalneuromotor interweaving, J. genet. Psychol., 1964,105, 195-209. Used by permission.)
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During every stage, some patterns of behavior thatare normal for that stage in the child's physical andmental development are judged as "problem" behav-ior by parents, teachers, and other adults becausethey do not conform to adult standards. These pat-terns of behavior arise because of the adjustments thechild must make to new demands and new environ-mental conditions. The more demands and the greaterthe changes in the environment, the more adjustmentproblems the child will encounter. During phases ofdisequilibrium, a constellation of environmental pres-sures and biological changes affect the child's be-havior (123).
CAUTIONS IN JUDGING CHILDREN'SBEHAVIOR
Parents and teachers often regard normal behaviorthat interferes with the efficient running of the homeor school as problem behavior. When they do this,they are likely to develop in the child unfavorableattitudes toward them and toward the situation inwhich the behavior occurs. The result is that manychildren then develop real problem behavior, such aslying, sneakiness, or destructiveness, as a way ofgetting their revenge.
Most forms of real problem behavior are normal fora younger age. A child may cling to immature behav-ior because he has not yet learned to meet his needsin a more mature manner or because he derives lesssatisfaction from mature behavior. A child who re-verts to infantile behavior when he is jealous derivessatisfaction from the attention his helplessness brings.If he persists in this pattern, it is symptomatic of somedisturbance in his social relationships and may be re-garded as true problem behavior. Stealing, for ex-ample, will be tolerated in preschool children, but in
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an older child or adolescent it will be regarded as"delinquent" behavior.
The fact that certain forms of behavior are normalfor certain ages does not make them acceptable. Nordoes it mean that they should be tolerated v\/ithout anyeffort to change them. If a child is capable of learningto say "No, " he is also capable of learning to say"Thank you." If he has enough muscle coordination tograb another child's toys, he has enough muscle co-ordination to offer the child one of his own toys inexchange.
Naturally, one cannot expect a child to behave likean adult, but one can expect him to learn more andmore adult-approved behavior patterns each year. Ifhe does, the unacceptable behavior will gradually bereplaced by acceptable behavior. No form of problembehavior should be overlooked on the ground that itis "typical" and that the child will outgrow it. He may,but the chances are just as great that he will not. If itis overlooked, the child is likely to assume that it isacceptable. Behavior that is not typically found at thechild's age or maturity level is a danger signal of pos-sible future trouble. As such, it should be remediedbefore it has developed into a habitual method of ad-justment.
Happiness Varies with Different /Stages of Development y
According to tradition, childhood is the happiestperiod of life. This tradition has been reinforced byanother, discussed in Chapter 1, that childhoodshould be a happy, carefree time to guarantee goodadjustment to adult life. There is ample evidencetoday to show that neither of these beliefs is totallytrue and that, for many children, they are actuallyfalse.
METHODS OF DETERMINING HAPPINESS
The best way to find out if a person is happy is to askhim. Happiness is a subjective state, and only the per-son himself can assess how he feels. Babies andyoung children, of course, do not have enough lan-guage facility to put their feelings into words. Olderchildren lack the perspective of time that would enablethem to make comparisons. If a child experiences afrustration, he is likely to say he is unhappy—meaningthat he is unhappy at the moment but not that he isunhappy most of the time.
Observations of children give clues as to whetherthey are happy or unhappy. The expression on theirfaces, how they adjust to other people and to situa-tions, what they say—all provide some information.Even in repose, the face of a happy child differs mark-edly from that of one who is unhappy. Happy childrenare outer-bound in the sense that they are interestedin what is going on around them and participate in afriendly, cooperative manner. Unhappy children mayparticipate, but their responses are likely to be ag-gressive or negative. Many who are unhappy are with-drawn and self-bound.
There are two major drawbacks in using observa-tional techniques to study childhood happiness. Firsf,unless one can observe a child long enough to dis-cover his characteristic reaction, one may come awaywith a false picture. He may appear to be happy at themoment because things are to his liking; in many moreeveryday experiences, however, he may undergo longperiods of unhappiness. Second, one must understandthat children put up "fronts" to cover their true feel-ings. A bored and unhappy child, for example, maylearn to give the appearance of being happy in schoolso that the teacher will have a favorable impression ofhim.
Many studies of childhood happiness have had torely on retrospective reports. This method has severalweaknesses: Subjects forget what actually happenedor they misinterpret events or say things that theythink will impress the interrogator. In such studies,adolescents and adults of different ages have beenasked to think back to their childhood days and to tellhow happy or unhappy they were. Some of these re-ports indicate that adults think of childhood as aperiod of unadulterated bliss (30, 72,104). Rosenzweigand Rosenzweig have written, "The golden days ofchildhood, as they appear in the conventional rem-iniscences of adults, are more consistent with fantasythan with fact. The myths of all races similarly portraythe childhood of man as a paradise" (104). In many ret-rospective reports, however, unhappy memories over-shadow the happy ones and do not call forth any de-sire to return to childhood (14, 15, 30, 49, 83, 111).
PERIODS OF HAPPINESS AND UNHAPPINESS
The results of the various studies of happiness haveshown that some ages are, predictably, happier thanothers. Babyhood is, for the most part, one of the hap-piest periods in the life-span. This is because almosteveryone loves a baby and tries to make him happy.
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Some babies, however, are not so fortunate. For them,babyhood can be a very unhappy age. Not only arethey unwanted but often they are mistreated.
Typically, the second year of life is less happy thanthe first. During this year, babies are often fretful andirritable when teething, and this makes them less ap-pealing. They dislike being babied, and in showingtheir independence, become resistant and hard tohandle. They resent being frustrated in what theywant to do by disciplinary techniques that may includeslaps and spanks. Finally, many children are madeunhappy during the second year of life by the arrivalof a new sibling who becomes the center of parentalattention.
Because the environment of \.he young child is large-ly limited to the home, his happiness depends mainlyon how the different members of the family treat himanfl how pleasant the home climate is. If his siblingsrefuse to play with him because he cannot keep up totheir pace, he will feel unwanted. If his parents showgreater interest in other siblings than in him, he willfeel unloved. Under such conditions, he can hardlybe happy.
Many factors contribute to happiness in late child-hood. One of the most important is the older child'sincreased ability to choose his environment. If thechild is unhappy at home, he can spend more time atschool, on the playground, or in the home of a friendwhere the climate is better.
Other conditions in late childhood enhance thehappiness of the older child. His health is normallybetter and he is growing at a slower rate, so he isstronger and more vigorous. Once he becomes ad-justed to school, the routine remains much the samefrom grade to grade, so no radical adjustments arenecessary. He has learned that he is regarded withfavor if he obeys the rules or that he can escape pun-ishment by lying, projecting the blame on others, orrationalizing. He can count on help from his parentswith his school work, so his school achievements areusually satisfactory to him. And his circle of acquaint-ances is large enough for him to be able to selectplaymates to his liking. While late childhood is not aperiod of total happiness, it is one of the happiestperiods in the life-span.
Just the opposite is true o^ puberty: This is such anunhappy period for many children that they try to es-cape from life, either by spending their time in a day-dream world or by talking about or even threateningsuicide. The conditions responsible for this unhappi-ness are almost the reverse of those which bringhappiness during the earlier part of late childhood.
Rapid growth and change during puberty lead tofatigue, which predisposes the pubescent to grumpi-ness. This, in turn, makes him less appealing to familymembers, teachers, and age-mates. Even a happyhome climate is likely to become frictional unlessparents and siblings understand that the pubescentis not up to par physically and make allowance forhis unsocial behavior. In retrospect, most adults re-gard puberty as the most unhappy period they havelived through.
Happiness in childhood is a sometime thing. Withineach major developmental period, there are times ofequilibrium and of disequilibrium. The periods ofequilibrium are, on the whole, far happier than theperiods of disequilibrium.
^
?
FACTORS INFLUENCING HAPPINESS
Variations in happiness stem from a number of factors.Since they affect different children differently, child-hood is happier for some children than for others andsome stages of childhood are happier than otherstages.
The physical condition of the child affects his equi-librium and, in turn, affects his happiness. When he isfeeling well, he will have the energy necessary to dowhat he wants to do and what he is expected to dowell enough to be satisfied with his achievements.
Environmental upsets which require the child to ad-just to new situations lead to periods of disequi-librium and unhappiness. A break in the home pattern,due to death or divorce, for example, requires ad-justments in interpersonal relationships which lead toperiods of disequilibrium. When adjustments aremade, happiness will be restored or perhaps in-creased.
Being different from age-mates or siblings is likelyto make a child feel that he is inferior. And, feelinginferior will never contribute to a person's happiness.If the child is forced to dress differently or is notpermitted to do what other children do he will wonderif there is something wrong with him.
The family socioeconomic status has little effect onthe very young child's happiness. Once a child is oldenough to recognize the importance of material pos-sessions, however, his happiness will be greatly af-fected by what his parents can or will give him ascompared with what his age-mates or siblings have.With each passing year, recognition of the role statussymbols play in social acceptance increases the im-portance of the effect family socioeconomic statushas on childhood happiness.
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Successful achievement, however simple it may be,contributes to happiness at every age. If standards areset too high, children are doomed to failure and un-happiness. One of the reasons early babyhood issuch a happy age is that no one expects a baby toperform wonders.
Pleasant interpersonal relationships with people whoare significant to the child contribute to his happinessat every age. Since the mother is so important to theyoung child, her treatment of him will determine howhappy or unhappy he will be. As the child grows older,his age-mates and teachers become significant to him,and his happiness will be affected by his relationshipswith them.
L
SIGNIFICANCE OF HAPPINESS
>
Happiness has a pervading influence on the child'sdevelopment. It affects his attitudes, behavior, andpersonality. Many studies have been made of happyand unhappy children at different ages to determinehow they adjust to life and how their behavior mea-sures up to their potentials (72, 102, 119). Some of theways in which happiness affects the child's charac-teristic patterns of adjustment are shown in Box 3-6.By contrast, unhappiness plays havoc with thechild's personal and social adjustments. It affects thepattern of his development, and he falls below hiscapacities in whatever he undertakes. Self-dissatis-faction and unhappiness increase and the damage topersonal and social adjustments in turn, is greater.A vicious circle of unhappiness and maladjustment isset in motion. Because of this, there is justification forsaying that the traditional belief that childhood shouldbe a happy age is correct, though the emphasis onachieving adult happiness through a carefree child-hood is open to serious doubt. Why this is true will beexplained in detail in Chapter 18 on personality.
j  Values of Knowing the "7(developmental Pattern   \
Developmental psychologists realize that an accuratepicture of the developmental pattern is fundamentalto an understanding of children. They also recognizethat knowledge of what causes variations in develop-ment is essential to an understanding of each indi-vidual child.
Knowing what the developmental pattern is like hasscientific as well as practical value.
First, knowledge of the pattern of human develop-
ment helps us to know what to expect of a child, whento expect it. and at what ages different patterns ofbehavior will normally be replaced by more matureforms. If too much is expected of a child at a given age,he is likely to develop feelings of inadequacy becausehe does not measure up to the standards his parentsand teachers set. If too little is expected, a child isdeprived of an incentive to develop his capacities.Equally serious, he builds up resentments towardthose who underestimate his capacity.
Second, knowing what to expect enables us to setup standards, or "measuring rods," in the form ofheight-weight scales, age-weight scales, age-heightscales, mental age scales, and social- or emotional-development scales. Since the pattern of developmentfor all normal children is approximately the same, wecan judge each child in terms of the norm for his age.If his development is typical, he is making normal ad-justments to social expectations. If his developmentdeviates, this may be a signal of poor social, emo-
Box 3-6
HOW HAPPINESS AFFECTS CHILDHOOD ADJUSTMENT
■ Happy children are normally healthy and ener-getic. Unhappiness saps their strength andenergy and lowers their general physical well-being.
■ Happy children turn their energies into pur-poseful activities, while unhappy children dis-sipate their energies in brooding, daydreaming,and self-pity.
Happiness supplies a strong motivation to dothings,  while  unhappiness  stifles  motivation.
■ Happy children accept frustrations more calmlyand try to understand the reasons for frustra-tions. Unhappy children react with temperoutbursts, and this militates against theirlearning why frustrations exist.
■ Happiness encourages social contacts and par-ticipation in social activities. Unhappinessencourages children to be withdrawn and self-bound.
• With repetition, happiness becomes a habit. Inthe same way, unhappiness can develop into ahabit.Oa happy childhood does not guarantee adultsuccess, but it lays the foundation for success,while unhappiness lays the foundation forfailure.
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tional. or personal adjustment, and immediate stepsshould be taken to discover why his development isdeviating and what should be done about it. Shouldthe deviation be the result of lack of opportunities tolearn, for example, the child must be given learningopportunities and encouragement.
Third, since successful development requiresguidance, knowing the developmental pattern enablesteachers and parents to guide the child into newchannels at the most appropriate time. When a babyis ready to learn to walk, he must be given opportuni-ties to practice walking in a safe place. In addition.he must be encouraged to keep trying until he suc-ceeds. Lack of opportunity and lack of encourage-ment may delay his normal development.
Fourth, knowing what the normal developmentalpattern is makes it possible for parents and teachersto prepare the child ahead of time for the changes thatwill take place in his body, his interests, or his behav-ior. For example, the child can be prepared for whatwill be expected of him when he enters school. Whilethis psychological preparation will not eliminate alltensions, it will go a long way toward minimizingthem.
Highlights of Chapter 3
1. Development differs from growth in that devel-opmental changes are qualitative while growthchanges are quantitative.
2. The rate of development in childhood is pre-dictable, with periods of rapid development followedby slow development.
3. Social expectations are expressed in develop-mental tasks, the mastery of which is essential togood personal and social adjustment.
4. Development is a product of maturation (theunfolding of hereditary potentials) and of learning(development that results from effort and exercise).
5. Learning depends on a state of readiness whichresults from maturation.
6. Because the developmental pattern is predict-able, it is possible to plan a child s education, to guidehis vocational training, and to prepare him for the nextstage of development.
7. The important characteristics of the develop-mental pattern are that it is similar for all children,that general responses precede specific responses,that development is continuous, that rates of de-velopment for different physical and mental traitsvary, and that there is correlation in development.
8. Each child follows the predictable pattern ofdevelopment at his own rate and in his own way.Therefore, children of the same chronological agediffer in their patterns of behavior and in their re-actions to child training.
9. Early development is more important than laterdevelopment because the foundations laid in the earlyyears determine what the child s adjustments tolife will be.
10. The pattern of development in childhood pro-ceeds by stages: the prenatal period, infancy, baby-hood, early and late childhood, and puberty.
11. Within the major stages of development areperiods of equilibrium when adjustments are goodand the child is happy and periods of disequilibriumwhen the child experiences difficulties in adjust-ment and unhappiness.
12. Since each developmental stage has character-istic traits associated with it. such traits may be con-sidered normal for that stage. If they persist into thenext stage, they are considered problem behavior.
13. Happiness in childhood, which depends partlyon the child's adjustments and partly on the treatmenthe receives from significant people, varies with thedifferent stages of development and has a profoundinfluence on the child s adjustments at each stage.
14. Knowing the normal pattern of developmentis essential to understanding children, to setting upmeasuring rods to determine their level of adjustment,and to knowing how to guide their development.
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        CHAPTER FOUR FouHclations of the Developmental Pattern
EARLY INTEREST in prenatal development centeredaround the origin of life rather than on the devel-opment of the unborn child. In ancient times,there was a great deal of speculation about how a newhuman being comes into existence.
Primitive peoples did not associate sexual inter-course with the birth of the child, and many theoriesof a mystical sort grew up to explain birth. Greek phi-losophers, on the other hand, knew that sexual inter-course always preceded the birth of a baby. With thisknowledge, they evolved the theory that the womanwas the receptive soil in which the seed from the malewas planted.
It was not until the seventeenth century that thewoman's contribution to fertilization was recognized.During that era, de Graaf, a Dutch physician, sug-gested that the woman supplied an egg. A few yearslater, a Dutch spectaclemaker, van Leeuwenhoek,reported that "little animals, " or what are now knownas sperm cells, were found in the male semen. These,he contended, were the male contribution to the newhuman being.
Present-day Interest inPrenatal Development
Early scientific interest was concentrated on the he-reditary endowment of the baby: How does he inherithis potentials from his parents and other ancestors,and what does he inherit from them? These questionshave not yet been answered to the satisfaction of allscientists. Figure 4-1 illustrates one of the theoriesthat grew up to answer them.
Many superstitious beliefs try to explain the effectof the mother's experiences on the unborn child.Medical science has turned its attention to the condi-tions in the prenatal environment that influence devel-opment. In general, medical studies show that the pre-natal environment is as important as the postnatal.Furthermore, scientists are finding that the pattern ofthe child's postnatal development is greatly influencedby his prenatal environment. This point of view hasbeen expressed by Davis and Havighurst. "Whathappens to the fetus in the womb, and in the processof its birth; the adequacy of its uterine nutrition: itsgood or ill fortune at birth with regard to infection orinjury, all these often prove as important as its hered-ity" (31).
The latest focal point of scientific interest in prenataldevelopment has been the effects of the attitudes of
significant people toward the child during the earlyyears of his life. These attitudes—primarily of parentsand siblings—are actually formed before the child isborn. Attitudes toward parenthood, toward the sex ofof the child, and toward his capacities, for example,often originate in childhood experiences of theparents. Once established, they tend to persist and toinfluence the parents' treatment of the child. Also,they influence the mother's emotional reactions dur-ing pregnancy. These, in turn, affect the chemicalcontent of her bloodstream, thus affecting her unbornchild.
How Life Begins
Life begins at the moment of conception—the timewhen a female reproductive cell, the ovum (plural, ova),is fertilized by a male reproductive cell, the sper-matozoon (plural, spermatozoa). This is approximately280 days before birth. The major differences betweenthe male and female reproductive cells are listed inBox 4-1.Before conception occurs, the ovum and spermato-
Figure 4-1. The homunculus (or manikin), whichearly scientists believed was contained in the sperm.After drawings by (a) Hartsoeker, 1694 and (b)Dalempatius, 1699. (Adapted from A. Scheinfeld:The new you and heredity. Lippincott, 1961. Usedby permission.)
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Chapter Four
zoon must go through a maturational process. Thematuration of the reproductive cells is important indetermining what the hereditary endowment of thenewly created person will be.
MATURATION OF REPRODUCTIVE CELLS
Maturation consists of chromosome reductionthrough cell division. Within each sex cell, whetherspermatozoon or ovum, there are 23 pairs of chro-
Box 4-1
MAJOR DIFFERENCES BETWEENOVUM AND SPERMATOZOON
Ovum
■ Developed in the female gonads—the ovaries.
■ One of the largest cells of the body—approx-imately 0.1 millimeter in diameter.
■ Round.
■ Contains yolk to nourish new individual afterfertilization.
■ No means of locomotion within itself; loco-motion depends on contractions of surroundingtissues.
• One ripened ovum every menstrual cycle ofapproximately 28 days.
■ Every mature ovum contains 23 matched chro-mosomes.
Spermatozoon' Developed in the male gonads—the testes.
" One of the smallest cells of the body—approx-imately 0.05 millimeter in diameter,
■ Elongated, with a fine, hairlike tail.
■ Contains no yolk, thus accounting for its small
size.
• Moves by lashing tail.
• Several hundred million spermatozoa developevery 4 or 5 days.
■ One-half of all mature spermatozoa contain 23matched chromosomes: the other half contain22 matched and 1 unmatched.
mosomes before the maturational process takes place.Chromosomes are threadlike particles within each ofwhich are strings of microscopically small particles,the genes. The genes are the physical substancespassed on from parent to offspring: they are the car-riers of hereditary traits.
During the maturational process, the chromosomesof each cell arrange themselves into pairs on oppositesides of the cells nucleus, with each pair containingone chromosome from the mother and one from thefather. When the pairs separate, one chromosomegoes to one of the newly formed cells, and its mategoes to the other. The two cells thus formed splitagain, but this time lengthwise, so that one-half ofthe original number of chromosomes is retained.
This means that after the maturational process hasbeen completed, there are four mature cells of eachsex; each mature sex cell contains 23 chromosomes.In the case of the sperm cells, each one of the fourmature cells that came from the original cell is capableof fertilizing an ovum. In the ovum, on the other hand,only one—the part that retains most of the yolk—iscapable of being fertilized; the other three cells, thepolar bodies, are absorbed and secreted.
FERTILIZATION
In normal fertilization, the ovum is in one of the Fallo-pian tubes, on its way from the ovary to the uterus. Asa result of coitus, spermatozoa in large numbers aredeposited from the male at the mouth of the uterusand make their way toward the Fallopian tubes. Theyare attracted to the ovum by a strong hormonal forcewhich draws them into the tube. After one sperm cellenters the ovum, the surface of the ovum is so changedthat no other sperm can enter it. Thus fertilization iscompleted when union with one sperm has occurred.When the sperm cell penetrates the wall of the ovum,the nuclei from the two cells approach each other.There is a breakdown in the membrane surroundingeach, and the two nuclei merge. The new cell thusformed has 23 pairs of chromosomes, one-half ofwhich have come from the male and one-half from thefemale cell.
From his two parents, the child receives a new com-bination of parental genes. This combination is madeup of the genes the parents themselves received fromtheir parents, and they, in turn, from their parents.Some of the chromosomes which the child receivesfrom each parent may come from either or both grand-parents on that parent's side of the family. As a result.
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ROLE PLAYED BY CHANCE
Since there is no specific scientific knowledge of howthe pairs of chrornosomes of either the ovum or thespermatozoon divide during the maturational processit is assumed that division is largely a matter of chance,in one cell, for example, after division has occurred,the-e -a. ze IZ :hromosomes from tfie female and 3from the male, or 8 from the female and 15 from themale, or any ottier combination. For that reason, wtienone cell combines with another in fertilization it ispossible and probable that more traits will be inheritedfrom ce 5 :e of the family ttian from the othe- "- sexplai'-s :'e skipping c' = ge-^eration"' in a giventrait
It has ree- estimated that thee ae 16.777.216':ss : e a-;':e~ients of chromosome combination(106). Under such conditions, it is understandablewhy c- r-e" :"' :"e same family are often so differentOniy - -e rase z' dentical twins do children of the5a~e'a~ . - a . ^ - a same genetic makeup. Since thecombination of chromosomes is a matter of chance,one cannot predict with any degree of accuracy whatttie ph.s ca' and mental characteristics of an unbornchild V4... C5
IMPORTANCE OF FERTILIZATION
The momeni of fertilization is of>e of tne most impor-tant times in a person's life. Three things are deter-mined at tfiat moment: the person's hereditary endow-ment his sex. and w^er^e- 'e .•. :e a s "gieton orone of multiple birt^s Eara.sa :-'a -rr-ranceto the persons deve oorre-.a cane" ::" : ec";/and   indire:: .    ea;n   will   be  discLSsa:    -    ;a:a
an will e a-a-^ta-ns ge'a;-s   a-d becaLS
chromosomes in the mature male cell a-c a similarnumber - a ~ a: _ '= ovum. This means :' a; a newlycreate; zasys hereditary endowment cor:a-s ce-twee' : I : 11 a-a ' 11 I TO genes, each of which ca- aspote-: as ':- :' s aa. and mental traits (106j- Tnetrans" ss :' :' aenetic infteritance is illustrated inFigure 4-2.Ee:a_se e.e'. ac- : produces many more germjsed. because each of ttiese'om both parents in varying~ a ~ibers of each pair of chro-— :s:~as "^ay "cross over" or exchange with eachother dunng the ma:_'a: :nal process. chaTe z aysa- —cortant role r 'a -e-e-'tary endovi-a-: :■ a:- : 3nance deter--aa <;' :n of a vast ^-~:e'ofess; : e combinations of characteristics he willinherit As is true of chromosome combine: cs "'omparents, it is entirely a matter of chance ":.'. ~anychromosomes from different ancestors on ir.e .Tia-temal or paternal side will be passed down to a child.To produce a given kind of person, a particular ovum,must unite v. :- a za-. cular sperm. It -"as :een esti-mated that tne prooaoility that this pa-: :- a- .-on
will occur is but 1  in 300 000 000 ::::::    . ^5).
After conception, nothing :a' :a aa'e :; add to.or subtract from, tfie individual's heredlta-. a-;:.'■-ment The traditional belief that a mother can endowher unborn child with musical talent if she spendsthe montfis of her pregnancy concentrating on musicor that she can make him brilliant by devoting hertime to intellectual pursuits simply is not true.
If. on ttte otfier hand, sfie establisfies a favorableprenatal environment for him through good ph^.-s-ca'heatth and healtliy attitudes, tfie chances of a 'a.:'-ac e :e.5 spment of the genes f>er unt>om child al-ready has will be greatly increased. As Montagu haspointed c-: iV-a-a •• e control tfie environment weto some e>:e": ::':-:   -e-edity. Heredity, it has been
said. de:a es  .-.'a: ..e can do. and environment
what we do do" (84).
Hereditary Endowment
Wre' :-5 scerm unites with tfie ovum e.e'.:' 'zthe newly cor:e .ez individual will ever inherit fromhis parents. grar::a'a"s a-; ::"e' ~:-a a-notea"??""?" is set As Pvunien anc "':"";;:' "a.ssrassa; Every individuals supplj : aa'as :- =cea-e^s of fiereditary factors, is given him once forall and inalterac . a: cc'ception' (73).
DEVELOPMENT OF HEREDITARY POTENTIALS
Some inherited characteristics, such as eye color andhair texture a'e -eiatively immune to environmentalinfluences. Most inherited characteristics, however,are markedly influenced by environment A growingchild may have his fieight p>otentials stunted if he isdeprived of a;e:-aie nutrition aiKl sunlight i* 'e sforced to do work too fieavy for his undeveloped body.
There
40.000 and 60.000 genes in the      or if he suffers from a long, wasting illness. In speak-
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ing of intellectual potentials. Stone and Church havestated, "A potential genius may find inspiration forimmense achievement, but if not given proper stimu-lation he may end up in intellectual mediocrity" (118).If environment is to stimulate hereditary potentials,it must be of the right kind at the time when develop-ment normally occurs. As Montagu (84) has said:
Genes do not work their effect in a vacuum. . . . The lim-its of what we can do are determined by the genes, but itis the environment that determines the extent to whichthe potentialities within these limits are realized. We donot, therefore, stand helpless and impotent before theimplacable fate which heredity is misconceived to be. Onthe other hand, through the intelligent management ofthe environment there is a great deal we can do aboutit.
INDIRECT EFFECTS OF HEREDITARY ENDOWMENT
Failure to recognize the limits set by heredity causesfar too many parents and other adults to try to moldthe child into a pattern. They believe that they can pro-duce in him the traits they want him to have if theygive him an opportunity to develop them. Often theseare traits which the adults themselves do not possessand whose lack they believe has been a handicap. Afather who is short and wants his son to be tall, forexample, may bribe and coax the child to eat what hebelieves to be growth food : he may insist upon thechild's exercising to stretch ' his body; and he maypromise his son that if he will just follow advice anddo his share, he will grow into a tall man.
Studies of parent-child relationships have revealedthat children tend to resemble their parents, bothphysically and mentally, more than they differ fromthem. The resemblance increases as children growolder (10, 106). Parents often interpret this growingresemblance to mean that their children failed totake advantage of the opportunities they provided. Intime, this affects the parent-child relationship ad-versely. Of even greater harm are parental expecta-tions that go beyond a child s capacity. The child isdiscouraged when he finds himself unable to measureup, and this often stifles his motivation to achievewhat he is actually capable of.
Sex Determination
The second important determination that is made atthe moment of fertilization is whether the child will be
male or female. For centuries people have tried topredict and control the sex of unborn children. Howaccurate are the predictions, and how much controlcan parents exert?
PREDICTION OF SEX
Parker (95) gives a good description of man's tradi-tional concern over the sex of unborn children:
Prediction of the sex of the unborn has always been anintriguing problem to prospective parents, and theiringenuity in finding a solution has been limited onlyby the extent of their imagination. Primitive people,living close to nature, sought their answer in the ele-ments and came up with many solutions. Babies con-ceived in the full of the moon reflect the majestic splen-dor of that august body and therefore would be males.A waning moon could do no better than produce a girl.When man moved indoors, the elements became less im-portant, and early folklore transferred the responsi-bility to the parents themselves. If the mother mostwanted the baby, it would be a girl, but if it was thefather who was most eager for an offspring, it would bea boy. . . . If the mother "carries" the baby low it will bea boy. Or, the baby that starts moving early and kicksvigorously will be a boy.
More scientific techniques for predicting the child'ssex include the heartbeat test, which maintains that amale fetus has a slower heartbeat than a female; thesmear test to determine the amount of the estrogenicand androgenic hormones present: the saliva test tosee if the mothers saliva contains a chemical sub-stance associated with a masculine fetus; and theamniotic fluid test to determine what cells are foundin the unborn fetus (84. 106. 119). To date, no testwith 100 percent accuracy has been devised.
CONTROL OF SEX
Countless theories have been advanced about how thesex of the unborn child can be controlled. Amongsome peoples, pregnant women wear charms, drinkmagic potions, and make offerings to their gods toensure that the unborn child will be male. An earlysuperstition was that if a man went to bed on hiswedding night wearing his boots, a boy would beconceived. Some theories stressed that fertilizationjust after menstruation would result in a female off-spring. Others claimed that the food eaten by themother during pregnancy would determine the sex of
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the child. A girl could be produced, it was believed,if the mother ate large amounts of sugar. The monthof conception was likewise supposed to determinesex. There was also the belief that if a pregnant womandrank certain potions regularly, she could influenceher child's sex. To produce a boy, the potion had tobe alkaline; to produce a girl, it had to be acid (41,106, 116).
Scientific investigations have disproved the oldtheories about how the child's sex can be controlledand have, at last, produced some accurate data. Dis-covery of the sex chromosomes has shown that thefactors that actually determine sex are internal andthat the sex of the child is fixed at the time of fer-tilization. Of the chromosomes provided by the maturespermatozoon, one differs in character and structurefrom the others. This is true also of the chromosomesprovided by the mature ovum. These different chro-mosomes are the sex chromosomes. They are of twokinds: The larger is the X chromosome, and thesmaller—about one-third the size of the X chro-mosome—is the Y chromosome. One-half of allmature spermatozoa carry the X chromosome, andthe other half carry the Y. By contrast, all mature ovacarry the X chromosome.
Thus, in any fertilized ovum, there is always an Xchromosome from the ovum and either an X or a Ychromosome from the spermatozoon. If the sperma-tozoon that unites with the ovum is of the Y-bearingtype, the result will be an XY sex chromosome com-bination: this always results in a male offspring.Should an X-bearing spermatozoon unite with theovum, the result will be an XX sex chromosome com-bination: this always produces a female offspring.Figure 4-3 shows how male and female offspringare determined. No one can tell ahead of time whetherthe ovum will be fertilized by a spermatozoon bearingan X or a Y sex chromosome, and no one can influencethe combination in any way. Sex determination, there-fore, is a matter of chance.
SEX RATIO
According to the law of chance, approximately equalnumbers of children of each sex would be conceived.As a matter of fact, between 120 and 150 males areconceived for every 100 females. The reason for thisdifference is unknown, although a number of sug-
Figure 4-2. The hereditary process. (Adapted fromA. Scheinfeld: The new you and heredity. Lippincott,1961. Used by permission.)
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gestions have been advanced to explain it. Of these,the most credible though still unproven possibility isthat since the spermatozoon bearing the Y sexchromosome (the one that produces the male off-spring) is slightly lighter and hence swifter in move-ment than the spermatozoon bearing the X sexchromosome (the type that produces a female off-spring), the Y-bearing type has a better chance ofreaching the ovum sooner and fertilizing it.
Another reason for this difference in sex ratio hasbeen suggested by Scheinfeld; that a "canny Naturestarts the sexes off with a surplus of males to partlyprovide for the greater drain upon their numberlater (106). It has been reported that during the pre-natal period. 50 percent more male fetuses die thanfemale. Approximately 106 male babies are born forevery 100 female. This means that of the males con-ceived, between 15 and 45 die before birth, as com-pared with a relatively smaller number of females(84. 106).
During the first four weeks of postnatal life. 40 per-cent more male babies die than female, while amongthe prematurely born, 50 percent more males thanfemales die. In the first year of life. 33 percent moremale babies die than female: between 5 and 9 yearsof age. 44 percent more boys than girls; between 10and 14 years. 70 percent more boys than girls; and be-tween 15 and 19 years, 145 percent more boys thangirls (106). The result is that by the time a male childreaches adulthood, his sex is literally the "minority'sex. In commenting on this, Montagu (84) has said:
Whatever the physical reasons may he which result inmore eggs being fertilized by Y-bearing spermatozoathe evolutionary "reason" would appear to be thatsince the male is the constitutionally weaker organismhe must be conceived in greater numbers than thefemale if a relatively harmonious numerical balanceis to be achieved between the sexes during the repro-ductive life of the female.
Traditional Beliefs about Sex Ratio. According to tra-dition, more boys are born in wartime than the normal106 boys for every 100 girls. There is no evidence tosupport this belief (86). Neither has the traditionalbelief that young fathers produce more male offspringthan older fathers stood up under scientific study.Evidence seems to indicate that there is no relation-ship whatever between the sex of the offspring andthe age of either the mother or the father (12). Thereis, on the other hand, some evidence that men who
tend toward stockiness produce more sons, while menwho tend toward leanness are more likely to havedaughters (29).
Another tradition is that boys (or girls) run in somefamilies. Studies of sex distribution in families haveshown that there is an excess of unisexual sibship intwo-child and three-child families (13, 86, 116).
Some evidence shows that in the upper socioeco-nomic groups, there is a sex ratio of 120 to 125 malesborn for every 100 females. The groups studied havebeen too small, however, to warrant much confidencein the results (13). While some reports indicate thatmen in "masculine" occupations have a higher per-centage of male offspring than men in "feminine"occupations,  the evidence is inconclusive (44. 84).
EFFECTS OF SEX ON DEVELOPMENT
The child's sex affects his development both directlyand indirectly. The direct effects occur both before
and after birth, while the indirect effects occur onlyafter birth.
Direct Effects. Throughout the childhood years, thesex organs of boys and girls produce sex hormonesin small quantities. These sex hormones differ inquantity but not in type. Both sexes produce androgen,the male hormone, and estrogen, the female hormone.Males produce more androgen, and females moreestrogen. It is the predominance of the sex hormoneappropriate for their sex that is responsible for thedifferences in physical and psychological develop-ment of boys and girls, if this balance is upset, varia-tions result. Boys who are castrated, for example,become "feminine" in appearance and behavior,while girls whose ovaries are removed because of adiseased condition become "masculine" (23, 27, 95,106).
Indirect Effects. From the time the child is born,strong cultural pressures are put on him to conformto the culturally approved pattern for his sex. Even in
babyhood, he is dressed like other members of his sexand is expected to act like them. Throughout child-hood, both boys and girls are molded—first by thefamily, later by the school and peer group, and stilllater by the community group—into a pattern thegroup considers appropriate for the child's sex.
In the molding process, children are denied oppor-tunities to learn sexually inappropriate patterns ofbehavior. Little boys, for example, are discouraged
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from playing with dolls and other "girls' toys," whilegirls are given few opportunities to learn to play thetypically "masculine" games of baseball and foot-ball. Should the child prefer the role of members ofthe opposite sex, he is likely to be rejected not onlyby children of his own sex but also by members of theopposite sex, whose behavior he imitates. At no ageis a sex-inappropriate person admired or accepted bythe group.
Perhaps the most important influence comes fromthe attitudes and treatment of significant people—par-ents, siblings, and teachers. Their attitudes, in turn,affect their treatment of the child. If the child is of thedesired sex, for example, parents tend to show theirsatisfaction by being indulgent, if he is not of thedesired sex, many parents feel guilty and try to com-pensate by being overindulgent. Others show theirdisappointment by favoring a sibling of the desiredsex. Still others try to mold the child into a patternappropriate for a child of the sex they wanted (53,102).
Number of Offspring
Whether the birth will be single or multiple is the thirdimportant determination that is made at the time ofconception. The term "multiple birth" refers to thebirth of two or more babies within a few hours ordays; twins, triplets, quadruplets, and quintupletsall belong in this category. IK singleton is a child whois born alone. He may have siblings—brothers andsisters—but a period of 9 months or more separatestheir births from his. Box 4-2 shows the estimatedfrequencies of multiple births of different catego-ries (84).
Multiple births have been reported to occur moreoften among blacks than among whites and moreoften among whites than among members of theyellow race (84, 106). Maternal age has no effect onmultiple births coming from the division of one egg.Up to the age of 38 years, however, women show adefinite tendency to have twins from two eggs, afterwhich age there is a rapid decline in the tendency (84).The probability of later multiple maternity is ten timesgreater for a woman who has produced children ofmultiple birth than for a woman who has not. Con-trary to popular belief, there is no evidence thattwins run in families, nor is there any evidence ofweather or seasonal effects on multiple birth (84,86, 106).
SOCIAL ATTITUDES TOWARD MULTIPLE BIRTHS
Among some peoples, twins are regarded as a goodomen: they are given special honors and privileges.Among others, multiple births are regarded as suchbad omens that the babies are destroyed at birth.Traditionally,  most tribes in the Congo considered
Figure 4-3. How sex is determined. (Adapted fromA. Scheinfeld: The new you and heredity. Lippincott,1961. Used by permission.)
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twins the innocent victims of a wicked mother. Thechildren were not harmed or scorned, but the villagewitch doctor put a curse on the unfortunate motherand ordered her to advertise her crime by smearingher face with ashes whenever she appeared in public.In Kenya, mothers traditionally considered it detri-mental to their health to feed two infants at one time.As a result, one was allowed to die of starvation. Inthe case of mixed twins, the girl was generally sparedbecause she would bring a "bride price" when shewas old enough to marry (87. 88). According to anAmerican Indian saying, ■Papoose double make heaptrouble   (107).
Even today some peoples regard multiple births as"animallike," while others believe that twins andother multiply born children have special hereditaryendowments. Still others consider them scientificcuriosities" (88, 106, 107). In cultures where boys areheld in higher esteem than girls, the boy is generallygiven the advantage of survival—if a choice must bemade—in the case of mixed twins. Because girls areregarded as inferiorto boys in some Moslem countries.a twin boy has a better chance of survival than histwin sister.
SCIENTIFIC INVESTIGATIONS OF MULTIPLE BIRTHS
Scientific investigations to determine the effect ofmultiple birth on child development have been numer-ous in the case of twins but few for those of largernumber. This is not because of lack of interest intriplets, quadruplets, or quintuplets but rather becausethey are far less frequent: often one or more will dieat birth or shortly afterward, and as a result, theirpostnatal   environment   is  similar to  that  of  twins.
Twins, There are two distinctly different types oftwins. Identical, or uniovular, twins come from a single
Box 4-2
i
ESTIMATED FREQUENCIES OF MULTIPLE BIRTHS
(^Twins: 1 out of 87 births
^ Triplets: 1 out of 7,569 births
\Q Quadruplets: 1 out of 658.507 births^
^Quintuplets: 1 out of 57. 289.761 births
(^Sextuplets: 1 out of 4,984,209,207 births
ovum fertilized by a single sperm: nonidentical—biovular, or fraternal—twins are the product of twoova fertilized simultaneously. It is estimated that one-fourth of all twins are of the one-egg type. Figure 4-4shows how the two types of twins develop.
Identical Twins. When one ovum is fertilized byone spermatozoon, it occasionally happens that, atthe time of the Jirst division of the cell, the new cellsseparate instead of remaining together. Why thisseparation occurs, no one knows for certain, butthere is some evidence that it is the result of hormonaldisturbances. There is also the belief—as yet unproved—that the egg has an inherent tendency to divide.Whatever its cause, if a separation occurs before thereduction division, during the maturational process,two separate eggs will result. Twins formed from suchdivided eggs are called identicar'; they have exactlythe same assortment of genes.
.Because of their identical hereditary endowment,identical twins resemble each other very closely in alltheir hereditary traits. They have the closest degreeof kinship possible for two distinctly separated indi-viduals and they are always of the same sex.
When the division of the fertilized ovum is incom-plete, the result is Siamese twins. They are always ofthe same sex and. like other identical twins, closelyalike in physical and mental traits. Whether they canbe separated depends upon where the joining of theirbodies occurs.
\onidentical Twins. Qccasionally. two ova developsimultaneously and are fertilized at the same time. Theindividuals who develop from these two ova are non-identical—often called fraternal—twins. The namenonidentical suggests lack of similarity in the phys-ical and mental makeup of the twins. When the chro-mosomes of the two ova divide, the grouping is notlikely to be the same for both. Qne ovum may receivea preponderance of chromosomes from the maternalgrandfather, and the other from the maternal grand-mother. In addition, the ova are fertilized by individualspermatozoa, each with its own assortment of chro-mosomes. Nonidentical twins may be of the same sexor of opposite sexes. Nonidentical twins are not really
f twins: rather, they are the result of simultaneouspregnancies.
Figure 4-4. The two types of twins. 'Adapted fromA. Scheinfeld: The new you and heredity. Lippincott,1961. Used by permission.)
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Characteristics of Twins. Many studies have beenmade of twins to determine how similar they are inphysical and mental makeup, how they differ from or-dinary siblings, and how long their similarities per-sist. In general, these studies reveal that twins aremore likely than singletons to miscarry, to be bornahead of schedule, to suffer from birth injuries, or tobe stillborn (71, 92, 107).
In physical characteristics, identical twins are muchmore alike than nonidentical twins, who often showno greater resemblance to one another than ordinarysiblings (5, 71, 92, 107). Even in senescence, and inspite of marked differences in environment over along period, identical twins show a similarity in gray-ing and thinning of the hair, senile wrinkle forma-tion, and teeth deficiencies (65).
Mental similarities, as revealed by intelligence testsand educational achievement, are much more strikingin identical than in nonidentical twins. Mental simi-larities in identical twins have been reported to per-sist beyond the age of sixty years (65, 71, 125, 128).In special abilities, such as musical or athletic ability,similarities between identical twins are great; inmechanical ability, where environmental influencesare strong, similarities are less pronounced (129). Inall aspects of language ability, twins in their earlyyears are markedly retarded as compared with single-tons. This retardation is not due so much to intel-lectual differences as to the fact that twins developa private language of their own which is often unin-telligible   even   to   members   of   their  family  (129).
The effects of twinship on social development havebeen studied intensively. As identical twins spendmore time together, have more interests in common,and are more self-sufficient as far as outside com-panionship is concerned than nonidentical twins orregular siblings, it is not surprising that they enjoysimilar reputations among their peers and show amarked similarity in social competence as measuredby scales of social maturity. Even during the pre-school years, twins are competitive for attention.They copy each other and show similar feelingstoward others (57, 71, 104, 128, 129). While it is truethat they interact with others increasingly as theygrow older, they have fewer social interactions thansingletons during the preschool years (69).
The closeness and mutual dependence of twinsaffects their personality development. It is difficult foridentical twins especially to make a distinction be-tween themselves as twins and as individuals. Thisdoes  not  help  to  develop  individual  personalities.
Rivalries and antagonisms, however, leave their mark,and one twin is likely to become dominant. The domi-nant twin will develop a personality pattern that differsfrom that of the dominated twin (22, 57, 69, 83, 104,113, 128).
Triplets. Triplets may be of three types; (1) identical,in that all three have come from the same fertilizedovum; (2) two identical and one sibling; and (5) threesiblings, each having come from a separate fertilizedovum. A few sets of triplets have been studied exten-sively to determine what their physical and mentalcharacteristics are.
Physically, there is a lag in tempo of development ascompared with twins and singletons. The eruption ofthe first tooth, for example, comes a month later thanfor twins. In developmental traits, such as sitting alone,standing alone, and walking, there is a lag. Tripletsare also slower in saying their first words and informing sentences (62, 107).
Mental development, as measured by intelligencetests, likewise shows a lag. Among older triplets, how-ever, the lag is less pronounced, suggesting that it mayaffect only the early development. Tests of emotionaland personality development have indicated that trip-lets behave socially and temperamentally like single-born children of the same age and have interests andattitudes normal for their sex (54, 62, 75, 107),
Quadruplets. Studies of quadruplets are exceedinglylimited. A study of one set of 12-year-old quadrupletsshowed them to be emotionally immature, dependenton adults, and unable to conform to social expecta-tions. They also had difficulty in thinking indepen-dently and tended to project the blame for their actson others. In this set of quadruplets, two of whom wereboys and two girls, one of the boys assumed the leader-ship role. Some of their retardation in social and emo-tional behavior may have been due to the fact thatthey came from a poor home setting marked by divorceand spent some of their time in foster homes (110).
Quintuplets. One of the most authoritative reports ofthe famous Dionne quintuplets is that of Blatz. Ac-cording to Blatz, the quintuplets did not begin towalk until they were about 15 months old. They usedgesture language, as is true of twins, and did not catchup to single children until about the fifth year. At theage of 3 years, they had a vocabulary of 110 words,which is retarded for singletons of that age. Intelli-gence tests were given only until the quintuplets were
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about 3''2 years old. These tests showed them to bebackward as compared with norms for single children.(15).
DEVELOPMENTAL DIFFERENCES OF SINGLETONSAND MULTIPLE BIRTHS
Whether the child is a singleton or one of multiplebirth will have a marked influence on his develop-ment both before and after birth. Identical childrenof multiple birth have similar physical and mentalpotentials. Consequently, it is inevitable that they willhave less individuality—even if they have markedlydifferent postnatal environments—than children ofnonidentical multiple births or singletons. Thesedifferences are traceable to three important influ-ences; the prenatal environment, the postnatal envi-ronment, and parental attitudes.
Prenatal Environment. The prenatal environment ofchildren of multiple birth differs in important respectsfrom that of singletons. Children of multiple birth areusually crowded into a space nature intended for onlyone. As a result, one child in the set may be in a lessfavorable position than the others. The significance ofthis crowding will be discussed in the section on fetalactivity. Children of multiple birth are often born pre-maturely because the uterus is incapable of furtherexpansion as the fetuses grow larger. This is not al-ways true, of course, but physical or psychologicalhandicaps are more common among children of mul-tiple birth than among singletons (71. 84. 106. 119).
Postnatal Environment. The postnatal environment ofchildren of multiple birth is also quite different fromthat of singletons. Children of multiple birth mustshare parental time and attention. If one child isweaker, he is likely to get the lion s share: thus, hissibling may feel that the parents are playing favorites.In addition, the weaker child is likely to develop a"follower' personality pattern, while the strongerlearns to play the role of leader. Furthermore, siblingrivalries and competition, animosities, and resent-ments are heightened if a child feels that his parentsare showing favoritism. The weaker child may developfeelings of inadequacy and martyrdom. The strongerchild may feel that his parents discriminate againsthim. In spite of such unfavorable sibling relationships,affectional relationships become stronger as childrenof multiple birth grow older, as is true also of single-tons (69).
Because tradition holds that children who sharedthe same prenatal environment should share the samepostnatal environment, children of multiple birth arethrown together constantly. They are expected to playtogether, share the same toys and friends, and dressalike, whether or not they are of the same sex. In com-menting on the effects of similar treatment for twins,Barclay (9) has written:
Nothing is cuter than a pair of pretty—and identical—youngsters, identically dressed, answering to nameslike Pammy and Patty, playing together in idyllicpeace, each one's welfare the others prime thought.What this discloses of possible overdependence andoieridentification, however, may take some of the "cute-ness" out of the picture. Although nobody condemns alldress-alike, play-alike occasions, many a twin exposedto nothing else from birth has had extreme difficultylater on recognizing himself, within himself, as a sep-arate entity. It becomes almost impossible in such asituation for either to stand alone.
Influence of Parental Attitudes. Parental attitudestoward multiple births, reflected in parental behavior,indirectly affect the children s development. Multiplebirths are seldom regarded as a disgrace today: theyare. in fact, often a source of pride. Many parents,however, find that they mean heavy expense andgreatly increased work loads. If the babies are bornprematurely, there will be larger hospital bills thanthe family budget had allowed for. The extra workneeded to care for two or three infants simultaneouslyand the difficulties in interpersonal relationshipsamong children of the same age during the early yearsaffect many parents unfavorably. This is certain to bereflected in parent-child relationships, as may beseen in Figure 4-5. Having to cope with all these prob-lems often makes the mother feel 'victimized" (94, 99).How victimized a mother of young twins may feel isexpressed in the following jingle by an anonymouswriter (107):
The Joy (?) of Twins
Drudgery that's double or moreLaundering till your hands are sore;Tangle of lines with soggy things drying.Day and night chorus of yelling and crying.Endless chores and no end of expenses.Worries that drive you out of your senses.Everyone bothering you with questions.Everyone giving you crazy suggestions,
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Husband complaining you're no kind of wife,Everything mixed up in your life.If I knew whom to blame for twins, Fd sue 'em.Those who want twins are welcome to 'em.
One of the most common and difficult problemsparents of children of multiple birth must face is theirchildren's developmental lag. Some parents try toforce a 'backward' child to come up to the standardsfor his age. Some feel ashamed of such a child andreject him. either directly, by showing little under-standing and love, or indirectly, by favoring anotherchild who is more normal. Other parents become over-ly sympathetic and protective, thus depriving thechild of opportunities and motivation to develop hispotentials. Whatever form parental reaction to thechild's developmental lag may take, it is likely to bereflected in unhealthy relationships with the child andunfavorable treatment of him.
Timetable of Prenatal Development
As soon as an ovum is fertilized by a spermatozoon,development begins. Growth—in the short period of9 calendar months—from a single cell, microscop-ically small, to a baby of about two hundred billioncells is phenomenal. Equally phenomenal is thechange from a single cell with no power of its own to
Figure 4-5. The twin mother^s "load': How being themother of twins affects the mother's attitude towardher role and her attitude toward the children.(From the hook Twins and supertwins by AmramScheinfeld. Copyright © 1967 by Amram Scheinfeld.Redrawn by permission of the publisher, J. B.Lippincott Company.)
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        a child composed of bones, muscles, skin, internalorgans, and a nervous system—all ready to functionat or even before birth.
Studies of animals and human beings show that de-velopment follows a pattern, not only in the forma-tion of the different parts of the body but in theirfunctioning as well. At no time is the developing orga-nism a miniature adult in body proportions. Figure4-6 shows the different body proportions in the earlyprenatal stages. Because the pattern is orderly andpredictable, it is possible to give a timetable of thedevelopment of structures and functions. Parker (95)has written:
To accomplish such a tremendous task in such ashort period, nature has a perfect plan—a timetablethat specifies just how far along she must be with eachminute detail each succeeding day. She is exceedinglyproficient in adhering to this. Her timing is perfect,her accomplishments rapid, accurate, and purposefullycorrelated. We cannot follow her day by day as she ac-complishes this but will have to content ourselves withspot checking at regular intervals.
The prenatal period is divided into 10 lunar monthsof 28 days each. These coincide with the periods ofthe female menstrual cycle. The 10 lunar months maybe marked off into three subdivisions, each charac-terized by a particular phase of development. Theseare the period of the ovum, the period of the embryo, andthe period of the fetus. Box 4-3 lists the highlights ofeach of these developmental periods.
HAZARDS IN PRENATAL DEVELOPMENT
Each of the three subdivisions of the prenatal periodentails certain hazards for the developing organism.During the period of the ovum there is the danger thatthe ovum, even though fertilized, may die before im-plantation occurs. If the pattern of reproduction isslowed down by an insufficient amount of hormonesfrom the mother's thyroid and pituitary glands, thefertilized ovum will use up all the yolk available tomaintain life before it becomes implanted in theuterine wall and gets a new source of nourishment.
Another source of danger is lack of proper balancebetween the mother s pituitary gland and her ovaries.This may slow the preparation of the uterine wall toreceive the fertilized ovum. If this happens, the ovumcannot implant itself and, as a result, dies of starvation.
For reasons yet unexplained medically, the fertilized
Foundations of the Developmental Pattern
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ovum may implant itself in an area where it cannot getthe nourishment needed for survival. It may attachitself to the w/all of the Fallopian tube—a "tubalpregnancy'—where it can neither get nourishmentnor have the space needed for growth. If it does notdie. it will have to be surgically removed.
The period of the embyo is the most hazardous of thethree prenatal developmental periods. This is the timewhen miscarriages due to emotional shock, malnutri-tion, glandular disturbances, and other causes not yetfully determined dislodge the embryo from its placein the uterine wall. Miscarriages of this kind are knownas "spontaneous abortions." If miscarriages are dueto a defect in the fertilized ovum, they usually occurearly in the prenatal period. If they are due to someunfavorable condition in the prenatal environment,they generally come some time between the tenth andeleventh weeks following conception. More maleembryos   miscarry   than   female   (47,   77,   84,   106).
The period of the embryo is the time when abor-tions—the voluntary dislodging of the embryo fromthe uterine wall—can most safely be performed,whether for personal or medical reasons. If the abor-tion is delayed, it will be far more likely to endangerthe mother's health (47).
Developmental irregularities are more likely to occurat this time than during the period of the fetus. Thereason for this will be explained in a later section ofthe chapter.
Even though the period of the fetus is less hazardousthan the period of the embryo, it is still not free fromhazards. Garn (46) has stated;
From, the sixth through the ninth months of pregnancy,hazards are fewer and the completion of major stagesof development makes the fetus less vulnerable to in-jury. Yet it is in this period when mental growth maybe set back by environmental insults too mild to yieldgross anatomical defects. Nutritional deficiencies duringlater pregnancy may lead to unsound teeth, jaw-facedefects, and disturbances of behavior and personalityobservable in later life.
During the period of the fetus, there is always thepossibility of a miscarriage up to the fifth lunar month.The most vulnerable times are those dates when thewoman's menstrual period would normally occur.Voluntary ending of pregnancy by an abortion be-comes increasingly difficult and dangerous with eachpassing week.
Premature birth, with its complications and possi-
bilities of death, is a hazard that many fetuses face,especially those of multiple birth. Even though thehazards decrease with the shortening of the prema-turity, they are always present. Postmature birth islikewise hazardous. Prematurity and postmaturitywill be discussed in Chapter 5.Complications of delivery are often the result of
Box 4-3
HIGHLIGHTS OF TIMETABLEFOR PRENATAL DEVELOPMENT
Period of the Ovum(Conception to End of the Second Week)
■ Practically unchanged in size because of lackof outside source of nourishment.
*   Rapid internal development.
Implantation   in   uterine   wall   about   10   daysafter fertilization.
■ With implantation, the ovum becomes a parasite.
Period of the Embryo
(End of the Second Week to End of the Second
Lunar Month)All   important  external   and   internal  featuresstart to develop and function.
»   Sex organs well enough developed to distin-guish sex of embryo.
■ By end of period, embryo measures IV2 to 2
inches in length and weighs about ^'3 ounce.
■ Accessory apparatus—placenta, umbilical cord,
and amniotic sac—develop.
Period of the Fetus(End of Second Lunar Month to Birth)
■ External and internal features continue growthand development.
■ Growth follows law of developmental direction.
■ Internal organs assume nearly adult positionsby fifth lunar month.
■ Age of viability  reached  by sixth  or seventhmonth.
■ Fetal activity (e. g.. kicking, squirming) beginsbetween second and third months.
I
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Deformities were believed to be due to a fwrcdi-tary weakness, usually on the mother's side of thefamily. Old wives' tales claimed that the mother'sthoughts, emotions, or cravings could imuk her un-born child.
Present knowledge of the relationship between thebody of the fetus and that of tho mother disproves thetraditional beliefs about maternal markmgs. There aretwo lines of evidence. The first is that the same typesof abnormalities occur in most of the lower animals,where, because of the low level of development of thonervous system, maternal impressions do not exist.
The second comes from the fact that there is no directconnection botwoon tho mother and Iho fotus Thereis only an indiroci connoclion through Iho umbilicalcord and placenta where there are no nerves, onlyblood vessels —and hence the mental, emotional, ornervous condition of the mother can have no directeffect whatever on tho fetus.
Science has revealed a new kind of rtiiilotn.il inlluence, however. This comes from harmful substancesin tho mother's bloodstream that pass throutjh thoplacental barrier into the bloodstream of ttio unbornchild
liox4  4
CONDITIONS AFFECTING PRENATAL DEVELOPMENT
MntcrnnI Niilnlinii
The unborn child's nourishment comes from the maternalbloodstream through the placenta. The mother's dietmust contain sufficient proteins, fats, and carbohydratesto keep the child healthy.
Vil'
rh'fh-
Deficiency of vitamins C, B 6, B 12, D, E, and K is es-pecially likely to interfere with the normal pattern of pre-natal development.
MnliTiKil lli-n///i
Maternal health conditions that are known or boliovod tohave the greatest effect on the unborn child include endo-crine disorders, infectious diseases, prolonged or wastingdiseases, and pronounced under- or overweight.
/(•// Farlnr
Incompatability between tt-io rn^jtornal ;irid patf,'rn;il tjloodtypes causes damage to the cells of the fetus. This loacJ-,to physical or mental complications often serious enough
to result in doath or porrnanont injury to tho ctiild
DriJ4^H
Too little is known, to date, about which drugs are safefor a pregnant woman to use and which may be damagingto her unborn child. Pregnant women are strongly ad-vised to take no drugs without their doctors' knowledgeor consent.
X ray and Hadiiitn
When used in early pregnancy for therapeutic purposes,X rays and radium are usually damaging to the unborn
child Wtuin used for diagnostic purposes toward ttio ondof pregnancy, Ihoy tiave no effect on the fetus
There is little evidence that use of alcohol by a pregnant
woman will damage hor unborn child so long as it is usedsparingly. If used Ituquofitly and ttoavily, it is likely todamage the child's physical and mental development.
I IIIII
Smoking is most damaging to the unborn child when themother inhales Even when she does not inhale, there issome evidence that maternal smoking affects Iho totalheart rate and \\w ctn.-tnical cotitiMit of ihc' f(!ial tjiotxl
l^nrrtilfd A."<'
Before 21 years of ago, tho female reproductive apparatusis not fully mature and tho hormones needed for repro-fiijclion tiav*,' not reached tfioir oplirnutri levels; after 29years, hormonal activity gradually decreases There is noevidence that paternal afjrj affof;!-, tli<- iinhorn f.hild'sdevelopment.
Mull) mil I'lniiilinir
In rriilrj maternal stress, fetal activity and fetal heart rateincrease. Severe and prolonged maternal stress lead to"blood-borne anxieties " which atfoct postnatal as well asprenatal development.
IJli'liiif ( 'iniiulinp_
In multiple births, crowding may limit fetal activity, whichis important for normal development.
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Chapter Four
CAUSES OF DEVELOPMENTAL IRREGULARITIES
Scientific studies of the causes of developmentalirregularities justify two important conclusions.First, the irregularities may be due to defective genes,but are far more likely to be due to environmentaldisturbances in the uterus. Second, the irregularitiesresult from environmental disturbances which occurat the same time as the formation of a particular organ.
Defective  Genes versus  Environmental  Disturbances.
While irregularities in development may be the resultof either a good egg in a bad environment or a bad eggin a good environment, the first alternative is mostlikely. If there are defective genes, the chances arethat nature will eliminate the unfit by a miscarriageduring the early part of pregnancy, by a spontaneousabortion during the latter part of pregnancy, or by astillbirth. Not all miscarriages, spontaneous abor-tions, or stillbirths result from developmental irregu-larities, but more than a chance percentage of themdo. A miscarriage due to a defective fertilized ovumgenerally occurs early in the prenatal period. Whenthe fertilized ovum is normal but the environment inwhich it is developing is abnormal, the miscarriageusually comes later.
Environmental abnormalities caused by the condi-tions listed in Box 4-4 play a dominant role in pro-ducing developmental irregularities. Note, however,that only when these conditions are severe and pro-longed do they have damaging effects.
Serious or prolonged malnutrition of the mother hasbeen reported to lead to mental deficiency or physi-cal abnormality in the child. The result may be rickets,nervous instability, general physical weakness, epi-lepsy, cerebral palsy, neuropsychiatric disabilities,or some other defect. Prolonged malnutrition may bedue to poverty, ignorance of proper food values, orthe mother's desire to maintain a slim figure (20, 28,63, 117).
Mild endocrine disorders are not serious. Pro-nounced thyroid deficiency, on the other hand, mayresult in cretinism—a condition in which the bonesand cartilage fail to develop, the abdomen becomeslarge and flabby, the skin is rough and coarse, thehair is shaggy, and the intellectual development issubnormal. A pronounced endocrine imbalance mayresult in microcephaly, a mental deficiency accom-panied by a small pointed skull, or mongolism, amental deficiency accompanied by slanting eyes (11.35, 84).
Endocrine    imbalance    during    pregnancy    often
comes from prolonged and intense emotional stress.The woman may not want a child, or she may notwant one at that particular time. Studies show thatmaternal stress at any time during pregnancy may leadto physical or mental defects in the child. Stressduring the period of the fetus often results in prema-ture birth, difficult labor, or stillbirth (30. 42. 50, 51, 80).From observations of the damaging effects of mater-nal stress, Ferreira has concluded that "the psychiat-ric and social implications of these observationssuggest a sober reappraisal of the current attitudestoward the unwanted pregnancy" (42).
Timing of Environmental Disturbance. The conclusionthat irregularities result from disturbances whichoccur at the same time as the formation of a partic-ular organ means that the time when the agent isintroduced, rather than the agent itself, is the deter-mining influence. There is a special period in thetimetable of prenatal development for the formationof each organ. If something interferes with the time-table, the course of growth in the different parts of thebody will be altered, and abnormalities will result.The first 3 months of prenatal life are the criticaldevelopmental period. During the period of the em-bryo, all the structures of the body are being formed.From the eighth week on—the period of the fetus—thestructures whose foundations were laid during theperiod of the embryo are being completed. In ex-plaining why the first 3 months of the prenatal periodare so critical, Garn (46) has written:
The first trimester . . . is a time of tremendous dangerto the embryo: though tiny, its rapidly developing cellsare highly susceptible to oxygen-deprivation, toxins, andviral agents. It is during the first trimester that almostall developmental defects—the cleft palates, missinglimbs, blindness and monstrosities we see at birth occur.Possibly a single virus affecting susceptible tissue at acritical horizon results in the association betweenMongolism and leukemia. The one bright side of thepicture of embryonic wastage and prenatal loss is thatthe grossest of the defects and the most lethal of thegenes never get beyond the first trimester. Thus we arespared untoward numbers of defective individuals andour genetic makeup constantly purifies itself by prenatalattrition.
Even though the first trimester is the most criticalperiod in prenatal life, this does not mean that all
possibility of damage from an unfavorable environ-ment   ends   then.   Unfavorable   prenatal   conditions
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rarely produce developmental irregularities whenthey occur before a certain part of the body hasstarted to develop or after it has formed. Rubella, orGerman measles, for example, is a mild childhooddisease, but if contracted by the mother during thefirst 3 or 4 months of pregnancy, it can produce suchdefects as cataracts, deafness, anomalies in the struc-ture of the heart, defective teeth, microcephaly, andmental deficiency in the child. If contracted after thefifth month of pregnancy, it has no effect on the un-born child because the parts of the body affected bythis disease are already formed  (60, 84, 108, 116).
Similarily, thalidomide, taken during the early 1960'sfor morning sickness, nervousness, or sleeplessness,has no damaging effect on the unborn child if usedafter the first trimester of pregnancy. If taken duringthe first trimester, it causes malformation of thelimbs—phocomelia—in which the long bones of thearms and legs fail to grow. In addition, it may causestrawberry marks to appear on the child's face.These defects are shown in Figure 4-7.
Severe malnutrition during the early months ofpregnancy is responsible for a wide variety of develop-mental irregularities. Peckos has pointed out that itis ■futile to correct the maternal diet after the firsttrimester of pregnancy in an attempt to prevent con-genital anomolies" (97).
In Mongolian idiocy, the parts of the body usuallydeformed are those which are just "budding" aroundthe eighth week of pregnancy. An abnormal conditionof the prenatal environment at this time is now knownto produce the deformities (11, 63, 84).
Prolonged emotional stress during the early part ofpregnancy causes hyperactivity of the mother's adre-nal glands, thus releasing an increased supply of thehormone hydrocortisone. This may cause cleft palatesand harelips. Severe emotional stress during the first3 months of pregnancy may also cause mental retarda-tion, for it is at this time that the child's brain is de-veloping (84. 93, 96, 106).
EFFECTS OF DEVELOPMENTAL IRREGULARITIES
Developmental irregularities can affect the wholecourse of a child's life. Blindness or deafness, forexample, is a major handicap. Furthermore, physicaldefects affect the child's concept of himself as a per-son and thus influence his personality. Whether achild will grow up to be socially and emotionally well-adjusted will depend, to some extent, upon whetherhe comes into the world in a sound condition.
Family relationships—not only parent-child relation-ships but also relationships between husband andwife and between siblings—are influenced by devel-opmental irregularities and by what parents believeto be the cause of them. Even though science hasgone far to clear up the superstitions about maternalmarking, many women are still influenced by them andfail to get proper medical care during pregnancy andchildbirth.
The traditional belief that the mother is primarilyresponsible for any developmental irregularity thatappears in her baby, whether it is a small birthmarkor a serious mental or physical deficiency, often leadsto feelings of guilt on her part and an unhealthy over-protective or overindulgent attitude toward the baby.Such an attitude will affect the child's whole future.The belief that the mother is responsible may also leadto friction between the parents. The effect of a handi-
Figure 4-7. Effects of thalidomide. Deformity of infant istypical: useless short arms and hands, characteristicstrawberry marks on face and forehead. (Adapted fromH. B. Taussig, The thalidomide syndrome, Sclent. American,1962, 207, No. 2, 29-35. Used by permission.)
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Chapter Four
capped child on family relationships will be discussedin more detail later in connection with family relation-ships.
EXTENT OF DEVELOPMENTAL IRREGULARITIES
The unfortunate effects that developmental irregu-larities have on the child and on the members of hisfamily—and also on the social group if he must becared for at public expense—are given widespreadpublicity today. People tend to conclude that morechildren are damaged before birth than ever before.Actually, however, there are no medical recordsavailable to tell just how many children suffer fromdefects brought on by a poor prenatal environment.
Some of the ill effects of an unfavorable prenatalenvironment may not become apparent for manymonths, or even years, after birth. Under such condi-tions, it is often assumed that the defect was causedby a postnatal condition. It is commonly assumed, forexample, that rickets results from a dietary deficiencyin postnatal life, while, in reality, there is medicalevidence that rickets occurs in babies who were bornprematurely and were thus deprived of the mineraliza-tion that normally takes place in the latter part of theperiod of the fetus.
Similarly, epilepsy, cerebral palsy, or mental defi-ciency may not become apparent until babyhood orthe early years of childhood. Since we have, for ex-ample, no adequate tests for measuring mental retar-dation in the newborn infant, mental deficiency re-sulting from prolonged or severe malnutrition duringthe prenatal period may not be apparent until thechild begins to have difficulties in school. Again, thedefect may be incorrectly attributed to unfavorablepostnatal conditions (66, 74, 93).
In spite of the lack of conclusive information, mostscientists believe that the number of children afflictedwith prenatal developmental irregularities is not sogreat as is popularly assumed. Parker (95) has givenreassurance in this way:
Only one baby in two hundred, as an average, hassome apparent abnormality at birth. Even this incidenceis not as bad as it might seem at first, for it includesminor defects that will not mar the child's appearanceor interfere with its normal life. It also includes defectsthat, while serious in nature, can be corrected surgicallyso that the baby need not be handicapped for life. Only afew will be hopelessly defective. Truly, nature has con-ducted well these journeys of the unborn. One of the
reasons for nature's success in producing normal babiesin such a high percentage of births is that she rejects aseriously faulty product long before it has reachedcompletion.
Attitudes of Significant People
While maternal health, nutrition, age, and the otherfactors discussed above are, unquestionably, themajor influences in determining how the fertilizedovum will develop, indirect influences in the form ofattitudes of significant people in the unborn child'slife are too important to be ignored. As has alreadybeen stressed, a woman cannot influence her unbornchild directly by her thoughts or feelings, except whenthey are accompanied by strong and prolonged emo-tional stress. The attitudes developed at this time areimportant, however, because they serve as the basesfor maternal attitudes toward the child after he is born,toward the role of parent, and toward the child-training methods used during the early, formativeyears of his life. What is true of maternal attitudes islikewise true of paternal attitudes and, to a lesser ex-tent, of the attitudes of siblings and other familymembers.
ORIGIN OF ATTITUDES
Most attitudes toward children and toward parenthoodoriginate in the childhood experiences of the parents-to-be and crystallize when pregnancy is confirmed.Many women, from the time when they played withdolls, have looked forward to having children of theirown, and have developed definite ideas of what theywant their children to be like. Men are generally tooconcerned about their vocations to give much thoughtto parenthood during their childhood and youth.They do, however, have general ideas of what parent-hood will mean to them. Attitudes toward children andtoward parenthood also originate in the person'smotivation for having children.
FACTORS INFLUENCING ATTITUDES
Parents' attitudes toward their children are influencedby their concept of the role of parenthood. Somepeople romanticize parenthood; some view it realis-tically. Some view it favorably; others, unfavorably.These attitudes have emotional accompanimentsranging from joy to fear, anger, and disgust. No two
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parents-to-be have had the same childhood experi-ences or the same experiences during pregnancy, andit is understandable that their attitudes should bedifferent. Some of the factors responsible for varia-tions in attitudes, however, are almost universallyoperative. We shall discuss the most important ofthese.
Desire to Have Children. Some people want manychildren, and others want a few or none: some feelthat marriage is incomplete without children, andothers feel that children interfere with their pleasuresor place a barrier in the way of vocational success andupward social mobility; some have an egocentric in-terest in children, and others have little or no interestm them: and some do or do not want children becauseit is the 'thing to do." Certain conditions predisposemarried women not to want children. The most im-portant are poor marital adjustments and an en-grossing career which would be interrupted or termi-nated by pregnancy.
Physical State during Pregnancy. The physical stateof the mother-to-be influences her attitudes towardparenthood. If she suffers from nausea, vomiting,periodic discomforts, or pain, her attitude is apt to beunfavorably affected. If, on the other hand, she feelswell and has few discomforts even at the beginning orend of pregnancy when discomforts are common, shewill probably have a more favorable attitude. As Stoneand Church (118) have remarked, however:
Some mothers feel physically ill during most of thepregnancy but are cheered by the thought of the baby tocome: others are in robust health but live in dread ofmotherhood. For most women, pregnancy, like the restof life, is a mixed bag of discomforts and rewards, hopesand fears, pain and elation.
Emotional State during Pregnancy. For all womenpregnancy stirs up certain psychological conflicts andinvolves a marked readjustment of husband-wife re-lationships. For many women, pregnancy is a time ofanxiety, depression, and worry. It is also a time of fearabout childbirth and the possibility of having a de-formed or birth-injured child. Many women, especiallyif it is a first pregnancy, doubt their adequacy forparenthood or resent having to change the pattern oftheir lives. Most women, of course, are happy and joy-ful about having a child. Even for them, however,there may be moments of doubt,  anxiety, or fear.
The fears, anxieties, and doubts mothers-to-be ex-perience are intensified by fantasies and dreams. Todetermine whether the dreams of mothers-to-be con-tributed to their psychological stress during preg-nancy. Gillman made a study of the dreams aboutbabies reported by pregnant women. The study re-vealed that almost one-half of the dreams representedmisfortune, harm, or environmental threat to the babyor the mother. The mothers who had the least favor-able dreams also had the least favorable attitudestoward their future role of motherhood and they madethe poorest adjustment to that role after the baby'sbirth (48).
Parental Concepts. Parents' attitudes are markedlyinfluenced by their concept of the child as a personand by their idea of the parental role. Concepts aboutthe child as a person tend to be more highly romanti-cized than concepts about the role of parenthood. Thisis more applicable to mothers than to fathers. In gen-eral, mothers-to-be want not just a child but a partic-ular type of child. The physical and mental charac-teristics, the sex. and the personality of this dreamchild" become sharply defined in the mothers mindas pregnancy progresses. Figure 4-8 shows the typi-cal discrepancy between the mother s dream child andher real child.
Many forms of so-called problem behavior in chil-dren are merely discrepancies between the behaviorof real children and parental concepts of ideal be-havior. A father s intolerance toward his son frequentlytraces its origin to the fact that the son falls short ofwhat the father thinks his son should be. Similarly,parental intolerance of childish dawdling may comefrom a parent s concept of the importance of efficiencyand his belief that the child must be quick-moving toattain success in life.
Concepts of parenthood are formed during the preg-nancy, too. though they have their roots in childhoodexperiences. A child brought up in an authoritarianhome may decide that when he becomes a parentthings will be different for his children. Or he maydecide that his parents did a pretty good job. and that,by following their pattern of training, he will do anequally good job on his children.
The tendency to romanticize the parental role—which is common among parents of firstborn chil-dren—has a damaging effect on parent-child relation-ships. Shortly after the baby is born, most parentsrealize that parenthood is much different from whatthey had imagined it to be.
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Chapter Four
Social Class of Parents. The social class with whichthe parents are identified influences their attitudestoward their children and toward parenthood. It hasbeen reported that many adults from the lower social
Figure 4-8. "Dream child" versus real child.
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        classes tend to look upon parenthood as the "inevi-table payment for sex relations'—an unfavorable atti-tude asfar as futuretreatmentof children is concerned.Persons from the middle and upper classes tend toregard parenthood as the ■fulfillment" of marriageand view their children with possessive pride and hope.Lower-class men tend to loo(< upon their parental roleas that of provider; many resent having to assume anyresponsibility for child care. Middle- and upper-classmen. by contrast, tend to take pride in being familymen", and are often willing to sacrifice time, energy,money, or even vocational advancement for theirchildren (16. 30. 131).
Economic Status of the Family. Closely related toattitudes associated with social class identificationare those associated with economic status. If financialconditions are strained because of pregnancy shortlyafter marriage, if the young parents are just getting ontheir feet financially, or if the wife planned to work tofurther her husband's vocational aims, parental atti-tudes toward the arrival of a child are likely to be ad-versely affected. One of the common reasons forattempted abortion is that the financial resources ofthe family can face no further strain (47, 130).
Age of Parents. Young parents tend, on the whole, toaccept their parenthood lightly, not allowing it tointerfere with their pleasures or future plans. If im-pending parenthood threatens to interfere with voca-tional aspirations, however, it is likely to lead to re-sentments. Older parents, in general, welcome theirparental role more wholeheartedly than youngerparents (16).
Mothers' Interests and Aspirations. Women who areeager to have children and whose major aspiration isto be a good mother have favorable attitudes towardtheir children-to-be and toward the maternal role.Mothers with professional training and experience, orthose whose interests center mainly on social or voca-tional activities, frequently resent parenthood—atleast at first. Later they may derive enough satisfactionfrom their new role to accept it without resentment.Far too often, however, they find the parental roleless interesting and challenging than their formercareers.
Mass Media. Finally, but by no means the least im-portant factor contributing to variations in attitudestoward parenthood and toward the child as a person.
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is the role played by the mass media. Books, maga-zines, movies, television, and radio tend to present aromanticized version of families and family life. Girls,on the whole, prefer romantic stories and films, whileboys prefer realistic stories. The sex differences inattitudes toward parenthood may be at least partiallyattributed to the influence of the mass media.
REASONS FOR UNFAVORABLE PARENTAL ATTITUDES
Why do parents-to-be develop unfavorable attitudestoward their children? The most important reasonsare shown Box 4-5.
EFFECTS OF UNFAVORABLE PARENTAL ATTITUDES
Once formed, unfavorable parental attitudes havemany undesirable consequences. They adverselyaffect the parent-child relationship not only at first butoften for life. Even when parents try to conceal theirattitudes, the child senses them as he grows older. Agirl, for example, does not have to be told that herparents were disappointed that she was not a boy. Sheknows it from what they say and from the way theytreat her male siblings. She may become hostiletoward her parents and never be able to develop agood relationship with them.
Unfavorable parental attitudes affect the kind of per-sonal and social adjustment the child makes as hegrows older. Many cases of instability and maladjust-ment stem from the child s feeling that his parentsreject him because he does not conform to their ex-pectations or because he was unwanted. If he sees asibling being better accepted than he. this intensifieshis resentment and feelings of personal inadequacy.
Harmful parental attitudes are likely to be long-lived.They are not apt to change or disappear because, tothe parents, they seem justified. A mother-to-be. forexample, may feel that she and her husband cannotafford another child; she may feel overworked withthe children she already has: she may want to continuea career because of the satisfaction it brings her orthe material possessions she can buy with her salary:or. if the child is illegitimate, she may feel afraid,guilty, and resentful.
The strong emotions that usually accompany un-favorable parental attitudes add to their persistency.If an unmarried mother does not marry her child'sfather, for example, she is constantly afraid that thechild's illegitimacy will be discovered, that she will becriticized and ostracized by her family and friends, and
that her child will be rejected and mistreated by hisage-mates. These fears reinforce her original rejec-tion of the child.
Should the parents of an illegitimate child marrybefore the child's birth, the stigma of illegitimacywill be lessened. This is no guarantee, however, thatthe parents, forced into a "shotgun " marriage, willaccept the child or provide a happy home atmospherefor him. Premarital pregnancy tends to intensify thenormal conflicts of marriage and leads to resentmentswhen marriage is forced. 'Shotgun " marriages oftenend in divorce (47, 105),
SIBLING ATTITUDES
Attitudes of siblings are usually formed during theprenatal period of the new baby and are well estab-lished by the time he is born. How a child feels abouta new baby will depend largely upon his age and hisother interests. If he is still young, he may resenthaving to share his parents with the newcomer. Theolder child has friends and interests outside the home.
Box 4-5
CAUSES OF UNFAVORABLE AHITUDES AMONG PARENTS
Strong Desire for a Child of a Given SexIf the child is not of the sex the parents wanted, their dis-appointment often leads to a rejectant attitude.
Strong Desire for a Particular Type of ChildWry few children match the parents dream child in looks,abilities, or personality. The further the real child deviatesfrom the romanticized version, the more unfavorable thethe parents' attitudes.
Not Wanting a ChildWhatever their reasons for not wanting a child, mostparents regard them as valid. An unwanted pregnancy isalways a source of resentment and anger—emotionswhich, no matter how carefully they may be cloaked,always lead to rejectant attitudes.
Not Wanting a Child at That Time
If a child is conceived at a time that parents regard as"inconvenient, the husband often blames the wife forbeing 'careless, and she feels guilty about not preventingthe unwanted pregnancy.
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Cbaftef Four
As long as tne new oaloy does not interfere wtth thepattern of his life, his attitude will be favorable. He mayeven find the baby more fun to play with than his toys.
Adolescents escecially girls, often have an unfavor-at^ e" '.'jr ■:■;-- a new baby in the family. They areerr.ca'.'ai:^ J a: : ^: ;neir mothers' pregnancy and areoften caJlej :- :o help take care of the baby. Theirsocial lives may be curtailed somewhat and. as a re-sult, jealousy and resentment develop
How the child is told at>out the expecteo oirth of asibling and by whom he is told likewise influence hisattitude. If he has t)een promised a new playmate, with'i-'z^asis on the sex of this playmate, he is likely tobuild up a romanticized concept which will have to t>eradically revised after the baby's arrival. Even if thebaby is of the desired sex. he will not be a real play-mate 'c a long time. To make matters worse, the babywill usurp much of the mother s time and attention, sothe older child will be deprived not only of her com-panionship but of the exp>ected playmate as well.Should he hear from an outsider that he has a newsibling—after the mother has mysteriously disappearedand a stranger has come to take care of him—he islikely to build up a deep resentment which will be re-flected in his behavior toward the sibling, perhaps foryears to come. Sibling rivalries and jealousies arecommon when an older child has an unrealistic con-cept of what having a baby in the family will mean tohim.
PERSISTENCE OF ATTITUDES
^a'e-tal and sibling attitudes, whether favorable orunfavorable, are unlikely to change radically. They dochange somewhat, however. For example, studies ofmaternal attitudes during pregnancy and again afterthe birth of the baby report that mothers who had arejectant attitude toward their unborn children t)e-come more acceptant after the children s birth. Thisshift may have been due primarily to a repression oftheir attitudes, owing to a feeling of guilt, rather thanto an actual change in attitudes (14 30 34. 105)Similarly, while attitudes toward the role of parent-hood may change after the child is born, the funda-mental elements of these attitudes persist. Favorableattitudes based on romantic ideas may deteriorateafter the child is born or when the helplessness of thebaby gives way to the growing independence of thetoddler. If there is more work and personal privationthan the parent had anticipated as in the case oftwins, the mother may suddenly feel victimized. On the
ct'e' 'a'c 'jT'avcab'e ar: :..ces •^ay g-ve way tofavoraoie an t'^iaes y/nen :ne parent experiences tnesatisfactions of parenthood.
FAR-REACHING EFFECTS OF AHITUDES
Maternal health affects the child before he is t)om.while maternal attitudes affect him both before andc~<' =a.cable attitudes formed during the prenatalca' :: a a ac" to continue after the child's birth..'.' a ' ■-' J z'nanticized attitudes may become more-aa a~ : there is little likelihood that they will becometotally unfavorable unless the child falls far short ofparental expectations. If a child is damaged by a poorprenatal environment, for example, parental attitudesmay become either rejectant or overprotective. andthese will have a marked influence on the way he ad-justs to life.
When the father-to-be or older siblings look uponthe new baby with antagonism, he is not likely to re-ceive a warm welcome. Added responsibilities andp>ersonal deprivations are cipt to intensify their already-existing resentments. As the child grows older, hewill tiecome aware of the antagonism, even though hemay not be actually rejected.
Many kinds of problem t)ehavior originate in a child'sfeeling that he is not accepted. Young children whosemothers had a stressful pregnancy and had atte'-crecat)ortion have been reported to be more pK>oriy ao-justed than children whose mothers wanted them (98).A study of the postnatal adjustment of children whosemothers experienced low or high levels of anxietyduring pregnancy showed, for example, that maternalanxiety not only affected childbirth adversely butcarried over into parent-child relationships. The studyalso showed that maternal anxiety affected the chil-dren's intellectual and emotional adjustments: thechildren with highly anxious mothers had lov/er de-velopmental quotients (30).
Similarly, unfavorable attitudes of outsiders dueperhaps to a child's illegitimacy, are formed t)eforethe child s birth and tend to persist. The chile ce:a~esincreasingly aware of these attitudes as ne growsolder. They are certain to leave serious psychologicalscars and may result in problem behavior.
Highlights of Chapter 4
1.   Early interest in the prenatal environment cen-tered around the origin of life. Present-day in-
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terest centers around how the unborn child de-velops, the conditions that influence his develop-ment, and how attitudes of significant peopletoward him are formed.
2. While life begins when the ovum is fertilized bythe spermatozoon, these reproductive cells mustgo through a maturation process before fertiliza-tion can occur.
3. At the moment of fertilization, three importantthings happen that affect the child's life pattern:the determination of his hereditary endowment,his sex, and whether he will be a singleton or oneof multiple births.
4. The hereditary endowment, determined by thefusion of chromosomes from the ovum and thespermatozoon, is entirely a matter of chance andnothing can be done to change it.
5. At the present time, it is impossible to predict orcontrol the child's sex.
6. The child's sex affects his development directlythrough the sex hormones and indirectly throughpressures to conform to culturally approved pat-terns for his sex.
7. The pattern of development for children of mul-tiple birth, whether identical or nonidentical,differs during the prenatal period as well as inthe postnatal environment from that for singletons.
8. In the prenatal period, crowding affects the de-velopment of children of multiple birth. In thepostnatal environment, development is influencedby the close relationships of the children them-
9.
10
11
selves and by social attitudes toward children ofmultiple births.
Prenatal development follows a predictable pat-tern marked off by three subdivisions: the periodsof the ovum, of the embryo, and of the fetus.
The most important conditions affecting develop-ment before birth are maternal health, nutritionand vitamin deficiency, the Rh factor, drugs, Xrays and radium, maternal use of alcohol andtobacco, maternal age and emotional stress, anduterine crowding.
Developmental irregularities may be due to de-fective genes, but they usually come from distur-bances in the uterine environment, especiallyduring the first trimester of pregnancy.
12. Developmental irregularities due to defectivegenes usually lead to miscarriages, while thosedue to unfavorable environmental conditions leadto defective children whose life pattern is mark-edly influenced by the defects.
13. Attitudes of parents toward the child, formed be-fore the child's birth, are influenced by their de-sire for the child, the physical and emotional stateof the mother during pregnancy, parental con-cepts of the child as a person and of the parentalrole, the age and socioeconomic status of theparents, maternal interests and aspirations, andthe mass media.
14. Like parental attitudes, those of siblings andother relatives are formed before the child's birthand tend to be persistent, affecting their latertreatment of the child.
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EVERYONE REGARDS the anniversary of his birthas a red-letter day of the year. Friends andrelatives celebrate it with good wishes and gifts.The day—like the word "birth"—symbolizes newbeginnings and asurging of life.
Scientific interest in birth has centered aroundtrying to discover what effect the circumstances ofbirth have on the pattern of a person s development.This interest has been heightened by the many tradi-tional beliefs relating to birth and the more recenttheories attempting to explain the effects of the birthexperience. As a result of this scientific interest,there is now evidence that these effects do play a de-ciding role in the person's future development.
Beliefs about Significance of Birth
Traditional beliefs have long tried to explain the sig-nificance of ones day or month of birth and the ef-fects of being born ahead of schedule (See Chap. 1).
Many of these beliefs may have been justified at thetime they originated, and. it is not surprising thatthey persisted. When houses lacked central heating,for example, the cold seasons of the year were hazard-ous for the newborn infant. Therefore, traditionalbeliefs stressed the idea that children born during thespring and summer months were favored in manyways, especially in intelligence and in the possibilityof achieving fame. Similarly, before the days of mod-ern medicine, incubators, and medical techniques tonourish the premature child, few prematurely bornchildren survived. Many of those who did survive werepermanently harmed by their early struggle. Hencethe belief that prematurity was perilous for all childrenand would affect the whole pattern of their lives.
Childbirth has always been a painful and hazardousexperience for the mother. Even today, with new med-ical techniques to reduce the pain and risks of child-birth, it is never easy or completely safe. Consequently,it is not surprising that childbirth was believed to be atraumatic and hazardous experience for the child aswell as the mother.
Such beliefs were not limited to the superstitiousand illiterate. Philosophers and scientistsalsostressedthe traumatic effects of birth. The birth cry, for example,has long been interpreted as the infant s expression ofrage at being dislodged from the safety and comfortof the womb and suddenly thrown out into a cold andunfriendly world. Kant (1724-1804) called the birthcry a "cry of wrath at the catastrophe of birth" (55).
Among the early American psychologists, WilliamJames (1842-1910) suggested that the birth experi-ence was so traumatic for the child that it left him in astate of shock. The child experienced the world as a
big. blooming, buzzing confusion" (53). More re-cently, members of the psychoanalytic school havesuggested that there is a psychic trauma resultingfrom the rupture of the fetal relations with the mother.Adier referred to the birth cry as an indication of theinfants sudden and overwhelming feeling of inferior-ity at being placed in so new and complex an environ-ment. These early suggestions were formulated into atheory of the effects of birth on the personality de-velopment of the child—Otto Rank's theory of the birthtrauma.
According to this theory, the shock of birth createsa reservoir of anxiety which is a disturbing influencethroughout life. Because birth is the first danger thechild experiences, it provides the model for all lateranxieties. It interrupts the pleasurable primal state. "and. so the theory goes, the child will always have anunconscious yearning to return to the safety and se-curity of the womb (85).
Birth: An Interruption in theDevelopmental Pattern
Legally, life begins at birth: biologically, it begins atconception. That is why birth is merely an interruptionof the developmental pattern, not the beginning of thepattern. For the baby who is about to emerge from theinternal environment of the womb in which he haslived since his life began, it is a sudden and criticalexperience.
TYPES OF ADJUSTMENT
Because of the vast difference between the internaland external environments, the newborn child mustmake radical and rapid adjustments. If he does notmake them, his life will be threatened. What are thesecritical adjustments'' There are four: adjustment tothe outside temperature and to the necessity ofbreathing, eating, and eliminating.
Adjustment to Temperature Changes.    In the sac in the
mother s uterus, the temperature is constantly around100 F. In the postnatal environment, it will be between68 and 70 F. and will vary, especially after the infantleaves the hospital nursery.
Adjustment to Breathing. In the amniotic sac in theuterus, the fetus is surrounded by a fluid environment;all oxygen comes from the placentathrough the umbili-cal cord. When the cord is cut. after birth, the infantmust inhale and exhale air. The birth cry normallycomes when breathing begins and thus serves to in-flate the lungs. At first, breathing is imperfect andirregular. The infant yawns, gasps, sneezes, andcoughs in his efforts to regulate the amount of air heneeds. If he is unable to do so. oxygen must be ad-ministered to help him establish normal  breathing.
Adjustment to the Taking of Nourishment. Since thereflex activities of sucking and swallowing are oftenimperfectly developed at birth, the infant is frequentlyunable to get the nourishment he needs and thusloses weight. This is in direct contrast to the situationin his former environment, where he received constantnourishment through the umbilical cord.
Adjustment to Elimination. Within a few minutes orhours after birth, the excretory organs being to func-tion, eliminating waste products from the body whichformerly were eliminated through the umbilical cordand the maternal placenta.
TIME NEEDED FOR ADJUSTMENT
Although the time needed to bring about the changein locale from the mother s body to the world outsideis seldom more than 48 hours even in a difficultbirth, the time needed to adjust to the change is rel-atively long. Most babies require at least 2 weeks, andthose whose birth has been difficult or premature re-quire proportionally more time.
The time during which adjustments are made topostnatal life is known as infancy. Infancy is dividedinto the period of the parturiate and the period of theneonate. The length and the characteristics of eachsubperiod are shown in Box 5-1. During infancy,when the child is making his adjustments to the post-natal environment, no marked changes in develop-ment occur. It may. therefore, be regarded as aplateau" in development—a time when developmentcomes to a temporary standstill or may even showsigns of regression.
DIFFICULTIES IN MAKING ADJUSTMENTS
A change in any accustomed pattern of life is up-setting, and adjusting requires both time and effort.
The infants adjustment to postnatal life is fraughtwith difficulty.
Loss of Weight. The first indication of the diffficultythe infant encounters is loss of weight. After birth, theinfant normally loses weight for approximately a week.He may lose only a few ounces or he may lose a poundor more. As he becomes adjusted to his new environ-ment and to the changes in behavior that are essen-tial for survival, he begins to regain the lost weight.By the end of the second week of life, he is back to hisbirth weight, or may even show a slight weight gain.Heavy infants lose more and lose for a longer timethan light infants. Firstborn infants generally loseless than those born later. Infants born in the summerand autumn regain their birth weight slightly soonerthan those born in the winter and spring (73, 94).
Disorganization of Behavior. The second indicationof the difficulty newborn infants encounter in ad-justing to postnatal life is a disorganized pattern ofbehavior. Studies confirm James's statement, madebefore the turn of this century, that to a newborninfant the world is a "buzzing confusion." All infants
Box 5-1
SUBDIVISIONS OF INFANCY
Period of the PartunateThis period covers the first 15 or 30 minutesafter birth.
With the cutting of the umbilical cord, the in-fant becomes a separate, distinct, and indepen-dent individual.
Period of the NeonateThis period covers the remainder of the infancyperiod.
According to medical criteria, it ends with thefalling off of the umbilical cord, about 2 weeksafter birth.
According to psychological criteria, it endswith the regaining of lost birth weight andindications of a  resumption  of development.
Adjustments essential to a life free from theprotection of the intrauterine environment aresuccessfully made.
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experience a state of relative disorganization for 24to 48 hours after birth. Their behavior suggests thatthey have been stunned by the experience. Ordinarily,pulse and respiration rates are irregular. The infanturinates and defecates frequently, wheezes, and re-gurgitates his food (14).
There are two major causes for this disorganizedbehavior. First, as Schwartz pointed out, "Almostevery baby born normally suffers some disturbance ofthe cranial and even the cerebral circulation "(98).This disturbance is the result of the severe pressure onthe head during the birth process (2). Deficient mecha-nisms for maintaining body homeostasis owing to theunderdeveloped autonomic nervous system at birth,is the second cause. Before birth, homeostasis wasmaintained by the mothers homeostasis. With thecutting of the umbilical cord, however, the child mustmaintain his own homeostasis (63, 65).
Some infants require much more time than othersto recover from the stunned state that leads to dis-organization. On the average, they need about aweek—approximately the time needed to start to re-gain the lost birth weight. Infants who lose muchweight and regain it slowly are likely to take longerto achieve organized behavior.
Infant Mortality. The most important evidence of thedifficulty newborn children experience is the infantmortality rate. The percentages of stillbirths—deathsat or immediately after birth—and deaths during in-fancy have been declining, owing to improved pre-natal, childbirth, and postnatal care. But the deathtoll is still high.
Any time during the period of infancy may be re-garded as critical for survival. The most critical timeis the day of birth, and the next most critical is thesecond and third days after birth. With each day. theinfant's chances for survival increase (73).
The most common causes of infant mortality areprematurity, congenital debility, malformation, injuryat birth, pneumonia, influenza, diarrhea, and defi-ciency of oxygen resulting either from the excessiveuse of drugs to relieve the pains of childbirth or fromhaving the umbilical cord tighten around the fetalneck during the birth process.
A number of factors influence the mortality rateduring the neonatal period. Sex differences exist, withmore boys dying than girls, even when they have thesame birth weight. Racial differences are marked,with nonwhites showing a higher mortality rate thanwhites. Women who experience stressful pregnancies
have more difficulties in childbirth, and their babiesare more likely to be born dead, to die shortly afterbirth, or to have some congenital malformation.The economic level of the family is a factor of influ-ence, with the highest mortality rate occurring infamilies of the lowest economic levels. The poor pre-natal diet of mothers in the low economic groupscontributes to the high neonatal mortality rate. Thegreater the birth weight of the infant and the longerthe gestation period, the lower the mortality rate inthe neonatal period. There is a tendency for mortalityto increase with increasing birth order. Maternal agelikewise affects infant mortality. Women under 25years and over 40 have more stillbirths and more in-fants dying shortly after birth than do mothers be-tween these ages.
How Birth Affects Development
Traditional beliefs have stirred scientific curiosityabout the effects of the birth experience on develop-ment and the persistence of the effects. From a prac-tical as well as from a scientific angle, this knowledgeis important. It would aid our efforts both to controldamaging effects and to promote favorable effects.If, for example, scientific evidence shows a relation-ship among the prenatal environment, the birth ex-perience, and the person's future development,doctors should do all they can to help the pregnantwoman have a normal and healthy pregnancy. Ifscientific evidence shows that excessive medicationduring childbirth has a detrimental effect on post-natal development—often extending beyond thenormal period of adjustment to birth—then child-birth medication should be kept to a minimum.
TYPES OF BIRTH
Not all children are born in the same way. This isimportant to note because different types of birthhave different effects on postnatal development. Ingeneral, there are four different types of birth. Theseare shown in Box 5-2.
By the use of the X ray several weeks before thechild's birth, doctors today can usually determinewhether there will be complications. If so, theyusually deliver the fetus surgically by caesareansection. When unexpected complications occurduring the birth process, instruments must often beused to aid the delivery.
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CONDITIONS INFLUENCING BIRTH EFFECTS
A number of conditions affect the birth process and,hence, the infants adjustment to his postnatal envi-ronment. Others are suspected of being important, butpresent evidence is inconclusive. Sometimes the in-fluence is slight and transitory; sometimes it is severeand prolonged.
Type of Birth. Infants born spontaneously usuallyadjust more quickly and more successfully to theirnew environment than those who experience long anddifficult labor where instruments or surgical deliveryhave to be used. Even in normal childbirth, however,maternal tension, resulting from fear of childbirth orfrom not wanting the child, will complicate the birthprocess and make the infant's adjustment to postnatallife more difficult.
Medication of Mother. Heavy dosages of drugs givento the mother to ease the pain of birth affect the child'searly postnatal adjustment. The more anesthesia givento the mother, the longer and more difficult the child'sadjustment. A comparison of newborn infants whosemothers had received anesthesia in different amountsrevealed that for infants whose mothers were heavilymedicated, the disorganization of behavior imme-diately after birth lasted 3 to 4 days, as comparedwith 1 to 2 days for those whose mothers had verylight medication or none at all. The effects on the in-fant, however, varied according to the type, amount,and timing of medication. An inhalant anesthesia, forexample, had a more transient effect than premedica-tion, such as barbiturates.
The medication also affected breast-feeding, thoughno significant effect was found after the first 5 daysof life, except that infants whose mothers had heavymedication lost more weight and took a longertime toregain it than those whose mothers had less. Theformer began to regain their lost weight after 6 days,whereas the latter began after 3 days (14).
Prenatal Environment. Any condition in the prenatalenvironment that keeps the fetus from developingaccording to the normal timetable will result in moredifficulties at birth and in postnatal adjustment thanare usually experienced. That is why, for example, themortality rate is higher among infants whose motherssuffer from malnutrition. Intense and prolongednervous and emotional disturbances of the motherduring the last months of pregnancy are especially
damaging. Many childbirth complications have beentraced to this source (77, 105).
The effects of unfavorable prenatal conditions per-sist after birth and manifest themselves in various ad-justment difficulties, such as feeding problems,gastrointestinal dysfunction, sleep problems, hyper-activity, and general irritability (31, 77).
Recent reports of postnatal adjustment difficultiesand of childbirth complications in cases where themother-to-be smoked excessively suggest that heavysmoking has a deleterious effect on the prenatalenvironment. Studies of women who smoke exces-sively, however, have found that their heavy smokingis a result of anxiety and general emotional tension.This finding raises the question whether smoking perse is the cause of childbirth and postnatal difficulties
Box 5-2
TYPES OF BIRTH
Spontaneous Birth
Spontaneous birth is usually referred to as "normal"birth because it is the most common form, and occurswithout outside aid. In this kind of birth, the position ofthe fetus in the mother's uterus and the size of the fetusmake it possible for the fetus to emerge headfirst. Afterthe head, one shoulder and then the other appear as thefetal body rotates slowly in the birth canal. Next the armsemerge, one at a time, and finally the legs. See Figure5-1.
Breech BirthThe fetal buttocks appear first, followed by the legs, thearms, and finally the head. If the position of the fetuscannot be changed before the birth process begins, in-struments must be used to aid the delivery. See Figure5-2 and compare with Figure 5-1.
T'-nt2f!Vpr<;e-presentation Birth
The fetus lies crosswise in the mother's uterus. If thisposition cannot be changed before the birth processbegins, instruments must be used to aid delivery.
Caesarean-section Birth
When the fetal body becomes too large to pass throughthe birth canal without a prolonged and difficult labor,even when instruments are used, the fetus is deliveredsurgically by making a slit in the maternal abdominal wall.
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or whether intense emotional siress. manifested inexcessive sriMiking, is the cause (15. 70).
Postnatal Care. After 9 months in the stable environ-ment of the uterus, the fetus is suddenly thrust intoan environment which is not only different, tmt highlyvariable. He must adjust immediately to temperaturechanges and to changes in his mode of feeding, elimi-nating, and getting oxygen. If his postnatal care is inthe hands of persons who can help him make theseadjustments, his difficulties will t>e greatly reducedand ttie time needed for the adjustments will t>eshortened.
In days when babies were bom at home, the motheror a mother substitute was a constant source of aid inmaking these adjustments. With childbirth in hospi-tals, a stable source of aid is less common. A compari-son of a group of newtx)m infants who received nomore than the necessary handling in the routine careof a fiospital nursery with another group who receivedthree times as much handling and individual attentionshowed ttial the latter group cried less, gained weightsooner, and showed other signs of good adjustmentto their postnatal environment more quickly (104).
While it is true that tfie newt>om infant remains inthe "deprived" hospital environment only 5 or 6 daysbefore goir>g home, tf>ese are the critical days in ad-justment to postnatal life. Some hospitals recognizethe importance of individual—and stable—attentionby having newborn infants "room-in" with theirmothers. The mothers can then give their newtwm
Figure 5-1. In normal childbirth, the fetus emerges from themother's body headfirst (Adapted from Heredity and Prena-tal Devetoon^nt. a McGrau-Hill Text-Film.
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        t>abies anennon that would be impossible in thehospital nursery (110).
Parental Attitudes. The kind of care the new-borninfant receives from his parents will be greatly influ-enced by their attitudes. In fact, the effects of parentalattitudes may be more lasting in their influence on hisdevelopment than the effects of birth.
The emotional reactions of parents toward a birthwhich has given the mother a minimum of discomfortwill be quite different from those aroused by a pro-longed and difficult labor, especially when this laborresults in damage to the baby. A difficult birth is likelyto make the mother overprotective of the child, par-ticularly if she has t)een warned by the doctor of thedanger of future pregnancies. The father s attitude.under these conditions, is likely to be colored by re-sentment and antagonism toward the child, partlyt}ecause he feels the child has endangered his wife'slife, partly because he feels it has deprived him of thenumber of children he wanted, and partly because hedoes not wish to be thought of as a man who lacks thevirility to produce a large family. His attitude is alsoaffected by new father blues—how much the infantdisrupts his accustomed pattern of life and his rela-tionships with his wife (72, 87).
Regardless of how easy or difficult the birth, mostwomen suffer from new mother blues. " They feelanxious and depressed, usually because of the weak-ened condition that follows the ordeal of childbirth.Many feel incapable of coping with the problems theywill have to face when they leave the hospital. Someresent the privations and changes in life style that therole of motherhood will entail.
If the mother s attitude toward her newborn child isnegative, the child may regurgitate his milk, and de-velop gastrointestinal disturbances. He will then loseweight and strength and need more time to make thepostnatal adjustments. If the mother is anxious, thechild will cry more than normal both t>efore and afterfeeding (77).
Birth and the adjustment period after birth can holdpsychological hazards for parents just as they holdphysical hazards for the child. While the great majorityof babies are only temporarily affected by the physicalhazards of birth, the psychological effects on the par-ents seldom pass so quickly. Parental attitudes areoften quite resistant to change. Consequently, theireffects on the child's development are likely to begreater and longer lasting than the physical hazardsof birth. The reason for this can t>e found in the cir-
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cular way that parental attitudes and behavior affectthe infant and. in turn, the infants response affectsthe parents and reinforces their attitudes. For ex-ample, anxiety on the part of the mother will cause theinfant to cry excessively. His crying will make her moreanxious, this will cause him to cry more, and so it willgo on and on.
Parental attitudes and behavior, however, can anddo change. Davids and Holden (31) have concludedthat they may become either more favorable or moreunfavorable and have explained the reasons in thisway:
Such changes might well be a function of the infant'sphysical and or temperamental attributes. Whether theinfant is healthy or sickly, unusually attractive or ob-viously handicapped, unusually calm and contented orgenerally fussy and irritable, especially responsive tomaternal contacts or somewhat rejecting of her—theseare the kinds of infant variables that could well play aprominent role in modifying the mother's attitudes andpersonality during the first few months after childbirth.Then again, it might be that the infant's physical oremotional makeup has little to do with the mother'schanged outlook or behavior. Rather, in certain cases,it might be that changes in the mother's physical condi-tion, or changes in the husband-wife relationship (ineither a positive or negative direction), or changes inthe family's socioeconomic situation 'for better or worse)are responsible for differences in maternal characteris-tics found during pregnancy and several months afterchildbirth.
Effects of Birth Damageon Development
Most infants adjust successfully to their postnatalenvironments because they have not been damaged inany permanent way by the birth experience. A few,unfortunately, do not. and their life pattern is inevi-tably altered. Birth is a difficult and dangerous ex-perience for the child, though there is evidence thatthe shock of birth is physical rather than psycholog-ical, as Rank claimed (85).
CAUSES OF BIRTH DAMAGE
While many things might happen during the birthprocess, there are two "great killers." These are in-juries to the brain or nervous system and damage to
the brain cells resulting from anoxia. The term killer"does not necessarily mean that the infant will die. Itmeans, in the broader sense, that his chances for anormal development are killed." Even those infantswho do not die as a result of brain damage may beso harmed that their hereditary potentials will neverbe reached. This may not be apparent for months oreven years after birth.
Neorological Injuries. As the fetal body passes downthe birth canal, there is certain to be some compres-sion of the brain, especially if the fetal head is large.Under normal conditions, nature provides for this byadequately covering the brain tissue with a partiallyformed skull; however, the infant's head may be mis-shapen or marked where the forceps have been ap-plied during birth. These birth scars normally clear upin a short time. The pressure generally has no perma-nent effect on the brain tissue, though most newborninfants are stunned for a day or two.
When birth is long and difficult, the pressure on thebrain is increased. It may be great enough to causehemorrhages in and around the brain. The effects ofthe hemorrhages may be temporary or permanent,depending mainly on their severity. The area of thebrain that is damaged is also important. If the lefthemisphere is damaged, for example, it is likely toaffect speech.
Figure 5-2. In a breech birth, the buttocks appear first andthe head last. 'Adapted from N. J. Eastman and L. M.Hellman: Williams obstetrics, 13th ed. Appleton-Century-Crofts, 1966. Used by permission.)
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Injury may also be done to some other part of thenervous system. Pressure may be great enough tofracture a bone. Should this occur near nerve cen-ters, there may be temporary or permanent damage tosome of them or to the sense organs, especially theeyes and ears.
Prematurely born infants are particularly subjectto brain injury during birth. The skull of the prematureinfant is not so well formed, and consequently the deli-cate tissue of the brain is not so well protected as itwould be if birth were at full term.
Anoxia. The second great killer" at the time of birthis anoxia—an interruption of the oxygen supply to thebrain. Today, many doctors regard anoxia as morecommon and more damaging than pressure on thebrain during birth. The extent of the brain damage willdepend on the severity of the oxygen deprivation.Damage may be temporary or permanent. A total lackof oxygen will kill the brain cells in 18 seconds.A longer deprivation can kill the infant.
Most cases of anoxia occur during the birth process.Difficulties may arise before birth, however. They maybe caused by the premature separation of the placen-ta, which cuts off the oxygen supply to the fetal blood-stream, or by abnormalities in circulation which inter-fere with the fetal supply of nutritional substances andoxygen.
VARIATIONS IN BIRTH DAMAGE
Studies of different types of birth have revealed thateven a natural, spontaneous birth is not without haz-ards. Records of fetal hearbeats obtained from highlysensitive electrodes placed on the mother s abdomenin the vicinity of the fetal heart have shown that in ap-proximately the middle of labor, the fetal heart dis-plays wide swings of beat rate. In the last part of labor,the heartbeat slows down to approximately one-halfthe normal rate. Uterine contractions in childbirthgenerally slow the fetal heart: only occasionally dothey accelerate it (73). Records of the brain waves ofnewborn infants show that the ordinary birth processproduces a minimum of disturbance, suggesting onlytemporary brain damage. Difficult births, on the otherhand, many of which necessitate the use of instru-ments to aid delivery, produce more disturbance andmore severe and lasting damage.
In a breech birth, for example, there is always thepossibility of anoxia—the possibility that before thehead emerges, the fetus will be cut off from the oxygensupply and that this will either damage or kill the brain
cells. Since epilepsy is most common among childrendelivered in breech birth, this disorder is believed tobe the result of damage to brain cells caused by oxy-gen deprivation. A transverse presentation inevitablynecessitates the use of instruments, and these may, ifapplied to the fetal head, cause brain injury (73. 120).
The infant delivered by caesarean section is lesslikely to suffer brain injury at birth than one deliveredby a long, difficult birth requiring the use of instru-ments. He often has difficulty establishing respiration,however, and his brain cells may suffer from oxygendeprivation (98).
The effects of birth vary also according to the dura-tion and difficulty of birth. Infants born with minimumdifficulty and requiring the average time of 6 to 14hours for birth are least likely to show any serious orpermanent effects. Nervousness and anxiety are morecommon among children born with difficulty. It isimpossible to say whether these conditions are theresult of brain damage at birth, the mothers attitudeand methods of handling the child, or both (31. 106).
Precipitate labor—labor of less that 2 hours dura-tion—has deleterious effects on later intellectualdevelopment. It is likely to introduce the infant tooxygen too suddenly, with the result that he may sufferfrom anoxia.
EARLY INDICATIONS OF BIRTH DAMAGE
How the newborn infant adjusts to his new environ-ment during the first few days of life will give a clueto whether the effects of birth have been unfavorableand, if so, to what extent. Other clues may be foundin hyperactivity or hypoactivity. the duration of theperiod of disorganized activity, the kind of cry the in-fant uses in response to internal stimuli, and thedegree of maturity in such behavior as holding thehead, grasping, or muscle tension.
Normally, the pain threshold declines during thefirst 4 days of life. This means that, each day, the in-fant responds to weaker and weaker pain stimuli. Forbabies who have suffered from anoxia, the painthreshold not only is higher than normal at birth butdoes not follow the normal pattern of decline. Sensi-tivity to pain may thus be used as a clue to how birthhas affected the infant (64).
The cry of the damaged infant differs from that of thenormal infant. Instead of being loud and lusty, it maybe weak and intermittent; or it may be high-pitched orlow-pitched and persistent, giving the impression thatthe infant is fussy and whimpering (31. 94).
Brain damage is not necessarily revealed by any one
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set pattern of behavior. This should be emphasized.Some damaged infants are hyperactive, irritable, andsensitive to any mild stimulation, and give generalizedrather than specific responses. Others show dimin-ished general activity and are placid and apathetic.On the other hand, if they make satisfactory adjust-ments to their new environment, it is unlikely that anyill effects of birth will persist. An unusual circumstanceconnected with birth may be responsible for deviationfrom the normal pattern. For example, caesareanbabies cry the least of all newborn infants, but thisdoes not mean that their apparent apathy is a suresign of birth damage. On the contrary, except whenthey have been damaged by oxygen deprivation, cae-sarean babies make better adjustments to their post-natal environments than instrument-delivered babies(94).
Similarly, the mothers use of drugs during child-birth may retard the infants adjustment to postnatallife or cause deviant behavior. While drowsiness anddisorganized behavior persisting beyond the normaltime could be interpreted as an indication of birthdamage, they should not be so interpreted when it isknown that special circumstances associated with thebirth   may be responsible.
LATER INDICATIONS OF BIRTH DAMAGE
The low level of physical and mental developmentnormally present at birth makes it almost impossibleto detect symptoms of birth damage immediately.Motor disabilities, cerebral palsy, epilepsy, low-gradeintelligence and sensory defects may not be apparentuntil the child is old enough to be tested or until thebaby fails to develop according to the usual pattern.Frequently, intense anxiety is the first symptom of theaftereffects of brain damage during a long and difficultbirth. On the other hand, it may be the result of un-favorable environmental conditions (49. 106).
It has been found that some school children whohave difficulties in learning to read had complicationsduring birth. The greater the birth complications, thegreater the chance of retardation in reading (57). Butthere are many causes of reading difficulties, andbrain damage is only one of them. How common acause it is has not been determined.
Studies of older children and adolescents who wereborn with the aid of instruments have shown that "in-strumental delivery has not had a devastating effectupon the mentality of children who survive. Many ofthem, however, have more unfavorable personalitycharacteristics    than    those    born    spontaneously.
Among the traits reported as more common amongthose born with the aid of instruments are generalhyperactivity, restlessness, speech defects, and poorconcentration. Whether these were caused by thebirth experience, by the attitudes of parents, or bysome other factor is unknown (49. 59. 89, 105).
In sum, while the chances are great that complica-tions during the birth process will have some unfavor-able effect, there is no evidence that they will lead topermanent brain damage. It is true, however, thatcomplications at birth will color parental attitudes andtherefore will leave their marks on the pattern of thechild's development. This will  be discussed below.
PREVALENCE OF BIRTH DAMAGE
It is important to recognize that an abnormal birth doesnot necessarily mean an abnormal child. Because of thepublicity given to defects resulting from brain damagebefore or at birth, however, most people assume thatmany more children are damaged than is probablytrue. Parents-to-be become apprehensive as the timefor their child's birth approaches, and after his birth,they are concerned if his appearance or behaviordeviates in any way from what they anticipated. Whilethere are no medical statistics showing exactly howmany babies are damaged at birth, it has been esti-mated that, of all infants who survive birth, only 7.5percent suffer from any kind of malformation. Themost common results of birth damage are mental defi-ciency, motor disabilities, paralysis, cerebral palsy,birthmarks, and sensory defects, mainly in vision andhearing. Malformations of the muscularskeletalsystem and of the skin are especially common (35. 37,49. 101).
Brain damage is more frequent among male thanamong female infants and more frequent among non-whites than among whites. The usual explanation forthe greater incidence of damage among males is thatthe head of the male fetus is larger than that of thefemale and is thus subject to greater pressure duringthe birth process. Damage is more common amongnonwhites than among whites because, as a group,the mothers of nonwhite babies receive less medicalattention during pregnancy. As a result, complicationsin childbirth are more common. When socioeconomicstatus is held constant—that is. when nonwhite in-fants are compared with white infants of the samesocioeconomic status—these differences disappear(28. 35, 57).
The number of children with defects due to braindamage is greater today than in the past This is not
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because more fetuses are damaged at birth: in fact,modern techniques of delivery have reduced the num-ber of cases of brain damage. At the same time, how-ever, modern techniques and improved postnatalcare keep many more birth-injured infants alive today.
EFFECTS OF BIRTH DAMAGE ON PARENTAL ATTITUDES
Parents of a baby who is damaged at birth or whoselife hangs in the balance for days or weeks after birthwill, understandably, have an apprehensive attitude.This will be reflected in their treatment of him. oftenlong after the danger has passed.
Should birth damage result in the child's total dis-ability, an element of hopelessness serves to frightenand embitter the parents. Because of the necessity ofspecial care for the brain-damaged child, the motheris likely to become overpossessive and overprotective.thus retarding even further the child s development.This behavior is often the mother s way of denying orcompensating for guilt about having such a child. Theparent who did not want a child in the first place islikely to regard the birth damage as "Gods punish-ment." A favorable parental attitude is not likely tochange just because the child shows signs of notbeing normal. Instead, the parents will want to com-pensate for the child s handicap by doing everythingpossible to lessen his burden. They may want to haveanother child as quickly as possible in the hope that itwill fulfill their expectations.
Effects of Time ofBirth on Development
Is there a best time to be born? Scientific interestin this question has provided a great deal of reliableinformation. The old belief that being born undercertain stars would fix one s destiny has not been sub-stantiated. Some evidence appears to show that morebirths do occur during the fall and new moon stagesof the lunar cycle, but there is no evidence—at leastto date—that this has any effect whatsoever on thepattern of the child s development (69).
EFFECTS OF SEASON ON INTELLIGENCE
It has been believed, through the centuries, that thespring and summer seasons are the best times to beborn. To find out how much credence can be put onthis belief, scientists have made studies of the mentalabilities of children born at different times of the year
In general, the results have shown that the effects ofthe season of birth are exceedingly slight. Spring andsummer babies are no brighter, on the average, thanwinter and autumn babies. Within each group, how-ever, there are variations (4. 10. 43. 75. 76. 80). Studiesof eminent men have likewise failed to support thebelief that people born in certain months or seasonsare brighter and will, as a result, achieve greatersuccess. Some studies have shown that more out-standing men were born in the fall than in the spring,while other studies claim other best seasons(10. 76).
EFFECTS OF SEASON ON PERSONALITY
Children born during the cheerful seasons of theyear, spring and summer, will, according to tradition,be extroverts: They will be gay. cheerful, outgoingpersonalities. Those born in the gloomy" fall andwinter months will, by contrast, be introverts—dourand gloomy.
While few scientific investigations have been madeto test these traditional beliefs, some studies havereported that children born in the spring, summer, andautumn months are decidedly more sociable thanthose born in the winter months. Other studies havefound that season of birth has no effect on personality(7. 32).
EFFECTS OF SEASON ON BIRTH DAMAGE
Prenatal complications, which often result in damagethat is apparent at birth or shortly afterward, are morecommon during the spring and summer. Neonataldeaths are reported to be most common in June andJuly (7). Figure 5-3 shows the common causes andpeak periods of neonatal deaths. To date, no satis-factory explanation has been given for these varia-tions.
CONTRADICTION TO OLD WIVES' TALES
The studies that have been made to date provide noclear-cut, uncontradicted evidence that the time ofbirth, per se. has any influence on the physical, in-tellectual, or personality development of the child. Onthe other hand, there is evidence that any season maybe good or bad. depending on the childs hereditaryendowment, prenatal environment, birth experience,health and other factors. In short, the evidence showsthat hou- the person is born is far more important thanwhen he is born.
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Effects of Prematurityon Development
Prematurity means that the newborn infant is relativelyunfit for extrauterine life because of a lack of develop-ment or a retardation m development caused by ashortening of the fetal period. Two criteria are gener-ally used in determining whether a newborn infant ispremature. These two criteria are described in Box5-3.
PREVALENCE OF PREMATURITY
Medical science has found ways of preventing mis-carriages but not of preventing the fetus from arriving
ahead of schedule. As a result, the number of prema-ture births has increased. It has been reported that 7out of every 100 babies born in the United States arepremature (73).
Prematurity is most likely to occur among firstbornchildren, and this accounts partially for the highermortality rate among the firstborn. It is most commonamong infants of the lower socioeconomic classesand is more common among nonwhites than whites.Small women are more likely to give birth prematurelythan larger women. Prematurity occurs more often inmultiple births than in singletons. The larger thenumber of infants in a multiple birth, the greater thechances of prematurity and the greater the prema-turity (97. 123).
Figure 5-3. Relative infant death rate for broad causes of deathby month 'adjusted for length of month/, United States, 1955-1959, 'Adapted from U.S. Department of Health, Education, andWelfare: Vital Statistics of the United States. 1970.)
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CAUSES OF PREMATURITY
In spite of the traditional belief that prematurity iscaused by some imprudent act on the part of the moth-er, there is little medical evidence to substantiatethis belief. On the other hand, medical science has notyet pinpointed the exact cause or causes. It has foundstrong evidence that a number of conditions eithercause or contribute to prematurity: uterine crowdingin multiple births and unfavorable prenatal environ-ments due to maternal malnutrition, illness at criticaltimes in pregnancy, prolonged and intense emotionalstress, and excessive drinking and smoking. There iseven stronger medical evidence that prematuritycomes from a glandular imbalance in the mother'sbody. This imbalance is often caused by prolongedemotional stress (73, 97).
The reason for prematurity among children of mul-tiple birth is that the human uterus is meant to houseand protect only one fetus. When the combined sizeof two or more fetuses reaches the point where theuterine walls can expand no further, they are dis-charged from the uterus ahead of schedule.
Emotional stress always produces glandular im-balance. When the stress is intense and prolonged,the imbalance is pronounced and persistent. When apregnant woman has a history of giving birth prema-turely, her doctor may administer releasin—a hormoneproduced  by the female reproductive glands.  It is
Box 5-3
CRITERIA OF PREMATURITY
Length of Gestation Period
When the gestation period is estimated at between28 and 38 weeks, rather than the normal period of 40weeks, the infant is premature. Since the gestationperiod cannot always be estimated accurately, this cri-terion is not as sound as the second criterion and, there-fore, is less often used.
Birth SizeBirth size is calculated in terms of weight or the weight-length relationship. When the infant weighs 2,500 grams(5V2 pounds) or less at birth, he is premature. Should thehead circumference be less than 33 centimeters (12.87inches) and the crown-rump length be less than 32 centi-meters (12.48 inches) this is additional proof of pre-maturity.
believed that a deficiency of this hormone is respon-sible for the uterine contractions that bring aboutpremature labor (73).
Excessive drinking and smoking are commonamong women who give birth prematurely (100).Studies show that people who smoke excessivelysuffer from emotional stress. Smoking, like drinking,acts as a psychological pain-killer, helping them toforget, at least temporarily, the stress-inducing condi-tions. Consequently, it seems likely that heavy smok-ing is only an outward sign of stress. As stated above,intense stress produces a glandular imbalance whichleads to premature labor.
No studies have been made of the relationship ofexcessive drinking to prematurity. Excessive drinking,like excessive smoking, is probably a contributingfactor to prematurity. Future studies may substantiatethis suggestion.
DEVELOPMENTAL STATUS OF PREMATURE INFANTS
For the most part, scientific studies show that prema-turity, per se, is not so serious as tradition claims.They indicate that many of the ill effects of prema-turity are the result of unfavorable parental attitudes,colored by the acceptance of the traditional beliefthat premature children are destined to be handi-capped.
The studies reveal that the developmental status ofchildren born prematurely is generally below normalfor the first 5 or 6 months of life. After that, the retarda-tion becomes less and less until the age of 2 years, bywhich time the gap between full-term and prematurelyborn children is usually closed.
When the starting point for measuring developmentis taken as conception, rather than birth, less differ-ence is noted between full-term and premature babies,even in the early months of life. A specific example willillustrate this point. A baby born 2 months prematurelywill, when he is 2 months old, be more mature than afull-term baby who has just been born. Both have had9 months of development. For the former. 7 monthshave been in utero and 2 outside: for the latter. 9months have been in utero. When the premature babyis judged by norms for a 2-month-old full-term baby,he is at a decided disadvantage because the latter hashad 11 months for development since conception, ascompared with his 9 months. On the other hand, ifhis age from conception is considered, he will comparefavorably with the full-term baby.
Studies of the effects of prematurity in different
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areas of development show that the behavior patternsof the prematurely born infant are similar to those ofthe full-term infant, though the former lags behind fora while. How much lag there is depends largely uponbirth weight, unless the baby was injured in birth.Babies who weigh under 4 pounds at birth will be re-tarded by a month or more during the first 18 monthsof their lives: those weighing 4 to 5 pounds at birthwill catch up to the norm for their ages by the timethey are 9 or 10 months old. Figure 5-4 shows a com-parison of the developmental status of premature andfull-term infants up to 3 years of age in different areasof development. In Box 5-4 are listed the common ef-fects of prematurity on later development.
DANGERS RESULTING FROM PREMATURITY
While many prematurely born children do not in thelong-run suffer from the effects of prematurity, othersdo. Five effects of prematurity are especially harmful.Compared with full-term infants, prematures havemore difficulty making postnatal adjustments andmore frequent brain damage and death at birth. Thebirth experience is more likely to have long-term illeffects on later development and on parental attitudes.
Adjustments to Birth. For a child born prematurely,the adjustments to postnatal life are extremely diffi-cult, owing to the undeveloped state of his brain.
Figure 5-4. Milestones of development in premature and maturechildren: (1) sitting, (2) standing, (3) walking, (4) single words,(5) phrases, (6) sentences. ^Adapted from C. M. Drillien: Alongitudinal study of the growth and development of prema-turely and maturely born children. Part VI. Physical develop-ment in age period 2 to 4 years. Arch. Dis. Childh., 1961. 36,1 - 70. Used by permission.)
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Chapter Five
As a result of neorological immaturity, the prema-ture infant breathes in jerks and gasps. He requiresalmost three times as much oxygen as a full-term baby.He is often anemic and must be given blood trans-fusions. Because the sucking and swallowing reflexesare weak, the premature infant must usually be fedartificially, through a tube or intravenously. He isunable to withstand normal changes in temperature,and must be kept in an incubator where the tempera-ture is constant, as it was in the prenatal environment.Also, he is extremely vulnerable to infection and musthave careful medical attention.
Brain Damage at Birth. The higher incidence of braindamage at birth among prematures is due to theirgreater susceptibility to excessive pressure on thebrain and to anoxia. In the latter part of pregnancy,the period of the fetus, the bones, including the bonycovering of the brain, develop rapidly. Even in a full-
Box
term infant, however, the bones are composed chieflyof cartilage, or gristle, and as a result are soft. Shouldthe fetus be born prematurely, the skull is unready forthe pressures of birth, and the chances of brain dam-age are greatly increased. Furthermore, the prema-turely born infant often has difficulty establishingrespiration, and for this reason, the brain cells may bedamaged by oxygen deprivation. Many more prema-turely born children show behavioral symptoms ofbrain damage than do children born at full term. Avery common symptom is cerebral palsy (6,13, 82).
Early Deaths. In spite of medical progress in caringfor prematurely born infants, the mortality rate is stillvery high. One-third of the deaths in the first year oflife are among babies whose birth weight is less than5' 2 pounds. It has been estimated that a prematureinfant has only one-ninth the chance for life that afull-term infant has.
EFFECTS OF PREMATURITY ON LATER DEVELOPMENT
Physical Developmen tPremature babies are slower to reach the growth spurtcharacteristic of the early months of life, but by the endof the first year they have almost caught up to the normfor full-term babies.
HealthIn their first year, prematures have more illnesses, es-pecially respiratory and nasopharyngeal disturbances.As they grow older, they suffer slightly more from suchphysical defects as malnutrition, dwarfism, and obesity.The most serious defect associated with prematurity iseye damage resulting from anoxia.
Motor ControlPrematures sit, stand, and walk at a much later age thanfull-term babies, with the greatest retardation in thosewho were smallest at birth. As young children, they areless graceful in their movements.
Intelligence
More cases of serious mental deficiency are found amongprematures than in the general population. For the mostpart, mental defects are found among those who sufferedfrom cerebral hemorrhages at or immediately after birth.     |
Speech
Prematurely born children use baby talk longer and havemore speech defects than full-term children. Stutteringis the most common speech defect.
Sensory Behavior
Premature infants are highly sensitive to sounds andnoises. As they grow older, they are easily distracted bynoises and are very sensitive to colors and movingobjects.
Emotional BehaviorSome prematures are   gentle babies,   but most are shy,petulant, irascible, and negativistic. Nervous traits, such
as finger-sucking and nail-biting, and behavior disorders,such as temper outbursts and a tendency to cry frequent-ly, are more common among prematures.
Social AdjustmentsIn general, prematurely born children make better adjust-ments in the early years of life than later. As babies, theytend to be shy, closely attached to their mothers, andmore dependent than full-term babies of the same age.In the preschool and early elementary school years, theyshow more forms of problem behavior, especially feed-ing difficulties.
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Survival is relatively rare when birth weight is 1,000grams (2 pounds 3 ounces) or less. For infants whoseweight is above this, the chances of survival vary ac-cording to birth weight. If the infant weighs more than1,500 grams (3 pounds 5 ounces), its chances of sur-vival are estimated to be four times as great as if itsweight were 1,500 grams or less (73).
Long-term Consequences of Prematurity. Any childdamaged during the birth process may suffer perma-nent ill effects from the damage. Children born at fullterm, however, are less likely to be damaged thanthose born prematurely.
Owing to lingering neurological immaturity or tobrain damage at birth, prematurely born childrenoften lag behind full-term children in academicachievement (2, 30, 99, 118, 123). If they lag behind toa "significant" degree by the time they are 8 yearsold, they may be regarded as an "academic 'high risk'group " (33). Prematures aged 12 to 13 have been re-ported to be backward in tests of reading and arith-metic achievement, and their grade placement hasbeen found to be below age expectations (88, 118).
Parental Attitudes toward Prematures. The indirectdamages of prematurity—unfavorable parental atti-tudes and associated behavior—can be as long-last-ing as the direct effects and even more difficult toprevent. It is often impossible to separate the physi-cal influences from the psychological, but there isample evidence that many of the traits found amongprematurely born children—the "prematurity syn-drome," as it is often called—are psychological inorigin.
It is unlikely that parents will treat their prema-turely born child like a normal full-term infant. Theelaborate precautions used in the hospital to ensurethe baby's survival reinforce the parents' traditionalbelief that the child is different and therefore inferior.A study of babies under 4 pounds in weight at the timeof birth showed that all parents experienced a "crisis"when the babies were finally large and healthy enoughto be brought home. After facing this crisis, someparents made good adjustments to their parentalroles. Others made poor adjustments, having nega-tive feelings about their parental roles and scape-goating in order to free themselves from responsibilityfor the crisis. All showed concern about the financialproblem prematurity brought them (21).
Fear of harming a prematurely born baby causesmany parents to understimulate him, often even until
he reaches school age. Furthermore, parental anxietytends to make the young child nervous and afraid ofhimself. Not only is the child deprived of opportunitiesto develop his potential capacities, but he feels in-adequate to use what opportunities are given. Un-doubtedly, this accounts for some of the developmen-tal lag of premature children.
When prematurely born babies make good adjust-ments, parents often push them in an attempt to closethe gap between them and their contemporaries. Atthe same time, parents continue to be overprotec-tive. This merely prolongs the unfavorable environ-mental conditions that do so much psychologicaldamage. Being pushed always makes a child nervous.In addition, the child feels that the parents are un-fair: one minute they are doing things for him, and thenext minute they are criticizing him for not doingthings for himself. Feelings of inadequacy, lack ofself-confidence, resentments, and antagonisms arethe inevitable results.
Until there is adequate scientific evidence that theage-old beliefs about prematurity are incorrect, it isunlikely that prematurely born children can escapethe psychological damage stemming from unfavorableparental attitudes. That is the true significance—andmisfortune—of the widely held belief that a prema-turely born child is at a disadvantage from the verystart of his life.
Developmental Status ofFull-term Infants
To understand postnatal development, one must knowwhat the status of the child is when he begins lifeoutside the mother's body. The characteristics of theneonate can be divided into three categories: appear-ance, helplessness, and individuality. Newborn infantsshow distinct individual differences, and their differ-ences tend to become greater as they adjust to post-natal life. Consequently, the description given will beof a typical or "average" newborn infant, not of anyspecific infant. Furthermore, the description appliesto the normal full-term infant whose development be-fore birth has covered approximately 280 days.
APPEARANCE
How does the full-term newborn infant look? Theaverage weight is 7.5 pounds, and the average lengthis 19.5 inches. Weight ranges from 3 to 16 pounds:
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length ranges from 17 to 21 inches. Male infants aregenerally slightly larger than female infants, but thedifferences are not so great between the sexes aswithin each sex group. Variations in birth size dependon many factors, the most important of which areshown in Box 5-5.
The physical proportions of the infant differ greatlyfrom those of the adult, as may be seen in Figure 3-3.In the infant, the head is about one-fourth the entirebody length, while in the adult, it is one-seventh. Thegreatest difference between the adult head size andthe infant head size is in the area above the eyes, thecranial region. In the infant, the ratio between thecranium and face is 8:1, while in the adult it is 1:2.Often, the baby's head is slightly—and temporarily-misshapen.
The infant's face appears to be broad and shortbecause of lack of teeth, the undeveloped jaws, andthe flat nose. The arms, legs, and trunk are small inrelation to the head. The abdominal region of thetrunk is large and bulging, while the shoulders arenarrow, just the opposite of adult proportions. Thehands and feet are miniature—much too small for therest of the body.
Typically, white babies have bluish-gray eyes, andnonwhite babies have dark brown eyes. Gradually theeyes change to whatever the permanent color will be.Though almost mature in size, they move uncontrolledin a meaningless fashion. The tear glands of the new-born are inactive. The neck is so short that it scarcelyexists, and the skin covering it lies in deep folds orcreases. A heavy growth of fine-textured hair oftencovers the head.
The muscles of the newborn are small, soft, and un-controlled, with those of the legs and neck less de-veloped than those of the arms and hands. The bonesare soft and flexible. The flesh is firm and elastic,while the skin is soft and often blotchy, especially inthe head region. Sometimes a soft, downy growth ofhair is found on the body, mostly on the back, but thissoon disappears.
Effect of Infant's Appearance on Parents. Parentswith a romanticized notion of what a baby looks likemay experience shock or disappointment when theyfirst see their child. While they are not likely to verbal-ize these feelings, their anxious questions Isn't headorable?" or "Doesn't he look just like grandfather,the handsomest man in town?" give clues to whattheir real feelings are. Stone and Church (109) haveremarked:
Many people, whose ideas . . . of what a newborn babylooks like are based on pictures that appear in adver-tising addressed to new parents, are surprised by theirfirst actual view of a neonate. The idealized "newborn"babies shown in such advertising are probably two orthree months old. Truth to tell, exciting though his new-ness may be, many a neonate begins on the unattractiveside. Even for eager parents, there is often a discrepancybetween the tiny, wet, sticky, often red and wizenedcreature of the first few days and the images formed inthe months of hopeful, anxious waiting.
Most infants begin to look better even before theyleave the hospital. By the end of the period of theneonate, if they have made satisfactory adjustmentsto postnatal life, their appearance is vastly improved.Before the end of the second week of life, for example,the blotchy marks on their skin begin to disappear,their heads are less misshapen, their noses are lessflat.
Although the infant s appearance improves withina relatively short time, the effect of his birth appear-ance on unprepared parents can be long-lasting.This emphasizes how unfortunate it is for parents-to-be to build up unrealistic expectations.
HELPLESSNESS
All newborn infants are helpless. The capacities of thehuman infant for independent living are so poorlydeveloped at birth that he is the most helpless of allneonates. His helplessness, which is at first all-per-vading, is in the long run an advantage. It enables thehuman infant to develop along lines that would beimpossible in animals, for whom nature has a morerigid pattern of development. In time, the child will beable to make more varied responses than are possibleamong animals and, as a result, he can rise to a higherlevel.
Helplessness at any age originates either in an un-developed condition of the body and nervous system,which makes learning impossible, or in a lack of op-portunity to learn when a state of readiness exists.Both these causes of helplessness are operative in thenewborn infant. How each contributes to his helpless-ness will be discussed in detail.
Inability to Maintain Homeostasis. Because of the un-developed state of the autonomic nervous systemat birth, the infant is unable to maintain homeo-stasis—the   tendency   of   an   organism   to   maintain
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within itself relatively stable conditions of temperature,chemical composition, or the like by means of its ownregulatory mechanism. In the prenatal environment,homeostasis was maintained for the fetus by themother s homeostasis. Now that he is on his own, hisbody must take over this responsibility.
Studies of the physiological functions of the new-born infant have shown how unstable they are. Thebasal pulse rate ranges, for example, from 130 to 150beats per minute at birth and then drops to an averageof 117 beats several days later. This compares with theaverage adult basal rate of 70 beats per minute (65).The respiration rate during the first week of life is35 to 45 breathing movements per minute, comparedwith 18 at adulthood. Breathing is rapid, irregular,and abdominal in the newborn infant. The heart issmall in comparison with the arteries, and so it mustbeat more rapidly to maintain normal blood pressure.The body temperature is higher and more variable in ahealthy infant than in an adult (65, 83).
Sucking and swallowing, though possible at birth,are not well developed. At first, the infant sucks insmall bursts of three of four sucks, often choking ashe attempts to swallow what is in his mouth. Later, hesucks in longer and more efficient bursts of ten tothirty sucks, and there is less choking. Many newbornsmake sucking motions even when there is no nourish-ment available. This occurs more often when the in-fant is awake than when he is asleep. Both nutritiveand nonnutritive sucking are more frequent when theinfant is warmly bundled.
Because the stomach and intestines have differentrates of emptying and because the infant has difficultysucking and swallowing, defecation and regurgitationare frequent, and wheezing and colic are common.Voidings are variable in time and amount.
Perhaps in no area of body function is lack ofhomeostasis more marked than in sleep. Typically,the infant s sleep is broken by short waking periodscaused by pain, hunger, and internal sources of dis-comfort. He sleeps lightly, can be wakened easily, andthen falls to sleep easily.
Among newborn infants, two distinct patterns ofsleep are common: regular, during which the breath-ing rhythm is smooth and even, and irregular, duringwhich rapid, shallow excursions alternate with slow,deep excursions. In regular sleep, there are frequentspontaneous startles; otherwise the infant moveslittle. In irregular sleep, there are few spontaneousstartles but many other movements ranging fromkicking to twisting and writhing (121).
As motor activity uses up energy and as this tends tointerfere with homeostasis, restriction of motor activ-ity by swaddling increases the stability of the heartrate and produces a pacification of the general phys-iologic state. It also causes infants to sleep more andto sleep more quietly.
Inability to Control Motor Activity. To be independent,a person must be capable of voluntary activity—activ-ity controlled by conscious desire. No infant is capableof this. His responses can only tenuously and with
Box 5-5
FACTORS INFLUENCING BIRTH SIZE
Length of Gestation
Postmature infants are larger, heavier, and better filledout than those born at full term. Slightly premature in-fants are deficient in fat. and thus look slightly witheredand scrawny.
Maternal Diet
A significant correlation exists between the protein con-tent of the mother's diet during the last months of preg-nancy and the size of the infant at birth. The poorer thediet the smaller the infant, both in weight and length.
Family Economic Status
Economic status affects the quantity and quality of thematernal diet; thus, infants from poor families are usuallyslightly but significantly smaller than those from well-offfamilies.
Ordinal Position
On the average, firstborn infants weigh less and areshorter than later-born infants in the same family.
Family Size
Later-born children in large families, especially if they areborn soon after an older sibling, tend to be smaller thantheir older siblings. This is due to the general health con-dition of the mother.
Fetal ActivityExcessive fetal activity may cause the infant to be con-siderably underweight for his length. This will give him ascrawny look.
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difficulty be related to the events in his environment.Since he behaves randomly, without goals, he is help-less. He is not inert, however; he is a moving, actingcreature.
The motor activity of the newborn can be cate-gorized roughly as either mass or specific. Mass activ-ity includes general movements of the whole body.When one part of the body is stimulated, the wholebody responds, though most profoundly in the areastimulated. Because of the neorological immaturityof the infant, mass activity is highly uncoordinatedand diffuse and results in a great expenditure ofenergy. Not all parts of the infant's body are equallyactive. The greatest activity is in the trunk and legs,and the least is in the head. Mass activity increasesin frequency as the infant adjusts to his postnatalenvironment.
Specific activity, which involves certain limited areasof the body, is in reality the outgrowth of mass activ-ity. It is of two types: reflexes and general responses.The first reflexes to make their appearance are thosewhich have distinct survival value—heart action,sneezing, breathing, and the patellar, pupillary, anddigestive reflexes; the other reflexes in the humanrepertoire can be aroused within a few hours or daysafter birth.
General responses, the second type of specific activ-ity, involve larger portions of the body than reflexes.Like reflexes, they are direct responses to either in-ternal or external stimuli. Visual fixation on light;spontaneous eye movements; yawning; rhythmicmouthing: turning and lifting the head: random armand hand movement; prancing, kicking, and stretch-ing of the legs and feet; turning: and body jerks—theseare just a few of the general responses which havebeen observed in the newborn infant.
There are wide and stable differences from one in-fant to another not only in general body movementsbut also in some specific movements, such as hand-mouth contacting and head turning. In a study ofhead turning among infants, three kinds of movementwere observed. In the first, the infant turns his headto both sides of the body midline; in the second, thehead does not cross the body midline and the move-ment is limited to a 90-degree arc; in the third, thehead does not cross the body midline and the move-ment is limited to a 45-degree arc (111).
In the same infant there are also patterns and varia-tions. For example, infants who are most active beforebirth are also most active after birth. There are varia-tions in activity, however, at different times of the day.
with the peak coming in the early morning and thequietest period at noon. Activity is greatest duringcrying, hunger, pain, and general bodily discomfortand least when the infant is asleep, is sucking, or hasjust been fed.
Environmental conditions also influence neonatalactivity. Light and auditory stimuli, for example, in-crease the amount of activity, as do excessive clothingand coverings. Complicated deliveries result in de-creased activity during the early days of postnatallife. And, finally, variations in activity may be causedby differences in tension due to the kinds of treatmentnewborn infants receive (25, 27, 58, 111, 115).
All movements made by the newborn infant, eventhe reflexes present at birth, are random and unco-ordinated. Yet they are important because they are thebasis from which the highly coordinated movementsof the young child will develop.
Inability to Communicate. Lack of ability to commu-nicate his needs and wants to others adds to the help-lessness of the newborn infant. Owing to the unco-ordinated state of his body, he cannot speak or pointor use other gestures. The best he can do is cry. Thebirth cry is purely reflex. It is caused by air beingdrawn rapidly over the vocal cords, thus setting upvibrations in them.
The birth cry serves two purposes: to supply theblood with sufficient oxygen and to inflate the lungs,thus making breathing possible. The birth cry is thusnot a true precursor of speech. Nor is there any indi-cation that the birth cry is an expression of wrath atbeing dislodged from the safety and comfort of thewomb, as Kant claimed. Instead, all indications pointto the purely physiologic function of the birth cry.
Once the lungs are inflated, and breathing begins,crying comes from internal and external stimulationand is part of the pattern of generalized behaviorcharacteristic of the newborn infant. Most cryingduring infancy occurs when the infant is hungry, inpain, or in a state of discomfort. Occasionally he criesfrom fatigue, from lack of exercise, or for unknownreasons.
During the first 24 hours after birth, the infant'scry may have different meanings, which can be deter-mined from the pitch, intensity, and continuity of thecry. In general discomfort, for example, the cry is atfirst monotonous in pitch, staccato-like, and inter-mittent: then gradually, unless some relief is given,the cry becomes more insistent. Pain is characterizedby a cry which rises in pitch. If pain is accompanied
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by increasing physical weakness, piercing tones giveway to low moans. While variations in the tonal qualityand intensity of crying increase its value as a form ofcommunication, only persons familiar with an infantscries can be expected to know what they mean.
Body activity of some sort generally begins whencrying begins. In vigorous crying, every part of thebody is thrown into action. (See Fig. 5-5.) The infantsquirms, kicks, rolls his body, turns his head fromside to side, and flexes and extends his arms, legs,fingers, and toes. This activity is a signal that the infantneeds attention, and it thus serves as a form of lan-guage.
Studies of crying have revealed that the durationof crying lessens and the intervals between cries be-come shorter and less variable during the first 9 daysof postnatal life. The more intense the stimulus, thelouder and longer the cry (44, 84). Shedding of tears(lacrimation) during crying appears during the firstday of life for many newborn infants and by the end of5 days for most. It appears later in prematurely borninfants (71. 79).
The infant is capable of another type of vocaliza-tion, explosive sounds, which are not unlike heavybreathing. They are uttered without intent and with-out meaning: they occur purely by chance wheneverthere is a contraction of the vocal muscles. Sincethese sounds are low in pitch and weak, comparedwith cries, they are often regarded as unimportant.In the long run, however, explosive sounds are farmore important than cries. The explosive sounds aregradually strengthened, and during the second halfof the first year, they develop into babbling, whichin turn develops into speech.
Undeveloped State of Sense Organs. A fourth condi-tion contributing to the helplessness of the newborn
infant is the undeveloped state of his sense organs.This is especially true of the sense organs that aremost important to independent behavior—the eyesand the ears.
At birth, the sense organs are ready to function butsome are more highly developed than others. Box 5-6describes the status of the different sense organs atbirth and the development that takes place duringthe period of infancy.
The evidence now available about the state of thesense organs at birth throws considerable doubt onRank's theory of the birth trauma and on Kant's (andothers') explanation of the meaning of the birth cry.Studies of sensitivity to pain show that during the
birth process and immediately after birth, the senseorgans for pain, though developed, are not func-tioning well enough for the fetus to experience painfrom the pressure of the muscular contractions of thebirth canal.
Studying sensitivity in the newborn is far more diffi-cult than is usually recognized. First, sensitivities canbest be studied by using introspective techniques.This is impossible before the child learns to speak.Consequently, when a stimulus is applied and the in-fant reacts, it is assumed that he is responding to it.Second, when the infant moves, he literally moves allover. Therefore, it is practically impossible to deter-mine whether a reaction is a response to a specificstimulus or merely part of general mass activity. Third,stimuli must be kept weak enough to avoid the possi-bility of injuring the newborn child's delicate senseorgans. Under such conditions, the absence of aresponse is not a foolproof criterion of insensitivity.It may only mean that the stimulus was too weak toelicit a response.
In view of these difficulties, present-day evidenceabout the state of development of the newborn infant'ssense organs may not be completely accurate. It isquite possible that newborn infants have a greatercapacity for sensory discrimination than currentstudies show. This is especially applicable to visionand hearing—the two areas where fear of possibledamage to the delicate sense organs has been aserious obstacle to experimental research.
Figure 5-5. Crying in the newborn infant is accom-panied by mass activity. (Adapted from Heredity andPrenatal Development, a McGraw-Hill Text-Film.)
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Inability to Learn. Another condition contributing tothe helplessness of the newborn child is his inabilityto learn. Studies of learning annong neonates indicatethat even the simplest form of learning—conditioningor learning by association—is too complex for an in-fant. For the most part, studies show that, with thepossible exception of conditioning in feeding situa-tions, conditioned responses are difficult to elicit and,when they do appear, they are unstable and of littlepermanent value (27, 50, 54, 64, 106).
Present information about the limited capacity ofnewborn children to learn casts doubt on Rank's birthtrauma theory. It is questionable whether the newbornchild can experience anxiety or have any memory ofthe birth shock. His brain, at the time of birth, is atsuch a low level of development that it is doubtful thatmemory or reasoning is present at all. It is known thatbrain cells cannot function in the low-oxygen environ-ment of the uterus. Only after air breathing has sup-plied the brain with more highly oxygenated blood isthere any evidence of consciousness. As air breathingnormally does not begin until the cry has inflated thelungs—and this occurs after birth—one can logicallyconclude that the infant has no recollection of whathappened during or before birth.
One can also conclude that a newborn infant or evena young baby cannot compare his present status withthat which existed before he was born. Only if such acomparison could be made could there be anxiety anda longing—even though this longing were onlysubconscious—to return to the safety and security ofthe womb. Thus, it is quite unlikely that the infant canunderstand the change that takes place in the patternof his life with birth.
Considering the undeveloped state of the fetal brainand autonomic nervous system, it is equally unlikelythat an infant can experience any specific emotion-fear, anger, or anxiety—profoundly enough for it tohave a lasting influence on his personality.
Effects of Helplessness on Parental Attitudes. Becausea newborn infant's helplessness and dependency areappealing and because they make the child easy tomanage, some parents get into the habit of waiting onthe child hand and foot. This habit, once established,tends to persist long after infancy has passed andlong after the child either needs or wants so muchhelp. Sometimes a mother continues to wait upon herchild simply because of selfishness or because shethinks that is what a "good mother" should do. Itmay give her great satisfaction to feel that she isindispensable to him.
Whatever the reason for the parents' attitude, it isdamaging to a child's development. It deprives thechild of opportunities to learn the things that otherchildren his age are learning. His failure to masterthe developmental tasks appropriate for his age meansthat he will make poor social adjustments, and thisleads to poor personal adjustments.
Furthermore, a child resents being frustrated in hisattempts to learn. The more he is frustrated, the moreangry, resistant, and negativistic he becomes. Theparents cannot understand this kind of behavior, andthe parent-child relationship deteriorates.
INDIVIDUALITY
No two newborn infants are exactly alike in appear-ance or behavior. Each starts life with an individualitythat will continue to manifest itself as his hereditarypotentials unfold. Individuality results partly fromhereditary differences and partly from different pre-natal environments and birth experiences.
Individuality is even apparent in twins. A longitudinalstudy of twins found that individuality was caused, inpart, by differences in birth weight. The smaller twinexperienced more adjustment difficulties, and thesewere reflected in sleeping and feeding problems,temper tantrums, and irritability. As a result, the twinsdeveloped markedly different personality patterns (97).
Areas of Individuality. Studies of newborn childrenreport individual differences in several areas of de-velopment. In appearance, the only thing that all new-born infants have in common is their smallness andtop-heaviness. Some are chubby and cherubic in ap-pearance, while others look wizened and senile. Notall newborn infants feel the same when they are held.As Stone and Church have remarked, some are "com-pactly and comfortably curled, like a kitten, otherssprawl like a bundle of loosely joined sticks, stillothers hold themselves tense and stiff " (109).
Newborn infants vary greatly in their ability to main-tain homeostasis. This contributes to individuality inadjustment, especially in response to food, patternsof sleep, crying, motor activities, and need for atten-tion. Some infants, for example, are able to takenourishment and keep it down from the very beginning,with the result that they lose little of their birth weight.Others have difficulty adjusting to sucking and swal-lowing and, consequently, may lose a frighteningamount of weight.
Individuality is even more strikingly illustrated inmotor activity. Some infants show slow, poorly de-
97
veloped reflex responses, while others have reflexessimilar in form—though slower in rate—to those ofolder children. Marked variations also occur in massactivity, with some infants in constant motion, evenin sleep, while others are relatively placid.
There is no area in which individuality expressesitself as forcefully as in crying. This is greatly influ-enced by the infants birth experience. In a quick,explosive delivery, for example, the cry is sharp anddeep: in premature births or when the infant is inpoor condition, the cry is like a little moan. Prolongedlabor, resulting in the exhaustion of the infant, gener-ally causes a weak, short, intermittent cry. Infantsdamaged prenatally or at birth have cries that differ inpitch, volume, rhythm, and accentual character fromthose of normal infants.
The amount of crying as well as the tonal quality isan individual characteristic. Some infants are goodas gold. " crying only infrequently and for short inter-vals. Others seem to be angry or frustrated all the time,crying incessantly and at the top of their lungs. As ageneral rule, infants delivered by caesarean sectioncry less than those born spontaneously or deliveredwith the aid of instruments. There is little evidence,however, that the amount of crying is influenced bythe length of labor (1. 94).
Effects of Individuality on Parental Attitudes. Sincenewborn infants differ from one another in so manyways, one cannot logically expect them to behavealike. Most parents do. however. They expect a second-born  child to behave the way they remember their
Box 5-6
SENSE ORGAN DEVELOPMENT OF THE NEWBORN
Smell
The cells for smell, at the upper interior part of the nose,are well developed at birth. That the infants smell is keenis shown by crying, head turning, and attempts to with-draw from unpleasant stimuli and by sucking in responseto pleasant stimuli.
TasteThe cells for taste, located on the surface of the tongue,are well developed at birth and are as numerous as theywill be later in life. Because of the well-developed senseof smell, which supplements taste reactions, the infantcan distinguish between pleasant and unpleasant tastestimuli. He shows this by crying and squirming when un-pleasant stimuli are placed on his tongue and by relaxingthe body and sucking when pleasant stimuli are presented.
Organic SensitivitiesHunger and thirst are well developed at birth. Hungercontractions of the stomach, which produce a painfulsensation in the abdominal region, occur within the firstday of life.
Skin SensitivitiesThe sense organs for touch, temperature, and pres-sure are well developed at birth and lie close to the sur-face of the skin. Sensitivity to touch and pressure isgreater in the face region, especially the lips, than in thetrunk, thighs, and arms. Sensitivity to pain is slower indeveloping and is more adversely influenced by maternal
medication during childbirth. The pain threshold normallydrops during the first 4 days of life. All skin sensitivitiesare more highly developed in female than in male neon-ates.
Vision
The cones in the retina are small and poorly developed,suggesting that neonates are color blind. The rods arebetter developed but are limited to a small area surround-ing the fovea, thus restricting the visual field. The black-and-white vision of the infant is blurred because themuscles that control eye movement are too small andweak to enable both eyes to focus on the same objectsimultaneously. Optic nystagmus—the ability to follow amoving object and then move the eyes backwards—ap-pears in the first week of life.
HearingHearing is the least developed of all the senses at birth.There are two reasons: First, owing to the stoppage ofthe middle ear with amniotic fluid, sound waves cannotpenetrate to the sense cells in the inner ear. and the in-fant is unable to hear for several hours or days afterbirth. Second, the sense cells in the inner ear are stillonly partially developed. Low-frequency sounds are moreeffective in soothing crying and stopping nonnutritivesucking than are high-frequency sounds. Most infantscan discriminate the location of sound within the first 3to 4 days of life.
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older child behaving. Many a mother has steeped her-self in baby-care" information from books, maga-zines, and newspapers and has learned what the• norms" are. These she uses as a measuring rod forher own newborn infant. If he conforms to thesenorms, she feels that all is well: if he is ahead of them,she is smugly satisfied that he is superior; but if hefalls below the norms, she becomes panicky and isconvinced that all is not well.
Some specific examples will serve to show howparental attitudes are influenced by individuality inbehavior patterns among newborn infants. A baby'scrying is. to most parents, a signal that something iswrong. They compare their infant s cries with theirmemories of the cries of earlier-born children or ofother infants in the hospital nursery. If the child criesmore or more loudly than others or if he sounds weakand worn out. they inevitably conclude that somethingis the matter.
When he refuses to nurse or when he regurgitateswhat nourishment he takes, the mother wonders if hermilk or the formula given him in a bottle is right" forhim. Little does she suspect that her own tensenessand nervousness may be interfering with the qualityof her milk or upsetting her baby. And it does not easeher concern to be told by other mothers how easilyand quickly their babies have adjusted.
Unless a mother is seriously ill. she will want tolook at her baby in his bassinet in the maternity nur-sery. This often proves to be a traumatic experience.After seeing her baby in the privacy of her room andconvincing herself that "all babies look that way,"she may discover that other babies in the nursery aremuch prettier than hers. In fact, he may be the ugliest.The scars of birth, which still stand out on him. mayhave already disappeared from those who were bornearlier. The father's pride may likewise be dimmedwhen he peers through the glass window of the nur-sery to spot his child and. in the process of doing so.looks at the other babies. He may overhear the com-ment of another parent about the baby who lookslike a little ape." only to discover that the commentwas made about his child.
Such experiences cannot fail to color parental atti-tudes, and they, in turn, affect parental behavior.Concern about their child "being different" oftenleads parents to suspect that he is not normal. Backof this concern is the belief that individuality andabnormality go hand in hand. Even when a doctorassures the anxious parents that all is well, theirconcern may be intensified by an increase in cryingand adjustment difficulties when the infant is taken
home. As a result of this concern, parents becomeoversolicitous and overprotective—patterns of paren-tal behavior which may become habitual.
Highlights of Chapter 5
1. Old wives' tales about the effects of the birth ex-perience on the infant have been reinforced by theo-ries of philosophers and scientists about the traumat-ic effects of birth.
2. Four major adjustments must be made by the new-born infant, and made quickly, if he is to survive: ad-justments to temperature change, to breathing, totaking nourishment, and to elimination.
3. Infancy is subdivided into two periods: the periodof the partunate. covering 15 to 30 minutes after birth,and the period of the neonate, covering approximately2 weeks.
4. The three major indications that adjustment topostnatal life is difficult are loss of weight, disorga-nized behavior, and infant mortality.
5. There are four types of birth—spontaneous,breech, transverse presentation, and caesarean sec-tion—each of which affects the developmental patterndifferently.
6. Birth damage, due to ^aj injuries to the brain ornervous system from pressure during the birth processand to 'bj damage to the brain cells from anoxia, orinterruption of the oxygen supply to the brain, affectspostnatal development. The effects may be temporaryor permanent.
7. To date, scientific studies have found no justifi-cation for the traditional belief that there are certain
best times   to be born.
8. Slight prematurity—especially common m first-borns and multiple births—retards the developmentalpattern for onlythe first 2 or 3 years of life. Pronouncedprematurity is usually accompanied by brain damagewhich affects the child's entire developmental pattern.
9. Parental attitudes toward prematurity are moreoften responsible for the effects of prematurity on thechild's adjustments to life than is the prematurityitself.
10. Normally, the infant is homely, owing to facialand body disproportions and to the temporary scarsof birth. For parents and siblings who have romanti-
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cized concepts of a newborn infant, this is likely to bea traumatic experience, affecting in some degree ttieirfuture attitudes toward the child.
11. The helplessness of the human infant comesfrom the infant's inability to maintain homeostasis.to control motor activity, to communicate, and tolearn, as well as from the undeveloped state of thesense organs.
12. Because helplessness makes the infant ap-pealing and easy to manage, some parents encourage
dependency long after the child is ready to become
relatively independent.
13. All infants, even identical multiple births, showindividuality from the moment of birth, not only in ap-pearance but also in methods of adjusting to post-natal life.
14. Unless parents recognize that individuality isnormal and universal, they are likely to be concernedabout any infantile behavior that deviates from whatthey regard as "normal."
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PHYSICAL DEVELOPMENT is One aspect of de-velopment. To get a complete picture, one mustunderstand how children develop physically aswell as psychologically. Physical development in-fluences behavior both directly and indirectly. Direct-ly, it determines what the child can do. If he is welldeveloped for his age, he will be able to compete onequal terms with his peers in games and sports. Ifnot, he will be handicapped in competition with themand may be excluded from their games. How he feelsat the moment—whether he is well or tired or ill—likewise has a direct effect on the way he reacts topeople and situations.
Indirectly, physical development influences atti-tudes toward self and others. These in turn are re-flected in the kind of adjustments one makes. A childwho is markedly overweight, for example, soon dis-covers that he cannot keep up the pace set by histhinner age-mates, and this often leads to a feelingof personal madequacy. If his age-mates refuse toplay with him because he is too slow, feelings ofmartyrdom will be added to feelings of inadequacy.Realization of how others feel about his size and ap-pearance has a marked influence on his self-concept.
To understand the interaction between physicaldevelopment and behavior, one must know what thenormal pattern of physical development is and whateffects this has on the behavior characteristicallyfound at different ages. Such knowledge will help oneunderstand the differences among children as well asthe changes that take place in the same child at dif-ferent ages and under different circumstances. Alittle child, for example, feels shy in the presence ofadults and inferior in the presence of bigger childrenBy contrast, he feels at ease and behaves in a relaxed,natural way in the presence of children his own sizeor slightly smaller. Similarly, with increasing strengtha child will react more confidently to a bully than hedoes when he is small and recognizes that his lack ofstrength puts him at a disadvantage.
One should also know what causes deviant physicaldevelopment. Any deviation has a direct effect on achild s behavior as well as a profound indirect effecton his attitude toward himself and the attitudes ofothers toward him. A physically handicapped child canengage only in those play activities in which his handi-cap is not an obstacle. How his age-mates react to hishandicap will have a pronounced influence on hisbehavior. Their favorable reaction will go a long waytoward developing in him attitudes which will contrib-ute to good social and personal adjustment, and viceversa.
Importance of NormalPhysical Development
Normal physical development influences behavior infour major areas.
First, the development of the nervous system andthe brain brings about new patterns of behavior. Theemotional behavior of the child is directly related tohis ability to perceive meanings in situations. Thedegree of social acceptance he enjoys is related tohis ability to understand the thoughts, feelings, andemotions of others.
Second, muscle growth brings changes in motorcapacities and in the number and kinds of activitiesthe child can enjoy, especially games and sports.
Third, changes in the functioning of the endocrineglands result in new patterns of behavior. At puberty,for example, the child begins to like members of theopposite sex: he becomes preoccupied with looks anddress.
Fourth, behavior is influenced by one's generalphysical condition, which is dependent upon a bal-anced functioning of the different parts of the body.This balanced functioning results in homeostasis—normal blood sugar, water balance, rate of oxygenutilization, and so forth. This is achieved by theregulatory action of the central and autonomic ner-vous systems and by the endocrine system. The glandsof the endocrine system normally produce chemicalsecretions or "hormones' in just the right amount tomaintain a steady internal environment.
EFFECTS OF DEVIANT PHYSICAL DEVELOPMENT
The importance of normal development is emphasized
by studies of the effects of deviant development. Afew specific examples will illustrate the effects deviantphysical development has on the child's behavior.
Deviations in Size. Body size and shape influence thechild's physical performance. Thin boys of averageheight, for example, perform better than boys of medi-um physique or above-average height. Those who aretall and obese are the poorest performers of all.Marked deviations in size also affect the child'ssocial behavior and acceptance by his peers. Theobese child loses out in active play and, as a result,misses many opportunities to learn the skills essen-tial to social success.
Disturbances in Homeostasis. The malfunctioning ofan organ upsets the body's homeostasis and results
in behavioral changes. The greater the disturbanceto body balance, the more deviant the behavior. Re-duction in the amount of oxygen in the inspired air,as in an attack of asthma, for example, leads to emo-tional outbursts, loss of critical ability, lack of con-centration, and reduction in the speed and quality ofmental work. A drop in blood-sugar level affects men-tal activities and leads to alterations in mood, irritabil-ity, and vague feelings of apprehension. An abnormalrise in the blood-sugar level results in depressivemental states.
A common temporary upset in body balance comesfrom high fever. This is reflected in mental and emo-tional confusion, irrational and irascible behavior,and a tendency to resist aggressively any suggestionsfrom others. As the fever subsides, so do the behav-ioral changes that accompanied it.
Malnutrition. Malnutrition, especially when pro-longed and severe, makes the child apathetic, de-pressed, irritable, undependable, and nervous. Nutri-tional anemia, resulting more often from emotionaland social problems than from the unavailability offood, causes heightened emotional tension. There isalso evidence that severe malnutrition, especiallyduring the early years of life when the brain cells aregrowing rapidly, affects intelligence and intellectualperformance. Recovery from malnutrition is usuallymarked by an improvement in IQ and in academicwork (19, 28).
Glandular Imbalance. An excess or a gross deficiencyof the hormones produced by the glands of the endo-crine system during the growth years is likely to leadto physical deviations and to changes in intelligenceand personality. Mild thyroid deficiency, for example,will cause lethargy, lack of vitality, and general fatigueaccompanied by a tendency to be irascible, depressed,distrustful, and melancholy. An excess of thyroxin—the hormone from the thyroid glands—leads to an in-crease in the tempo of the bodily processes andto restlessness, excitability, anxiety, distractibility,nervous tension, and wide swings in mood.
Physical Growth Cycles
Physical growth is rhythmic, not regular. This meansthat a child does not gain a given number of poundsannually or grow a given number of inches. Instead,growth comes in cycles or waves—"periods" or"phases."  The  cycles  are orderly and  predictable.
though the tempo varies from child to child, withsome children growing at a slow rate and others at anormal or rapid rate. Each child is fairly consistent,showing a constant tendency toward earliness orlateness in reaching critical points.
MAJOR GROWTH CYCLES
Studies of growth show that there are four distinctperiods, two characterized by slow growth and two byrapid growth. From birth to 2 years, there is rapidgrowth. This is followed by a period of slow growthup to the time of puberty, or sexual maturing, begin-ning usually between the eighth and eleventh years.From then until 15 or 16 years, there is rapid growth,and this is followed by a period of fairly abrupt taper-ing off to the time of maturity. The height attained inthis fourth growth cycle is maintained until old age,but there may be an increase in weight (34, 73).
The growth cycles are so universal that clothing forchildren is sized accordingly. The rapid growth in thefirst year necessitates two sets of clothing, the in-fant size for the first 6 months and the first size forthe last 6 months. The next larger size is adequate forthe child up to his second birthday, while the nextserves for 2 years, from the second to the fourth birth-day. Sizes for older children and adolescents likewisetake into consideration the growth and the restingperiods.
The growth cycles inevitably affect the child'sbehavior. Box 6-1 lists the effects that are most com-mon and most difficult to adjust to.
VARIATIONS IN GROWTH CYCLES
As Johnston has pointed out, "The time clock whichgoverns the developmental process in children is anindividual one" (55). A number of factors determinewhether that time clock will run fast, slow, or at amoderate rate. Family and ethnic background have aninfluence on height, bone development, age of sexualmaturing, and eruption and decaying of teeth (10).There are sex differences, with boys growing fasterthan girls at certain ages and girls faster than boysat others. From about 9 or 10 to 13 or 14 years of age,for example, girls are taller and heavier than boys be-cause of their earlier pubertal development. Variabil-ity within the sex group is usually greater among boys,though variability in growth rates for both sexes in-creases with age (10, 43, 62. 73), Characteristic pat-terns of growth for the two sexes are shown in Figure6-1.
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Body size and body type influence the rate of growthand are responsible for some of the variations. Asmall child has longer growth periods than a largechild, but he may not catch up with the large childeven at maturity.
Placid children tend to grow faster than those whoexperience emotional tension, though tension has agreater effect on weight than on height (92).
Body Size
Body size is measured in terms of height and weight.While height and weight follow similar patterns ofdevelopment—with slow gains in one paralleled byslow gains in the other, and vice versa—the totalgrowth in height from birth to maturity is less than thetotal growth in weight. The total increase in heightis 3V2-fold and the total mcrease in weight is 20-fold(62). Increases in body size for boys and girls atdifferent ages are shown in Figure 6-1.
Box 6-1
( CONTROL OF BODY SIZE   I
COMMON EFFECTS OF GROWTH CYCLES
Adjustment Difficulties
During periods of rapid growth, the constant need tomake new adjustments can be emotionally disturbing.During periods of slow growth, adjustments are mucheasier.
Energy Level
Rapid growth is energy-consuming, and the child is easilyfatigued; this makes him moody and irritable. A slowgrowth cycle leaves more energy for play and other ac-tivities. The child is more cheerful and easier to live with.
Nutritional NeedsNutritional requirements are greatest during periods ofrapid growth—the first 2 or 3 months of life and at puberty.The child who is not getting enough nourishment for hisgrowth needs becomes tired and irritable. He showslittle interest in schoolwork or play and generally makespoor social adjustments.
Maintenance of Homeostasis
During periods of slow growth, the body normally canmaintain homeostasis. During rapid growth, homeostasisis disturbed: this is reflected in a finicky appetite, generalfatigue, irritability, and unsocial behavior.
Awkwardness
Rapid growth is accompanied by awkwardness. The childwho formerly had good motor coordination becomesclumsy and seems to stumble over his own feet. Whengrowth  slows,  the awkwardness is replaced  by good
motor coordination.
Body size is controlled by the growth hormone, se-creted by the anterior lobe of the pituitary gland—asmall gland located at the base of the brain. If growthis to proceed normally, the hormone must be pro-duced in the right amounts and at the right times. Iftoo little is produced, growth ceases earlier thannormal. If too much is produced, overgrowth results.Whether the growth hormone will be produced inthe right amounts and at the right times depends notupon the pituitary gland alone but also upon the thy-roid glands and gonads. At puberty, for example, thehormones produced in the gonads—es/ro,^en in thefemale and androgen in the male—act as retardinginfluences on growth. These hormones stimulate thedeposition of calcium, which causes the bones toossify and bring about the closure of the epiphysesof the bones. When this happens, growth is graduallybrought to a halt.
(HEIGHT
Children of the same age vary greatly in height, butthe pattern of growth is similar for all. Expressed interms of averages, the pattern gives a picture of thegrowth of the typical child. The neonate measuresbetween 17 and 21 inches. For 2 years, his heightincreases rapidly. At 4 months, he measures 23 to 24inches: at 8 months. 26 to 28 inches: and at 1 year. 28to 30 inches. At 2 years, he is 32 to 34 inches tall, andby 5 years his birth height has doubled. Then there isa slow gain of approximately 3 inches annually untilthe onset of the puberty growth spurt.
At 11 years of age. when the average American girlbegins her puberty growth spurt, she is 58 inches tall.By the time she is sexually mature, at 13 years, she is63 inches tall, and at 18 years, when her growth inheight is complete, she measures 66 inches (62. 73).
Physical Development        *| Q^
Boys begin the puberty growth spurt approximatelya year later than girls. So the average American boy isfrom ' 2 to 1 inch shorter than the average girl at 13years of age. From then on. however, boys grow morerapidly than girls and continue to grow approximatelya year longer. At maturity they are taller than girls.At 13. the average boy measures 62 inches. A yearlater, when he becomes sexually mature, he measures65 inches: at 18 years, he measures 69.5 inches.Between 18 and 20, he may add another half inch oreven an inch (62, 73, 92). The difference in heightbetween the sexes after the puberty growth spurt isshown in Figure 6-2.
WEIGHT
While the average newborn weighs between 6 and 8pounds, some babies weigh only 3 or 4 pounds, andothers nearly 16. The pattern of increase, however, ismuch the same for all. By the end of the first month,the average baby not only has regained the weightlost after birth but has begun to show a weight in-crease. At 4 months, he has doubled his birth weightand. at the end of the first year, trebled it. During the
second and third years, he gains from 3 to 5 poundsannually. The pattern of weight gain is shown inFigure 6-3.
After the third year, gains in weight are even slower,until the onset of puberty. At 5 years, the typical childweighs approximately five times his birth weight, andat the onset of puberty weighs between 80 and 90pounds. By the age of 15. the average girl weighs 126.5pounds. The average weight for boys at 12 years, whenthey begin their puberty growth spurt, is 96 poundsand, at 16, when the spurt is nearly complete, 142pounds.
Between 10 and 12 years, at or near the onset of thegrowth spurt, many children have a puberty fat period.Sometimes this period lasts for 2 years, until the childbecomes sexually mature. Part of the fat comes fromhormone dislocations, which occur with the onset ofsexual maturing, and part from overeating, which isstimulated by rapid physical growth. The pubescentchild is not fat all over. Rather, fat accumulates overthe abdomen, around the nipples, in the hips andthighs, and in the neck, jaws, and cheeks. Theseare conspicuous areas, and the child has a "fatlook."
Figure 6-1. Changes in body size and proportions of one boy andone girl observed between the ages of 15 months and 18 years.(Adapted from N. Bayley, Individual patterns of development.Child Develpm.. 19.56. 27. 45-74. Used by permission.)
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Chapter Six
In babyhood, most of the weight gain comes froman increase in fat tissue, owing to the high contentof fat in milk, the chief component of the baby's diet.As childhood progresses, body weight comes morefrom bone and muscle tissue than from fat tissue.In the latter part of childhood, for example, fat tissueis responsible for only 21 to 29 per cent of totalweight.
During puberty, the bones of the body increase inlength. Shortly afterward, they begin to harden, orossify, and the muscle tissue begins to increase. Bothadd to the child's weight. In the latter part of child-hood, the muscles make up approximately one-fourthof the body weight. At sexual maturity, they make upapproximately 45 percent of total weight.
RELATION BETWEEN HEIGHT AND WEIGHT
In the average "normal" child, weight and height arein the right proportions. In the skinny or the obese,weight is either too little or too great for the child'sheight. The most important causes of variations inbody size are shown in Box 6-2.
Excessive Thinness. Excessively thin children may besuffering from poor health, starvation, or malnutri-tion. More often they are suffering from nervous ten-sion, which leads to lack of appetite and digestivedisorders. Nervous tension is generally the result ofparental anxiety about the child's well-being. Theanxious parent attempts to make the child eat more
Figure 6-2. Growth in height during late childhood and earlyadolescence. Note the slow rate of growth in childhood and therapid rate at puberty. (Adapted from W. M. Krogman: Growthof head, face, trunk, and limbs in Philadelphia white and Negrochildren of elementary and high school age. Monogr. Soc. Res.Child Develpm.. 1970. 35, No. 3. Used by permission.)
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Figure 6-3. Growth in weight during late childhood and earlyadolescence. (Adapted from W. M. Krogman, Growth of head,face, trunk, and limbs in Philadelphia white and Negro chil-dren of elementary and high school age, Monogr. Soc. Res.Child Develpm., 1970, 35, No. 3. Used by permission.)
than he wants or needs by punishing him for noteating everything on his plate, by making derogatorycomparisons with his siblings, or by using threats andbribes.
Obesity. Faulty eating habits, encouraged by parentalpressures to overeat, are partially responsible forobesity. More often, it stems from unfavorable psycho-logical factors, such as overdependency. feelings ofinadequacy, or feelings of rejection. There is someevidence that people who inherit genes leading toheavy body builds are especially sensitive to stressfulsituations, and this precipitates overeating (17).Obesity does not develop overnight: in fact, mostobese children have been fat from early babyhood.Parents who tend to overeat or who are anxious thatthe child be well nourished encourage the child toovereat. As he becomes fat, he has little interest inexercise and so becomes more obese. His obesityserves as an alibi for not participating in sports and
other social activities. He may then find that foodprovides a substitute satisfaction which temporarilysoothes his feelings of inadequacy. In time. Atkinsonand Ringuette point out. "massively obese individualsbecome more disturbed, perhaps because of both in-creasing self-dissatisfaction and cumulative adverseresponses from others" (7). Refer to Box 6-2 for themost important causes of variations in body size.
SIGNIFICANCE OF BODY SIZE
Although parents often worry about the size of thechild's body, size and health are not necessarily corre-lated (92). The psychological importance of body sizeto a child will depend on how others, especially peers.react to his size. Most children are not body-size-conscious except when there is a marked deviationfrom the norm. Being slightly taller or shorter than theother children does not affect a child s popularity.Deviations  in weight are far more common than
1 1 Q        Chapter Six
deviations in height. Most often, they are on the plusside. The majority of excessively fat children becomeaware, even before they enter school, of how othersfeel about their obesity. They know that adults feelsorry for them and that peers regard them as slow andclumsy.
Obese children often develop severe feelings ofpersonal inadequacy. They may compensate by eatingeven more than before, thus becoming fatter and lessacceptable to their peers. Sontag has said, The un-conscious cruelty of children toward anyone of themwhose body does not conform to theirs in size. form,and function may be an important factor in the emo-tional adjustment of children lacking this conformity"(112).
Physical Proportions
The proportions of the neonate s body are quite dif-ferent from those of the adult (see Fig. 3-3). Growththerefore results not only in an increase in size but,of equal importance, in changes in bodily proportions.Not all parts of the body attain mature proportions atthe same time, but on the whole, all have assumedmature proportions by the time the adolescent is 16or 17 years old. No marked sex differences in bodyproportions are apparent in childhood.
Changes in proportions from birth to adulthood areindicated in Figure 3-3. The adult head is twice itsbirth size; the trunk is three times its birth size: andthe arms and legs are. respectively, four and five timestheir birth length.
In general, changes in proportions follow the lawsof developmental direction (discussed in Chap. 3). Thechanges are relatively slight during the first half yearof postnatal life. From then until puberty, head growthis slow, limb growth rapid, and trunk growth interme-diate. The brain and facial features attain maturity insize and development before the organs and featuresof the trunk and limbs.
CHANGES IN BODY PROPORTIONS
Changes in body proportions are due to asynchronousgrowth, or "split growth" (114, 119). This means thatthe different parts of the body have their own periodsof rapid and slow growth and that each reaches itsmature size at its own time. Growth in all parts of thebody, however, is continuous and concurrent. A child's
brain, for example, does not stop growing while hismuscles, lungs, and bones are growing.
Growth curves for height and weight show that,except during the first year of life, children grow morerapidly in height than in weight. To express this rela-tionship. Krogman has suggested a simple rule: "Chil-dren grow tall before they grow heavy" (62). In thelatter part of childhood, the extremities grow fasterthan the trunk, and the child seems to be all arms andlegs.
Asynchrony is especially apparent when differentregions of the body are compared. The muscles,bones, lungs, and genitals, for example, increaseapproximately twenty times in size during the growthyears, while the eyes, brain, and some other organswhich are relatively more developed at birth increasemuch less. The eyeball completes most of its growthduring the first 5 years of life and the brain during thefirst 10. The heart and some other internal organs re-quire more than 20 years to complete their growth.
The Head. The head grows proportionately less afterbirth than most other parts of the body. At birth, thehead is 22 percent of the total body length. If theseproportions remained constant, a man of 6 feet wouldhave a head about 16 inches in length instead of theaverage 8 or 9. At 10 years, the head is 95 percent ofits adult size, and at 15 years. 98 percent.
The cranial part of the head is large and the facialarea small at birth. The child's head is broader in rela-tion to length that the adult s. The head has practicallyfinished its growth in width by the time the child is 3years old, but it continues to increase in length untilhe is 17 or 18. The growth pattern in length and widthis much the same for boys and girls, though boysheads are slightly larger at every age (73. 81).
The Face. The cranium completes its growth early, sothe top of the head appears to be too large for theface. The lower part of the head throughout babyhoodand early childhood is small and undeveloped, owingprimarily to the smallness of the baby teeth. The facialskeleton becomes larger in proportion to the craniumfrom birth to 8 years, and diminishes the babyishlook. If this radical change in facial proportions didnot take place, theadult eyes would be near the middleof the face (73).
During the transition from baby to permanent teeth,changes in occlusion—the fitting together of theupper and lower teeth—affect the shape of the lowerpart of the face.  Malocclusion may be caused or
111
aggravated by irregularities in the growth of the twojaws: variations in the size of the upper and lowerteeth; thumb sucking, especially before the child is 5years of age: mouth breathing: pressure on the chin,as in stomach sleeping during the babyhood years: ortongue biting. Not only will malocclusion result in apoorly shaped mouth and chin, but it will also interferewith chewing and thus affect digestion.
The features of the face as well as its shape change.At first, the forehead is large, rounded, and prominent.It starts to flatten and to decrease in relative size whenthe child is about 5 years old. The eyes reach their ma-ture size as the child approaches puberty and are setfarther apart as the face broadens. The lips fill outgradually, but do not acquire their adult size andshape until the child has become sexually mature.
The nose is one of the most disproportionate of thefacial features in childhood. For the first few years, itis small and rather flat on the face. Then, from 5 to 10years, it grows faster than any of the other features. Itis the first of the facial features to reach mature size,generally around the age of 14 years. During thisgrowth spurt, the cartilage framework of the nose de-velops, and the nose becomes larger and assumes amore definite shape.
As the different facial features mature, the "blanklook" of the young child, as Simon has described it, isgradually replaced by a more "critical" expression.Individuality in facial expression increases as the fea-tures assume new shapes and proportions (108).
The Trunk, The top-heavy development of the babymilitates against good balance and must be partiallycorrected before he can sit, stand, or walk. As thechild grow older, the change in proportions essentialto good balance comes about through a graduallengthening of the trunk, legs, and neck. By the ageof 6 years, the trunk is twice as long and twice as wideas at birth. From then until adolescence, body lengthincreases approximately 50 percent. By maturity,birth dimensions are trebled.
At first, the infant has no neck to speak of. His headsits on top of his shoulders. Gradually he develops ashort, stocky neck which blends into the slopingshoulders. Around the fifth year, the neck begins tolengthen and become more slender, while the shoul-ders become broader and more firmly molded. As theshoulders drop, with the lengthening of the neck, theweight of the child's body is more evenly distributed.
The shape of the trunk also undergoes rapidchanges. In the first year, the baby's body is thickset
Box 6-2
FACTORS INFLUENCING VARIATIONS IN BODY SIZE
Body BuildRoughly, children may be described according to one ofthree types of body build: the endomorph tends to beround and fat: the mesomorph tends to be heavy, hard,and rectangular; and the ectomorph tends to be long andslender.
Family Influences
Family influences are both hereditary and environmental.Genetic factors make some children fatter and thusheavier than others. Environment helps to determinewhether hereditary potentials will be reached. At everyage, environment has a greater influence on weight thanon height.
Nourishment
Well-nourished children are taller and reach pubertysooner than poorly nourished children. Poor nourishmentduring puberty can prevent the attainment of hereditarygrowth potentials.
Emotional Disturbance^'Persistent emotional disturbances cause an overproduc-tion of adrenal steroids which inhibit production of thepituitary's growth hormone. This delays the growth spurtin late childhood and prevents the child from reachingthe height he would otherwise attain.
Sex
Boys tend to be taller and heavier than girls except be-tween the ages of 12 to 15 years. Differences in weightafter sexual maturity are due to the heavier bones andmuscles of the boys.
EthnicityVariations in body size may be due to ethnic background.Children of Finnish stock, for example, have been re-ported to be larger than those of Italian and Mexicanancestry.
IntelligenceAll other things equal, children of high intelligence tendto be slightly taller and heavier than children of low in-telligence. Children of high academic achievement alsotend to be taller and heavier.
Socioeconomic Status
Age for age. children from homes of low socioeconomicstatus grow less rapidly and are smaller than otherchildren.
112
Chapter Six
because of the greater increase in the girths andtransverse diameters than in the length. Up to 4 or 5years, the trunk is sacklike, with no apparent waistlineand with sloping shoulders, rounded chest, and pro-truding abdomen. From then until the end of child-hood, the stockiness of the trunk gradually lessens,and the body tends to be coneshaped. The shoulderline becomes square, the abdomen flattens, the chestbroadens and flattens, the waistline becomes clearlyindicated, and the pelvis broadens and is less ver-tical.
The shape of the adult trunk is greatly influenced bythe age at which sexual maturing occurs. The typicalmasculine figure, with broad shoulders and narrowhips, is characteristic of boys who mature later thanthe average. By contrast, broad hips and narrowshoulders are more characteristic of boys who matureearly. Late-maturing girls tend to have broader shoul-ders and hips than early-maturing girls. Regardless ofthe age of maturing, girls tend to have a greater en-largement in the area of the hips than boys becauseof the broadening of the pelvic arch.
Arms and Legs. At birth, the legs are proportionallytoo short, the arms too long, and the hands and feettoo small. If the adult had legs proportionate to thoseof the newborn infant, his hips would be just abovethe knee level. Growth at different rates must, there-fore, occur before mature proportions are attained.
The arms lengthen to between 60 and 75 percentfrom birth to 2 years. When the child is 8, the arms arenearly 50 percent longer than they were at 2 years.Because the arms are very thin, with no marked de-velopment in the musculature, the child has a spindly,all-arms look. From 8 until 16 or 18 years, growth inarm length is slow, while development in shape, dueto increased musculature, is taking place. The early-maturing child generally has shorter arms at maturitythan the late maturer.
The legs of the newborn infant are short and flexedso that the soles of the feet face each other. As thelegs grow in length, they straighten. By the time thechild is 6 years old, his legs and knees should bestraight. During the first 2 years of life, the legs grow40 percent; at 8 years, they are 50 percent longer thanat 2. Thus the legs grow at a slower rate at first thanthe arms. By adolescence, the legs are four times aslong as at birth, and at maturity, five times as long.The legs, like the arms, are thin and spindly until pu-berty. Then, as the increase in length slows, themuscles develop and the shape of the legs changes.
Early maturers tend to have short, stocky legs at ma-turity, while late maturers characteristically havelong, slender legs.
The hands and feet of the newborn infant must in-crease in size as well as in muscular developmentbefore they can be used. Throughout early and middlechildhood, the fingers are short and stubby becauseof the slow growth of the bones. The hands growrapidly early in puberty and attain their mature sizeand shape by the fourteenth or fifteenth year.
The feet also have a growth spurt early in puberty,reaching their adult size at approximately the sametime as the hands. There are marked individual varia-tions in the size and shape of the feet in childhood.Boys, at every age, have larger feet than girls, andtheir feet reach mature size later. There is some corre-lation between the size of the foot and the height ofthe individual.
CONSEQUENCES OF CHANGES IN PROPORTIONS
The changes in body proportions have an impact onthe child's behavior, his personality, and the reactionsof other people. Of the many consequences of thechanges four are almost universal. They affect thechild either directly or indirectly.
Awkwardness. When body proportions change, es-pecially when they change rapidly, the child tem-porarily loses control over his body. The child who hasbecome skillful in using his short, stubby fingers,for example, becomes clumsy at puberty when hishands start to grow larger and his fingers begin tolengthen and taper.
Appearance. Beauty is judged by conformity to adultproportions, so the child often creates the impressionof being homely, especially in late childhood and earlypuberty. In the transition from baby to permanentteeth, the child's mouth seems too large for the restof the face. When the arms and legs become long andspindly, the child has a coltlike appearance, and thehands and feet seem much too big.
An attractive child elicits more positive responsesfrom adults than a homely one. The more favorably achild is treated, the more conditioned he is to likepeople and to behave in a manner that will guaranteefavorable treatment. By contrast, the unattractivechild may sense that he is not so well liked, and thismay lead to social withdrawal or socially unacceptablebehavior.
Physical Development
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Concern about Body Disproportions. Even thoughchildren have little direct concern about their appear-ance, they become upset about body disproportionsthat set them off from their age-mates. So long aseveryone has a coltlike appearance, no one is con-cerned. But the child who is out of step with his con-temporaries—because his growth spurt comes muchearlier or later than theirs—is acutely aware of hisbody disproportions. A nose too large for a smallchin, hands and feet too big for small arms and legs.or hips too big for small shoulders can then becomea source of great concern. An early-maturing childwho is the first of his age-mates to experience thesedisproportions may feel that everyone is watching him.If, in addition, he fears that something is wrong withhim, he may develop a distorted self-concept.
Maturational Status. There is evidence that the child'sbody configuration—the relationship of the differentparts of the body to one another—is closely associatedwith intellectual and emotional maturity. This, in turn,is an indication of readiness for school. The typicalbody configuration of the child who is ready for schooland that of the child who is still unready are shown inFigure 6-4. Simon (108) has written;
Physical maturity is more than skin-deep: it is re-flected not only in superficial body features but in thematurational status of the central nervous system whichin turn underlies such behavior as readiness to submitto restrictions and the application to tasks.
The child who is overweight creates the impressionthat he is less mature than he actually is, while thelean, long-legged child may look unduly mature. Ifothers respond to the child as exceptionally matureor immature, it is likely to influence his self-concept.
Bones
Bone development consists of growth in bone size,change in the number of bones, and change in theircomposition. It follows the same general trend asgrowth in size: that is. bone development is mostrapid during the first year of life, then relatively slowup to the time of puberty, and then once again morerapid.
In the early months of postnatal life, the bone tissueis soft and spongy. There is cartilage or membrane insome places where there will later be bone. The child's
bones have more water and proteinlike substancesand less mineral content than adult bones. The outerlayer, or periosteum, is thick, and this prevents com-plicated fractures. The child s bones are not firmlyknit together. Instead, there is much space betweenthe ends of the bones. The ligaments at the joints arelonger and less firmly attached than in the adult.
Bones grow in length at the ends, the epiphyses,where a strip of cartilage separates the bone shaft,or diaphysis, from other bony masses. The originalcartilage at the epiphyses is gradually converted intobone, and as long as the epiphysis and the diaphysisdo not fuse, the bone will continue to grow. Stimula-tion by the sex hormone at puberty is responsible forthe fusion of the two portions and. ultimately, thelimitation of growth. Bones grow in width by addingnew bone tissue at their outer edges.
OSSIFICATION
Ossification, or hardening of the bones, is entirelypostnatal,   beginning   in  the  early   part  of the first
Figure 6-4. Body configurations of children at dif-ferent ages. Note the differences in body configurationsfor the two children on the left, both of whom are ma-turationally unready for school, and for the child onthe right who is maturationally ready for school.(Adapted from M. D. Simon, Body configuration andschool readiness, Child Develpm., 1959, 30, 493-512.Used by permission.)
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year and ending during puberty. The process beginsat the ossification center in the cartilage andgradually spreads throughout the bone. When theprocess is finished, each bone has its characteristicshape.
Ossification proceeds at different rates for differentparts of the body. The fontanels, or soft spots ofthe cranium, for example, are closed in over 50 per-cent of all babies by the age of 18 months and in nearlyall by 2 years. Ossification of the long bones of thelegs, on the other hand, does not occur until puberty.There are likewise marked sex differences in rates ofossification, with girls ahead of boys at every agelevel.
Ossification is largely dependent upon the secretionof a hormone from the thyroid glands. A deficiency ofthis hormone will delay ossification. There is also aclose relationship between ossification and nutrition.A dietary deficiency may mean inadequate mineraliza-tion and delayed ossification. The child may thenhave bowed legs and other skeletal deformitiesbecause the bones were not hard enough to withstandthe pressure from the weight of his body.
Importance of Ossification. Because the bones aresoft at first, the baby's body is pliable. He can. withoutdifficulty, get into all kinds of strange positions, likeputting his toes in his mouth when lying on his back.The bones are liable to be deformed, through pres-sure, unless care is taken. The shape of the head canbe flattened if the baby always sleeps on his back, orthe chest can be flattened if he spends most of hissleep time on his stomach. Even in the elementaryschool years, bone deformities can result from shortshoes or from sitting in a cramped posture at a schooldesk.
Psychologically, ossification is important becauseit affects the appearance of the child, and this is oneof the important bases on which others judge him.Should his head, for example, become flattenedbecause he was permitted to sleep only on his back asa baby, he may be judged as less attractive than hisfacial features would justify.
Muscles and Fat
Besides the weight contributed by the bones, increasein body weight comes mainly from muscle and adipose,or fatty, tissue. In the early years of childhood, adiposetissue develops more rapidly than muscle. From theages of 12 to 15 in girls and 15 to 16 in boys, there is a
marked increase in muscle tissue. What proportion ofthe child s body weight will come from muscle andwhat from adipose tissue will depend largely upon hisbody type.
Children who tend toward endomorphy have moresoft adipose tissue than muscular tissue. Those whotend toward mesomorphy have a predominance ofmuscle and connective tissue. And those who inclinetoward ectomorphy do not have a predominance ofeither; the muscles are slender, and the adipose tissueis minimal.
MUSCLES
The muscles play a major role in regulating the vitalorgans of the body, such as the heart, the organs ofthe digestive system, and the glands. They are alsoresponsible for strength and coordination of activity.At birth, muscle fibers are present, but undeveloped.After birth, they change in size, shape, and composi-tion. The muscle fibers grow in length, breadth, andthickness. At maturity, the muscles are at least fivetimes as thick as at birth.
For the average person, muscle weight increasesfortyfold from birth to maturity. Up to 5 years of age.the muscles grow in proportion to the increase inbody weight. Then, from 5 to 6 years, comes a rapidspurt in muscle growth, at which time the child sweight gain is approximately 75 percent muscleweight. After this, muscle growth slows, to be followedby a marked spurt at puberty.
In early childhood, the muscles are more delicateand less firmly attached to the bones than at maturity.As the muscles become stronger, the child has astrong drive for muscular activity. He is constantly onthe go. is restless when forced to be inactive, and fre-quently   overtaxes   his  strength   by  strenuous  play.
Children who have broad, thick muscles have supe-rior physical strength: those with smaller muscles areusually more agile and show better coordination inskilled activities. Some children have muscles thatfatigue easily; others have muscles that show greatendurance.
Sex differences in muscular development becomepronounced at puberty, when boys muscles growlarger and stronger. Girls are superior to boys at allages in flexibility and use of their muscles, while boysare superior in muscular strength (43).
FAT
The amount of adipose tissue a child has depends notonly upon  heredity and  body  build  but also upon
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eating habits. Certain changes, however, are relatedto age. From birth to 9 months, adipose tissue in-creases rapidly in all children: then comes an abruptand rapid decrease up to 2V2 years. The decreaseslows down until approximately 5\h years and remainspractically unchanged to 11 years. Then the amountof adipose tissue increases rapidly between 11 and13 years, the puberty fat period." Normally, there isa decrease in the latter part of adolescence, and theadolescent body becomes slender. There may. how-ever, be an increase in weight due to an increase inmuscular tissue.
Among children over 13 years of age. sex differ-ences in the amount of adipose tissue become in-creasingly great. Differences are also associated withsocioeconomic status. Children from the upper socio-economic groups have greater amounts of muscle andof subcutaneous fat from 8 through 11 years of age.and they tend to be heavier than children from lowersocioeconomic groups Among girls, this socio-economic difference is especially pronounced be-tween the ages of 6 and 8 years (43. 76. 77. 78).
EFFECTS OF FAT-MUSCLE RATIO
The relative amounts of adipose tissue and musclesaffect the child both directly and indirectly. Directly,they influence the type and quality of behavior. Achild with a predominance of muscular tissue has thephysique to excel in sports and games, and this raiseshis prestige in the eyes of his peers. By contrast, theexcessively fat child  is poor in sports and games.
The energy level of a child is likewise influenced byhis body build. The boy with a mesomorphic build, forexample, tends to be more athletic, assertive, anddominant than boys with endomorphic or ectomor-phic builds. The ectomorphic child, on the other hand,has a low energy level, and this is reflected in non-assertive and easygoing behavior.
The indirect effect of the fat-muscle ratio is apparentin the child's own reactions to his body build. This isgreatly influenced by his knowledge of how othersreact to it. As early as kindergarten age. many childrenrealize that a mesomorphic build is more favorablyjudged than an endomorphic or ectomorphic build(66. 67). By the time they are 7 or 8. most children cantype themselves (113). They are also aware of thepopular stereotypes associated with different bodybuilds. For example, they know that a fat person isthought of as lazy, that the thin and lanky person isregarded as a "brain. " and that the muscular personis assumed to be an athlete (60. 109. 115).
If their bodies conform to favorable stereotypes,children are satisfied. If not, they are not only dis-satisfied, but often engage in behavior that othersdisapprove. This, in turn, leads to unfavorable self-judgments. Boys with short, wide, chubby bodies arelikely to be more impulsive and obstreperous thanboys who tend toward a mesomorphic build. Girls whoare tall and lanky, realizing that they do not conformto socially favored stereotypes, are anxious, and thisoften leads to impulsive and obstreperous behavior(57. 65).
Biller and Borstelmann (11) have emphasized howimportant it is to boys to conform to a socially ap-proved body build stereotype:
A boy could have a very available masculine and nur-turant father, as well as a mother who encouragedmasculine behavior, but be limited in the developmentof a masculine adoption by inadequate or inappropriatephysical status. Though mesomorphy per se is notsufficient to produce masculinity, a mesomorphicphysique seems better suited for success in most mascu-line activities than one that is not, and parents andothers seem to expect more masculine behavior from amesomorphic boy than they do from a non-mesomorphicboy. . . . The tall and husky, or mesomorphic, boy may,even without the encouragement of parents, find successeasier in masculine activities so that he is seen by others ,and consequently learns to see himself, as very mascu-line. The frail ectomorph or pudgy endomorph mayfind such success difficult so that he may be seen byothers, and learn to see himself, as unmasculine.
Teeth
The growth of teeth is a continuous process from thethird prenatal month, when the teeth begin to form inthe jaw. until 21 to 25 years of age. when the last ofthe permanent teeth, the wisdom teeth, reach theirfull size. During this time, the child develops two setsof teeth—the baby or temporary teeth and the perma-nent teeth. These two sets of teeth differ in four im-portant respects, as may be seen in Box 6-3.
Temporary Teeth. Ordinarily, the first temporarytooth cuts through the babys gum between the sixthand eighth months, but the time of eruption dependsupon health, heredity, nutrition before and after birth,race. sex. and other factors. By 9 months, the averagebaby has three teeth. Girls, as a rule, cut their firsttooth slightly earlier than boys, but between 9 monthsand 2 years, boys are generally ahead of girls.
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The sequence of eruption of the temporary teeth ismore important than the age of eruption. The lowerteeth, as a rule, appear before the upper. Irregularityin the sequence of eruption is likely to throw the jawsout of position and result in malocclusion, or pooralignment of the teeth. This may permanently affectthe shape of the lower part of the face and cause thepermanent teeth to be out of line.
Permanent Teeth. After the temporary teeth haveerupted, much activity goes on inside the gums as thepermanent teeth begin to calcify. The order of cal-cifying is the same as the later order of eruption. Onthe average, the child at 6 years of age has 1 or 2permanent teeth; at 8 years, 10 or 11: at 10 years, 14to 16; at 12 years, 24 to 26; and at 13 years. 27 or 28.The last four of the permanent teeth, the wisdomteeth, erupt between the ages of 17 and 25 years, ifthey appear at all. Girls shed their temporary teethearlier than boys and get their permanent ones, exceptthe wisdom teeth, earlier.Even before all the permanent teeth have erupted,
Box 6-3
COMPARISON OF TEMPORARYAND PERMANENT TEETH
Temporary Teeth" The 20 baby teeth erupt at the rate of about onea month from 6 to 8 months until 2V2 to 3 yearsof age.
■ Small in size.
■ Poor in quality and subject to caries.
■ Eruption accompanied by discomfort or pain.
Permanent Teeth
■ The 32 permanent teeth erupt with longer inter-vals between, starting at 5 to 6 years and endingat 21 to 25 years.
■ Large in size.
■ Better quality and. therefore, more durable,though subject to caries with neglect or poordiet.
• Eruption accompanied by minimum discomfortexcept those which cut through the gums whereno temporary teeth had been.
most children begin to suffer from dental caries.Between 6 and 15 years, the average child has one ortwo caries a year. Dental caries most often developat times of rapid growth, when nutritional demandsare greatest and when nutrition is likely to be un-balanced. During the puberty growth spurt, dentalcaries are especially common.
PSYCHOLOGICAL IMPORTANCE OF TEETH
Teeth are psychologically important to a child. Theyare likely to have a long-lasting impact on his behaviorand on his self-concept.
Effect on Emotions. The physical discomfort accom-panying the cutting of the temporary teeth is partiallyresponsible for the heightened emotionality that be-gins in the latter part of the child's first year andpersists into the third. While teething is not respon-sible for all the disequilibrium of this age. there isno doubt that it makes the baby uncomfortable andinterferes with his normal patterns of eating andsleeping.
Insignia of Maturity. The cutting of permanent teeth,for the most part, causes little pain because most ofthem come through the gums where the baby teethhave fallen out. The new teeth are psychologicallyimportant both as an indication to the child that he isleaving babyhood behind and as a sign to others thathe is reaching a new level of maturity. Church andStone have written: "As the child loses his baby teeth,his physical appearance alters in ways that quiteaccurately mirror the inner changes taking place(22).
Effect on Appearance. In spite of the satisfaction thechild gets from shedding his baby teeth, they shouldnot be extracted, but should be allowed to fall out oftheir own accord. Nature's timetable will not bespeeded up just because the child wants it to be.Normally there is a short interval between the shed-ding of a baby tooth and the eruption of the permanenttooth that replaces it. This interval is lengthened whenthe baby tooth is pulled out prematurely. If there is nonew tooth close enough to the surface to stretch thegum, the jaw tends to shrink, and when the permanenttooth is finally ready to erupt, the space for it may betoo small. The permanent tooth is likely to come incrooked, overlapping the tooth adjacent to it. This maynot bother the young child, but it will disturb him
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when he reaches the appearance-conscious stage ofadolescence.
Effect on Speech. An even more serious consequenceof the premature shedding of baby teeth is lisping.Before the permanent teeth come in. there is normallya gap where the baby incisors have fallen out. Fewchildren go through this transition without lisping.Because the front teeth are the ones the child is mostanxious to replace with large, permanent teeth, theyare the ones he is most likely to try to pull out as soonas they become loose. The longer the interval betweenbaby and permanent teeth, the longer the period oflisping, and the less likely the habit is to disappearwhen permanent teeth finally erupt. Remedial stepsmay have to be taken to prevent the lisping from be-coming a permanent speech defect.
Development of the Nervous System
The growth of the nervous system is very rapid beforebirth and in the first 3 to 4 years after birth. Growthduring the prenatal period, as was pointed out inChapter 4. consists primarily of an increase in thenumber and size of nerve cells. Later growth consistsprimarily of the development of immature cells presentat birth. After the age of 3 or 4. growth of the nervoussystem proceeds at a relatively slow rate.
At birth, brain weight is one-eighth of total weight:at 10 years, one-eighteenth: at 15 years, one-thirtieth:and at maturity, one-fortieth. This pattern is charac-teristic of the growth of both the cerebrum and thecerebellum. The rate of gain in weight of both isgreatest during the first 2 years of life. The cerebellum,which plays an important role in body balance andpostural control, triples its weight during the firstyear of postnatal life. By the eighth year, the brain isnearly mature in size, but the development of inter-cerebral association tracts and the building up ofgray matter are hardly complete. Growth is thus inter-nal and cannot be measured in terms of size or weight.
EFFECTS OF BRAIN GROWTH
Growth of the brain and the nervous system affectsall aspects of the child's development. This is apparentin studies of the developmental differences betweenmentally retarded children and those of normal orabove normal intelligence. The impact on behaviorand personality development is particularly significant.
Effect on Appearance. The rapid growth in the size ofthe brain during the early years is one of the causesof the top-heavy look of the young child. Unless hiscap or bonnet fits tightly, it tends to accentuate thedisproportions of the upper part of the head and in-crease his dwarflike appearance.
Top-heaviness is further accentuated as the child'strunk and extremities elongate and become slenderas compared with their chubby shapes in babyhood.Because the face remains small and the featuresundeveloped until puberty, the brain region of thehead becomes increasingly too large for the restof the body.
While children are not looks-conscious to thepoint where this bothers them, the decline in theattractiveness of their appearance affects the re-actions of others to them. Unquestionably one ofthe factors contributing to decline in parent-childrelationships as childhood progresses is that thespindly, top-heavy child is far less appealing to hisparents than he was when he was chubby baby.
Effect on Helplessness. The cerebrum is responsiblefor control of mental functions, just as the cerebellumis responsible for postural control and balance. Rapidgrowth in both these areas of the brain makes itpossible for the baby to shift from a state of completehelplessness to relative independence within the first2 years of postnatal life. This matter will be discussedin detail in Chapter 7.
Effect on Intelligence. With rapid growth and devel-opment of the cortical tissues of the cerebrum comerapid changes in mental abilities. While the growth ofintelligence cannot be measured very accurately withthe "baby tests " now available, observations indicatethat the baby is capable of remembering, of attachingmeaning to people and objects, and of simple reason-ing. Each year, the normal child shows a marked in-crease in intellectual capacities. How this affectshis intellectual performances and achievementswill be explained in the chapter on Developmentof Understanding.
Puberty Changes
Before childhood comes to an end. the physicalchanges that transform a child into a sexually matureadult begin. Jhe time of these changes is puberty—from the Latin word pubertas. meaning   age of man-
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hood." Contrary to popular belief, the transformationis not quick or easy. It takes, on the average, from 2to 4 years. Approximately one-half of puberty overlapsthe last part of childhood, and approximately one-half overlaps the early part of adolescence. These twoparts of puberty are called "preadolescence" and"early adolescence." In preadolescence. the child isnot, strictly speaking, a child, nor is he an adolescent.He is often referred to as a "pubescent child ' Figure6-5 shows the overlap of puberty, childhood, andadolescence.
When the sex organs begin to function, childhoodcomes to an end and adolescence begins. Girlsbecome sexually mature at about 13 years, when thefirst menstruation—the menarche—occurs. From 11to 13, many physical changes take place. After themenarche, other changes occur, and those begunearlier are completed. Boys reach sexual maturity—as indicated by the first nocturnal emission—at anaverage age of 14 years. Puberty changes begin be-tween the ages of 12 and 14 in boys and are completedby 16 or 17.
CAUSE OF PUBERTY CHANGES
Until the turn of the century, the cause of pubertychanges was a mystery. Today it is known that theyare caused by an increase in the activity of two glandsof the endocrine system, the pituitary gland and thegonads. The pituitary gland, located at the base of thebrain, produces two hormones closely associated withpuberty changes: the growth hormone, which is re-sponsible for growth in body size, and the gonad-
otropic—or "gonad-stimulating —/lormone, whichstimulates the gonads to greater activity. Shortlybefore puberty begins, there is a gradual increase inthe production of these two hormones: the increasebecomes greater as puberty progresses.
The gonads are the sex glands of the human repro-ductive system (see Chap. 4). While they are presentand active at birth, their activity is increased at pubertyby the gonadotropic hormone from the pituitary gland.This results in marked physical as well as psycho-logical and behavioral changes in the child. Shortlyafter sexual maturity, hormones from the gonads stopthe activity of the growth hormone: this ends physicalgrowth. A proper balance in the interrelationshipbetween the pituitary gland and the gonads leads tonormal physical development. An imbalance, on theother hand, results in deviations.
During puberty, the entire body goes through ametamorphosis, both externally and internally, instructure as well as in function. For the most part,the changes follow a predictable timetable, and oneknows what to expect at different stages. The changesare most rapid and most pronounced during the earlypart of puberty. Accompanying and paralleling thephysical changes are changes in attitudes and be-havior. In Box 6-4 are shown the important physicalchanges that occur during puberty.
VARIATIONS IN AGE OF PUBERTY
Not all children experience puberty at the same time.nor do they complete it at the same rate. These varia-tions are responsible for many of the emotional, social.
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and personality problems characteristically associatedwith puberty.
Children who begin the transformation process ayear or more ahead of the normal time for their sexgroup are "early maturers '; those who begin a yearor more later are "late maturers." They are popularlyknown as early bloomers and "late bloomers."Some children seem to complete their pubertychanges at lightning speed: they are called "rapidmaturers. Others, who take more than the normaltime, are "slow maturers."
There is some evidence that early and rapid ma-turing—and late and slow maturing—go hand in hand.The time as well as the speed of maturing is controlledby the endocrine glands. An active pituitary glandaccelerates the process, just as a less active pituitaryslows it down and sets it into motion at a later age(56. 92).
Of the many factors responsible for variations inthe time and tempo of puberty changes, those de-scribed below are the most important.
Endocrine Functioning. An endocrine imbalance, dueto an overactive or a sluggish pituitary gland, throwsthe child off the normal timetable of development. Ifpuberty begins before the age of 8 years in girls andbefore 10 in boys, it is considered "precocious." Ifit begins 3 to 4 years after the usual time for thechild's sex group, it is "delayed."
In both precocious and delayed puberty, the patternor sequence of puberty changes is normal. At maturity.the child who experienced precocious puberty is us-ually shorter than the norm for his sex group, whilethe one who experienced delayed puberty is slightlytaller. Precocious puberty is slightly more commonamong girls, and delayed puberty, among boys (75,92. 107).
Sex. Girls not only begin puberty earlier than boys,but in general, require less time to complete it. As aresult, especially between the ages of 12 and 14, girlsare larger and more mature in appearance andbehavior.
Girls show fewer variations in time and tempo ofpuberty development than boys. They require approxi-mately 3 years to complete the puberty changes, whileboys ordinarily require from 2 to 4 years. Furthermore,girls are more nearly their adult size when they be-come sexually mature. As they grow older and ap-proach physical maturity, girls tend to be endomor-phic in physique, while boys tend to be mesomorphic.
Girls who mature early are more endomorphic in bodybuild in adolescence than girls who mature at theaverage age or slightly later.
Box 6-4
MAJOR PHYSICAL CHANGES AT PUBERTY
Changes in Bodv SizeGrowth rate increases suddenly about 2 years beforesexual maturing. In the year preceding sexual maturing—the "apex " of the puberty growth spurt—the child maygrow 4 to 6 inches and gain 10 to 20 pounds. Aftersexualmaturity, growth continues, but at a slower pace. Duringthe entire 4-year growth spurt, height increases about25 percent and weight almost doubles. Boys continue togrow more rapidly than girls, reaching their adult sizeat about 19 or 20. as compared with 18 for girls.
Cnanges in Boay Proportion-The body disproportions characteristic of the child in-crease in certain areas and decrease in others. Not untilpuberty is completed will all parts of the body be mature,and hence in adult proportions. Changes occur insidethe body as well as on the surface. In childhood, for ex-ample, the heart is small, while the veins and arteriesare large. After puberty, the reverse is true.
Primary Sex Characteristics
The sex organs—the primary sex characteristics—aresmall and functionally immature in childhood. At theonset of puberty they begin to enlarge. Ordinarily, thetestes are ready to function at the age of 14. The ovariesbegin to function at the menarche. about age 13. Otherparts of the female reproductive apparatus developmore slowly, and are not ready for childbearing forseveral months or a year or more. This interval is theperiod of "adolescent sterility."
Secondary Sex Characteristu -The secondary sex characteristics are those physicalfeatures which distinguish the male from the femalebody. They are indirectly related to reproduction in thatthey make members of one sex attractive to members ofthe other. They develop concurrently with the primarysex characteristics and reach maturity during the firstyear or two of adolescence. They include the growth ofhair on the face and body, the development of the femalebreasts and hips, the change in voice, increased musculardevelopment, and the change in skin texture.
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Nutrition. A protein-rich diet through the growthyears favors early maturing. This explains, in part,why children fronn temperate and cold climates gen-erally mature earlier than those from a tropical climate,where diets tend to be carbohydrate-rich. It explains,too. why children from superior socioeconomic homesmature earlier (13).
Body Build. The child with an endomorphic build-broad hips and short legs—is likely to mature early,while the child with an ectomorphic build—slenderbody, broad sholders. and long legs—usually matureslate. The mesomorph—whose build is muscular andcompact—is slightly accelerated. Obese childrengenerally reach puberty about a year earlier than thosewhose weight is more nearly normal (44).
The evidence that early and rapid maturing go handin hand does not seem to apply universally. Childrenwith endomorphic builds take longer to completepuberty than those of ectomorphic or mesomorphicbuilds. Among boys, it has been found that the fatterthe child the slower the rate of maturing (117). Thelate-maturing child who matures rapidly has ratherabrupt spurts of growth, whereas slow-maturing andearly-maturing children grow at a more even rate andhave less organic imbalance. In the late maturer.growth tends to be irregular and asymmetrical, withgrowth of the internal organs and some parts of thebody lagging behind growth in stature (10).
Adult size and shape are also influenced by theage and rate of maturing. The effect on adult statureis shown in Figure 6-6.
THE NEGATIVE PHASE
Physical changes are always accompanied by changesin behavior and attitudes. In puberty, the changes areso pronounced that the established pattern of life isdisturbed. The child feels uncertain, insecure, andconfused. His behavior is often unpredictable and un-social. For that reason, puberty is sometimes referredto as the negative phase. As the tempo of growthslows down and the body changes are completed,both attitudes and behavior gradually become moreequable.
The period of most rapid growth and the most diffi-cult part of the negative phase come at the end ofchildhood. While some of the effects persist into earlyadolescence, they wane rapidly. In girls, the worstpart of the negative phase is over by the time of themenarche.
Causes of Negative-Phase Behavior. Changes in be-havior and attitudes during puberty come from socialas well as physical causes. It seems likely that physicalfactors are more important in bringing about behav-ioral changes, while social factors are mainly respon-sible for changes in attitudes. Exactly what role eachset of factors plays is still unknown.
On the physical side, there is a temporary upset inhomeostasis—as shown in rise in blood pressure,basal metabolic rate, and pulse rate—in the earlyhalf of puberty. In part, it is caused by changes in theendocrine balance, resulting from the increasedactivity of the pituitary gland and the gonads. Theupset is pronounced in both sexes during the yearbefore sexual maturity, though it is more dramaticallyshown in the girl just before the menarche. The morerapid the growth and development in the early part ofpuberty, the greater the upset in homeostasis (35, 92).There is evidence that some of the stresses and strainsoccurring at puberty are due to poor eating habits,which affect nutritional status (92. 93).
On the social side, group expectations and pres-sures have a long-lasting influence on the pubescentsbehavior and attitudes. As the child grows bigger andincreasingly resembles an adult, there will be changesin his status in the home, the school, and the commu-nity and in his relationship with members of the op-posite sex. These changes increase his concern abouthis changing body, about his relationship with peers,and about his ability to behave in an approved adultway. Many of the attitudes formed at this i\me persisteven after the body changes of puberty have beencompleted and homeostasis has been restored(34, 56).
COMMON EFFECTS OF PUBERTY ON BEHAVIOR
While puberty affects children differently, certainoutward expressions of tension are almost universal.These include restlessness, moodiness, withdrawalfrom family and friends, irritability, rebellion againstauthority, assertion of independence, critical attackson others, disinclination to work at home or in school,and a generalized state of unhappiness.
As a result of glandular changes and changes in thesize and position of the internal organs, the pubescentchild suffers at times from such physical disturbancesas digestive upset, finicky appetite, headache, back-ache, and a general feeling of wretchedness. Thesedisturbances are more common in giris. though fewboys escape them completely. They do not predispose
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the pubescent child to behave in a socially accept-able way. Many children at this time become anemic,owing to poor eating habits more often than to markedchanges in blood chemistry. Anemia leads to listless-ness and predisposes the child to emotional tension.
COMMON PUBERTY CONCERNS
The pubescent child has a myriad of concerns relatingto puberty changes. They fall into two major cate-gories: concerns about normalcy and concerns aboutsex appropriateness. If a pubescent child deviates inany way from his age-mates, he wonders if he isnormal. For this reason, both boys and girls are ex-cessively modest. They attempt to keep their bodiescompletely covered so that their age-mates will notsee how well or how poorly developed their bodies are.
A child who deviates, even slightly, from his age-mates in time or rate of maturing worries about hisnormalcy. The greater the deviation, the greater hisconcern. If he is ahead of his friends, he wonders whyhe no longer enjoys their interests and activities. Ifhe lags behind, he wonders if he will ever turn into anadult.
Children have a rather definite concept of what issex appropriate or attractive in appearance. Theirideals are based on movies, comics, television pro-grams, or examples set by people they yearn to belike. When they do not match their ideals and do notrealize that they are still in the middle of a slow ma-turational process, they fear that they will be sex in-appropriate in appearance for the rest of their lives.They become alarmed over the disproportionate sizeof the nose, the hands, and the feet and fear that theywill never measure up. Some of the sex differencesin negative-phase behavior may be traced to the factthat girls are usually less satisfied with their appear-ances than boys.
LONG-TERM EFFECTS OF PUBERTY CHANGES
If the unfavorable behavior and attitudes of pubertydisappeared when homeostasis was restored, theywould not be serious, although puberty would still bea difficult time for the child and all who had to live andwork with him. Studies have revealed, however, thatthe undesirable traits and behavior patterns persistand often grow worse with the passage of time (36, 56).This subject will be discussed in Chapter 10.
The most persistent unfavorable effect of pubertycomes from deviant age of sexual maturing. The late
maturer is likely to suffer more psychological damagethan the early maturer. Eichorn (36) has explained whythis damage occurs:
Adults and peers may react first to the physical appear-ance of the early-maturer and give him tasks and priv-ileges ordinarily reserved for older individuals. Oftenhe is able to meet the challenge, and in so doing, heconfirms their impression, increases his own skill, andderives personal satisfaction. If he was also larger thanhis age-mates before puberty, this circular process mayhave been recurring for some time.
Conversely, the late-maturer's feelings of inferiorityand dependency have a realistic basis for many years.He is less able physically and has greater need for suc-corance from others. If he feels resentment at the childishstatus and treatment, he may express it in rebellious,impulsive behavior. Much of the exuberance and im-pulsivity of the late-maturer, however, may simply bethat which is characteristic of most young animals.. . . Unfortunately, these patterns and attitudes, whileperhaps appropriate and successful coping devicesduring childhood and early adolescence, may be main-tained when they are no longer adaptive. Attitudes and
Figure 6-6. Influence of age of maturing on bodybuild. Note the differences in body build for the phys-ically retarded boy (A) and the physically acceleratedboy (B) at both ages. (Adapted from N. Bayley, In-dividual patterns of development. Child Develpm.,1956, 27, 45-74. Used by permission.)
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behavior which were once a function of ability andstatus, have become habitual and now reduce perform-ance and status.
Deviant sexual development affects boys and girlsdifferently, both at puberty and afterward. For boys,early maturing is socially advantageous, while forgirls, it is not. Superior height, weight, and strengthadd to a boy's athletic ability and give him prestige inthe eyes of peers of both sexes. By comparison, theearly-maturing girl often acquires the reputation ofbeing "fast." This affects her social adjustments thenas well as later. The late-maturing girl escapes thesesocial problems, while the late-maturing boy is de-prived of the sources of recognition and prestige thatcome from being a good athlete.
Health Conditions
The child's general health condition is reflected inhis appearance as well as in the quantity and qualityof his behavior. One can make a fairly good estimate ofa child's health just by looking at him and observinghis behavior.
In appearance, practically all healthy children havecertain common characteristics. The mucous mem-branes (especially of the lips) are definitely pink; thefacial expression is serene or happy, often radiant; theeyes are bright and responsive; the skin is smooth andelastic; the limbs are rounded because of a sufficientlayer of subcutaneous fat; the muscles are well formed,and their tonus is good; the stance is well balancedand posture is erect: the limb muscles are almoststraight; the spine is straight; the shoulder girdles donot droop; the arches of the feet are well formed: andthe movements of the limbs and body in walking andrunning are characterized by elasticity, vigor, andpoise.
By contrast, the child whose health is poor is eitherunderweight or soft and flabby; his posture is poor,his shoulders are rounded, his legs tend to be bowed,and his teeth are likely to be carious. He is usuallyshorter than one would expect from his family back-ground, and his growth is at a slower rate than isnormal for his age.
The behavior of the child is a good indication ofthe current state of his health. The healthy child isalert, full of energy, and anxious to be on the go. Whengiven a choice of play activities he will prefer thosewhich require bodily activity. The child in poor health
will select sedentary activities, such as watchingtelevision or going to the movies.
Health Variations in Childhood. As Bayer and Snyderhave pointed out, "Every period of childhood has itsspecial health hazards, none of them. . . too seriouswhen ordinary care is given. Only a small percentageof children become afflicted with permanent illhealth" (9).
During babyhood, diseases are frequent and some-times fatal. From 3 to 6 or 8 years of age, most chil-dren are subject to a series of quarantines for differentchildhood diseases, such as mumps, measles, andchicken pox. Normally, from 6 or 8 years to the onsetof puberty is a healthy age. when physical strength andendurance are adequate to permit the boy or girl toengage in active play for hours at a time withoutnoticeable fatigue. In the early part of puberty, beforesexual maturity, poor health is characteristic. Thechild is besieged with headaches, backaches, diges-tive disturbances. He is listless, and may be anemicas a result of glandular upsets. Certain illnesses areregarded as "typical" for certain ages.
Psychosomatic Illness. All children at some time orother complain of "not feeling well " in order to es-cape an unpleasant duty or avoid punishment. Howwell developed imaginary invalidism—or psycho-somatic illness—is in childhood has not yet beendetermined. It occurs more frequently during adoles-cence than during childhood. In an analysis of phys-ical complaints without organic basis, it was foundthat pains were rarely simulated just to gain attention.In most cases, complaints of illness were used toameliorate distressing or intolerable situations. Anumber of physical disturbances, such as anorexianervosa, enuresis, diabetes, asthma, allergy reac-tions, and ulcerative colitis, often seem to reflect apoor parent-child relationship or the child's insecurityin the relationship (99, 101J.
Illness-prone Children. Some children are illness-prone in the sense that they seem to have more thantheir share of illness and tend to be sicker, when theyare ill, than other children. Studies reveal that thecause may be physical or psychological. Children whohad a poor prenatal environment or whose birth wasdifficult have the most trouble adjusting to postnatallife. Children whose nutrition is good, before andafter birth, tend to be healthier and less illness-prone.Birth order is said to be related to illness-proneness.
with firstborn children less subject to illness thanthose born later (15, 29, 73).
Unfavorable psychological factors appear to pre-dispose a child to illness. Young babies who are ner-vous and high-strung have great difficulty adjustingto postnatal life: they are more likely to experiencefeeding difficulties and digestive disturbances thancalm babies. Young children brought up by authori-tarian child-training methods tend to be more nervousand sickly than those brought up by more democraticmethods. If the child is deprived of "mothering"during the early years of life, he is likely to have moreillness then and as he grows older than the childwhose home life has been emotionally more normalAlcock has pointed out that the "asthmatic person-ality appears characterized by a high degree of emo-tional tension without appropriate release" (3).
Effects of Illness on Development. Regardless ofwhether an illness is physical or psychological inorigin, it brings changes in development, behavior,attitudes, and personality. The illness itself may bechronic or transitory, mild or intense. It may be briefor prolonged. How severe and how lasting the effectswill be depends largely on the child's attitudes. Hisattitudes are affected by those of his parents. Whenparental attitudes toward a child's illness are whole-some and when family life is carried on in a regularfashion, the effects of the illness will be far lessdamaging than when parents regard illness as a ca-lamity or blame the child for the inconvenience itcauses.
It has been found that the severity of asthma isinfluenced more by the overprotective attitude ofmothers than by the presence of house dust or otherallergy-producing stimuli (12. 99). Studies of childrenof different ages have revealed many specific effectsof illness on the child's development. The most im-portant are shown in Box 6-5.
Physical Defects
Physical defects, even when slight, limit what thechild can do. Podolsky has said that "any kind ofphysical defect is a definite mental hazard" (95).Defects may be hereditary, or they may result froman unfavorable prenatal environment or an injuryduring birth. Some are caused by illness or accident.A few defects, such as stuttering and slurring, arepsychosomatic, mental or emotional  in origin. This
subject will be discussed in detail in the chapter onspeech development. Some are "phantom handi-caps"—imaginary defects. The children imagine theyare handicapped and. as a result, are excused fromdoing the things they do not want to do.
Certain physical defects are especially common.These include dental caries, visual and auditory im-pairments, orthopedic disabilities, central-nervous-system disorders, heart disturbances, speech defects,harelips, cleft palates, facial or bodily birthmarks,abnormalities of physique (such as webbed fingers,cross-eyes, hunchbacks, a fifth finger, or malformedears) and scars or contractures resulting from burns.Some of these can be cured or minimized, others canbe covered up. and some become progressively worsewith time.
EFFECTS OF PHYSICAL DEFECTS
People with physical defects realize that they aredifferent and are beset with feelings of inferiority orinadequacy. Scientific attention was first directed tothis problem by Alfred Adier. According to his theoryof "organ inferiority," neuroses and other manifesta-tions of maladjustment are compensations for organinferiority. AdIer further claimed that feelings of in-feriority, stemming from organ inferiority, lead to adesire to excel. This gives rise to the 'will to power,"a common form of compensation for an inferioritycomplex. Stated in another way, a child who suffersfrom a physical defect develops an inferiority complex;because such a complex gives the child little happi-ness or satisfaction, he compensates for it by tryingto achieve prestige, superiority, or fame—all of whichwill give him the satisfaction denied by his physicalhandicap (2).
It is unquestionably true that some children do tryto compensate in this way. But most children do not.On the contrary, most children who suffer fromfeelings of inadequacy develop unhealthy personalitypatterns which lead to poor personal and social ad-justment rather than to success.
Variations in Effects of Physical Defects. Every phys-ically handicapped child is deprived of certain ex-periences. As a result, he is psychologically damaged.The extent of the damage varies, however, from childto child.
Severity of the Defect. The severity of the defectwill influence the child's reaction to it. His reaction,in turn, will be a measure of its damage. If he reacts
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with bitterness and feelings of defeat, the damage willbe great. The better the defect can be camouflaged,the less the child will have to revise his body-imageand the less harmful the effects will be.
Time of the Defect. Should the defect occur atbirth or in babyhood, the child will become accus-tomed to it and make better adjustments than if itoccurs later. If crippling occurs early in life, forexample, the child can adjust to the dependencynecessitated by the crippling better than if it occurredafter he had learned to be independent.
Limitations Caused by the Defect. The degree ofrestriction of activity will greatly influence the child'sattitude toward his defect and thus the effect it has onhim. The child who is blind or crippled, for example,will be more restricted than the child who is deaf orsuffers from a facial disfigurement.
Attitudes of Others. If other people feel sorry fora child with a physical defect, he will pity himself anddevelop feelings of martyrdom. If they reject him, hewill reject himself. If, on the other hand, they accepthis defect and treat him as they treat other children,he will develop a healthier and more acceptant atti-tude. When the defect is readily apparent, people aregenerally sympathetic in their treatment of the child.If the defect is not readily apparent, however, as in thecase of hearing difficulties, they often misinterpret thechild's actions as an indication of stupidity, rudeness,or lack of interest.
Child's Attitude. Different children react differ-ently to their handicaps. Some recognize and accepttheir defects, though most try to pretend that they arenot different from other children. Many feel guiltyabout a disability, especially if it resulted from en-gaging in a forbidden activity or one they were warnedagainst.
Recognition of Being Different. As long as a se-verely handicapped child has children who are nothandicapped in his environment, he wilt compare him-self with them. The more he recognizes that he isdifferent, the more psychologically damaging his de-fect will be. If he attends a special school for childrenwith similar handicaps, he may escape some of thispsychological damage.
AREAS OF INFLUENCE OF PHYSICAL DEFECTS
The repercussions of physical defects are felt in manyspecific areas of development.
Developmental Status. The developmental status ofa child suffering from a physical defect is usually
below that of the normal child. Since handicappedchildren are overprotected, they are deprived oflearning opportunities and are not motivated to dothings for themselves.
School Achievement. The physically handicappedchild is often an underachiever in school. This may beeither a direct or an indirect result of his defect. Achild with poor vision, for example, may not be ableto see the blackboard well enough to follow the teach-er's instructions; consequently he may do his work in-correctly. A physical handicap affects a child's schoolachievement indirectly by making him feel lonelyand excluded, thus leading to a dislike for school anda lack of motivation to do well.
Play Skills. Physical defects often prevent a childfrom acquiring the skills needed for play. Thus, heis deprived of social contacts with his peers andfeels that others scorn him because of his awkward-ness and backwardness. If he is forced to play alonewhen he wants to play with others, he feels lonelyand rejected.
Social Adjustments. Since the physically handi-capped child has fewer opportunities to learn how toget along with others, he usually makes poorer socialadjustments and behaves in a less acceptable waythan the normal child. Being forced out of certainsocial activities because of his handicap leads toa constriction in interests, boredom, and envy ofthose who can engage in many activities. Many chil-dren with physical defects are doomed to socialisolation. Usually, they are ignored rather than ac-tively disliked. A physical handicap, especially whenit is apparent to others, makes people uncomfortable;as a result, they avoid the handicapped person (61).
Personality Pattern. It is not uncommon for phys-ically handicapped children to develop undesirablepersonality patterns. They tend to be withdrawnand unsocial and to have more fears and feelings ofguilt than other children. In addition, they oftenfeel that they are different, unloved, and unwanted.This makes them feel inferior. Consequently, theyaccept many of the negative social attitudes towardthe handicapped. As a result, they tend to be de-pressed, to develop feelings of self-hate, and to ac-quire inferiority or martyr complexes. This some-times leads to aggressiveness and impulsiveness, bothof which have further unfavorable effects on theirpersonalities (132).
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Adjustment Problems. The physically handicappedchild is faced with the adjustment problems char-acteristic of his age and level of development in ad-dition to those arising from his handicap. Thus hetends to be less well adjusted than other children ofhis age. To be well adjusted, the child must recognizeand accept his disability. This means that he mustnot resent the extra help he needs from others; hemust adjust his level of aspiration to the level of hiscapacity and realize that he cannot go as far as hecould if he were not handicapped: he must try tolearn to be independent but recognize that he issomewhat limited; and he must see that he will haveonly a few friends, not extensive social contacts.
LONG-TERM EFFECTS OF PHYSICAL DEFECTS
That few children do adjust successfully to theirdisabilities is shown by the large number of poorly
adjusted handicapped adults—most of whom werehandicapped children. In studies of adults withphysical handicaps who seek employment or reha-bilitation, it has been found that many have emotionalproblems that may interfere with occupational suc-cess. Often their emotional problems trace back tochildhood years (29).
How physical handicaps affect adjustment in adultyears is illustrated by a follow-up of graduates of aschool for crippled children. Those who had been so-cially active in school were very inactive after they leftschool. They spent their time reading, going to movies,watching television, and playing cards—generallywith members of the family. When questioned abouttheir failure to participate in community activities,many claimed they were unable to do so because ofthe difficulty of getting out to see people or of goingto centers of social activity. This led to unhappinessand   dissatisfaction   with   their   present   lives   (20).
Box 6-5
COMMON EFFECTS OF ILLNESS
Physical Growth and DevelopmentOrdinary illnesses seldom have a permanent effect upongrowth, but a long and severe illness may stunt thechild's growth, if it coincides with a period of rapiddevelopment. Most illnesses are accompanied by a tem-porary loss of weight.
Aftereffects ofIIhieskBecause of inactivity during illness, the muscles losesome of their tone and are easily fatigued. Some illnesseshave permanent effects, such as a damaged heart fol-lowing rheumatic fever or eye defects from measles.
Heightened EmotionalityIllness always upsets homeostasis. This makes the childirritable and more subject than usual to anxieties andtemper tantrums.
Social Behavior
The child who is segregated from the peer group duringa long illness fails to learn patterns of social behaviorat the time his peers are learning them. If he is pampered,he may develop unhealthy attitudes about his ownimportance.
Limitation on ActivitiesIllness and  recuperation  require that activities  be re-stricted. This is frustrating at any age. If the child is un-sure of his status in the peer group, he will worry aboutthe effect of his absence on his peer relationships.
SchoolworicEven though a sick child receives special help from teach-ers and parents, his schoolwork usually suffers. If hisillness has unfavorable effects on his socialization, hemay come to dislike school.
B eh or in r Diffic ult iesIllness is often the starting point for social-adjustmentproblems such as finicky eating, and other behaviordifficulties. Many children become so accustomed tospecial attention that they are aggressive and demandingafter they recover. This will affect their relationshipswith the peer group.
Personality Disturbances
Allergies, asthma, and diabetes are especially damagingto personality because they are chronic. They often leadto emotional and dependency problems. Even temporaryillness,  if severe, may cause personality disturbances.
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Accidents
Many of the defects children suffer from are the after-math of accidents. The most common accidentsamong children are falls, burns, dislocations, sprains,cuts, animal bites, fractured bones, piercings withinstruments, and poisoning.
Some accidents are minor and injure the child onlytemporarily, some cause permanent damage, and oth-ers lead to death. In the childhood years, accidents arethe leading cause of death, especially from 2 to 10years of age. Relatively few deaths are caused by ac-cidents before the age of 2 because the baby andtoddler  are  carefully supervised,  and  fewer occur
after 10. because the older child learns to be morecautious (41. 48. 52. 89).
CAUSES OF ACCIDENTS
Curiosity leads young children to explore, and sincetheir curiosity is not checked by fear, they do notrealize the potential dangers in new objects andsituations. With experience and increased insight,they become more cautious. Then fear or timidityholds curiosity in check, and accidents are lessfrequent. Accidents in the home are most likely tooccur when the child is unsupervised. A busy mothercannot keep her eye on a young child constantly.
Box 6-6
CONDITIONS RESPONSIBLE FOR VARIATIONS IN CHILDHOOD ACCIDENTS
About two-thirds of all childhood accidents occur beforeage 9. Ages 2 and 3 are the most vulnerable, with 5 and 6next. The years from 5 to 14 are the most dangerous forfatal accidents.
Srx
Boys at all ages have more accidents than girls, and thistendency increases as they grow older. Four out of tenboys suffer some sort of accidental injury as comparedwith two of every ten girls. Between 10 and 14 years.boys have nearly three times as many accidents as girls.
Personality
The bright, alert, adventuresome child has more acci-dents than his less bright, less curious age-mate. Childrenwho are resentful because they are thwarted by strict dis-cipline or feel that they have been unfairly treated byparents, teachers, or peers are especially accident-prone. Boys who have feelings of inadequacy because ofsex-inappropriate builds often try to compensate bybeing daring, and this leads to accidents.
Ordinal Position
Firstborn children tend to have fewer accidents than theirsiblings, partly because they receive more supervision,partly because they are trained to be more cautious, andpartly because they have less self-confidence and arethus somewhat timid.
Time of Day
Among all children, more accidents occur during theafternoon and evening than during the morning. Thehigh-hazard time for young children is from 3 to 6 P.M.,when the mother is busy and cannot supervise them care-fully and when they are tired, fretful, and quarrelsome.Among older children, the high-hazard time is between7 and 8 P.M.
Time of Week
The high-hazard days for children's accidents are Thurs-day through Saturday. The safest day is Sunday, whenadults have more leisure time to supervise children.
Weather Conditions
Childhood accidents rise in rainy and stormy weather. Inwinter, for example, housebound children become bored.If boredom leads to rambunctiousness. accidents oftenfollow.
PlaceOlder children have more accidents outside the homewhile younger children have more accidents in the homeor yard.
Type of Injury
The part of the body most often injured is the head. Thearms and trunk are next, and the legs, least. See Figure6-7.
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When her back is turned, the child may hurt himselfin his zest to satisfy his curiosity. The more adultsthere are in the home to supervise the child, the lesslikely he is to have an accident. With too much super-vision, however, he does not learn to cope with dan-gerous situations independently (63).
Lack of supervision on playgrounds and in streetsis the cause of many of the accidents of older children.Without a parent or teacher to warn them of danger,they do many things on the impulse of the moment andare hurt. To prove to themselves and to others howbrave and how "masculine" they are, many older boysdo foolhardy things, often on a dare from a peer, andare injured when they fail to use reasonable cautionor common sense. Because the cultural stereotype ofsex-appropriate behavior for girls does not includebravery and daring, they are far less likely to haveaccidents than boys. Certain kinds of accidents aremore common than others. In addition, accidentsoccur more frequently at some ages, in certain circum-stances, and among particular kinds of children.Box 6-6 lists the conditions that most often con-tribute to accidents during the childhood years.
EFFECTS OF ACCIDENTS
Accidents cause both physical and psychologicaldamage. Even a minor accident may leave a physicalscar. A small cut on the face, for example, may leavea scar which will make the child very self-consciouswhen he reaches the appearance-conscious years ofadolescence. More serious accidents may maim thechild for life or bring about his death.
While some accidents leave no physical scars,all leave psychological scars. So even the most minoraccident is a source of embarrassment. The childis afraid that people will think him clumsy or careless,and he dreads their teasings or scoldings. Further-more, he dreads the possibility of repeating theaccident. All this intimidates him. and he feels inse-cure and wonders if there is something wrong withhim. especially if he has more accidents than hissiblings or friends. His insecurity may make himovercautious and afraid to take chances or face newsituations. Even worse, he may develop a generalizedanxiety which will make him timid, retiring, and self-effacing in any situation involving new tasks or newpeople. The attitudes of significant people—especiallyparents and peers—will determine the extent of thechild's psychological damage. If parents are sympa-thetic and if they try to convince the child that he was
not at fault, he will be spared the humilation of feel-ing that there is something the matter with him.
If the accident occurs when the child does some-thing he has been warned not to do or has been for-bidden to do, feelings of guilt, along with other psy-chological scars, are certain to disquiet him. The morehis parents emphasize his naughtiness and the in-convenience and expense the accident has caused,the more guilty and ashamed he will feel.
When an accident results in an injury seriousenough to cause bleeding, swelling, or cries of pain,the peer group will usually react with sympathy. Ifthe child is incapacitated by the accident—with a legor arm in a cast or a bandage in a conspicuous areaof the body—he may become a 'wounded hero" inthe eyes of the group. For a child who has previouslyenjoyed little attention and prestige in the group,this new found attention more than compensates forthe pain or physical discomfort of the accident.
Figure 6-7. Parts of the body most often injured per1,000 nonfatal childhood accidents reported to theBureau of Child Health, New York City. (Adaptedfrom H. Jacobziner, Accidents—a major child healthproblem, J. Pediat., 1955, 46, 419-436. Used by per-mission.)
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        Psychological damage from accidents can be morefar-reaching and persistent than physical damage.Physical damage is often only temporary, but psy-chological damage may be permanent. In no otherarea of physical development are the psychologicalimplications more dramatically shown than in ac-cidents. For that reason, concluding a chapter onphysical development with a discussion of childhoodaccidents serves to highlight the relationship be-tween physical and psychological development.
Highlights of Chapter 6
1. Physical development affects the child directlyby determining what he can do and indirectly by in-fluencing his attitude toward himself and others.
2. Normal physical development enables the childto adjust to situations according to social expec-tations for his age. while deviant development in-terferes with his adjustment.
3. Growth occurs in orderly and predictable cycles,with varying tempos for different ages and differentparts of the body.
4. Height and weight are determined by the growthhormone from the pituitary gland. Body size affectsthe child's appearance, his behavior, and his self-concept.
5. Changes in the proportions of different body areas,due to different rates of growth, affect the child'sappearance, his motor coordination and his matura-tional status.
6. Bone ossification affects the child's appearanceand his behavior, both of which influence his self-concept.
7. The muscle-fat ratio of the body directly influencesthe type and quality of behavior and indirectly in-fluences the child's reaction to his body build asaffected by social attitudes toward it.
8. Temporary teeth affect the child physically by up-setting homeostasis, while permanent teeth affecthim psychologically by acting as insignia of maturityand by influencing his appearance and speech.
9. Brain growth influences the level of intelligence,the degree of helplessness, and appearance.
10. The major puberty changes are changes in bodysize and proportions and the development of theprimary and secondary sex characteristics.
11. Because of the rapid and pronounced physicalchanges that occur at puberty, with their accom-panying changes in behavior, interests, and attitudes,every child experiences concerns about normalcyand sex appropriateness.
12. Health conditions influence the child s physicalgrowth, his energy level, the pattern of his develop-ment, his emotional states, his social behavior, hisschoolwork. and his personality.
13. How greatly a physical defect will affect the childdepends on the severity and time of the defect, howmuch it limits his activities, how others react to it.and how different it makes him from his peers.
14. The psychological effects of accidents are oftenmore damaging and persistent than the physicaleffects because they undermine the child s self-con-fidence   and   often   lead  to  a  generalized timidity.
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CHAPTER SEVEN   Motor DevelopmeHt
ONE OF THE OUTSTANDING Characteristics of thehuman infant is his complete helplessness.Pressey and Kuhlen have written: The newborninfant is a strangely in coordinated, helpless mite ofhumanity. Its very first years are devoted to the fas-cinating but difficult problem of getting control of itsown body   (88).
During the first 4 or 5 years, the child gains controlover gross movements. These movements involve thelarge areas of the body used in walking, running,jumping, swimming, and so on. After 5 years of age.major development takes place in the control of finercoordinations, which involve the smaller musclegroups used in grasping, throwing and catching balls,writing, and using tools.
Unless environmental obstacles or physical or men-tal handicaps interfere with normal motor develop-ment, the 6-year-old will be ready to adjust to thedemands of school and to participate in the play ac-tivities of his peers. Society expects this of the child.Some of the most important developmental tasks ofthe preschool and early school years consist of thedevelopment of motor skills based on the coordinateduse of different teams of muscles. (See Chap. 3 fora list of the developmental tasks of early childhood.)
The child who measures up to social expectationsmakes good personal and social adjustments unlesssome personality obstacle stands in his way. The childwho falls below social expectations, on the otherhand, develops feelings of personal inadequacy whichweaken his motivation to try to learn what his age-mates have already learned.
importance of Motor Development
Being able to control his body as well as. if not betterthan, his peers is important to a child for a number ofreasons, the most important of which are shown inBox 7-1. Figure 7-1 shows how motor developmentcontributes to the child's development.
In numerous longitudinal studies, groups of babiesand young children have been tested and observedover a period to see when certain forms of motorbehavior appear and to discover whether these formsare similar for other children of the same age. Exten-sive studies show that various motor performancesinvolving the arms, wrists, and fingers, such asreaching, grasping, and thumb opposition, developin a predictable sequence (3. 5, 90), Many other studieshave concentrated on motor performances involving
the feet. legs, and whole body, such as walking,jumping, running, and hopping. In addition, a fewstudies have been made of the age and sequence ofdevelopment of specific skills, such as climbinginclined boards, using wheel toys—doll carriages andtricycles—and throwing and catching balls (46, 63,73. 74, 102). From these studies, five important prin-ciples of motor development have emerged.
Box 7-1
CONTRIBUTIONS OF MOTOR DEVELOPMENT
CuvJ Health     ^1—
Good health, which is vital to the child s developmentand happiness, is partially dependent on exercise. Ifmotor coordination is so poor that the child performsbelow the standards of the peer group, he will derivelittle satisfaction from physical activities and will havelittle motivation to take part.
Emotional Catharsis    ^^Through strenuous exercise, the child gets rid of pent-up energy and frees his body from the tensions of anxietyand frustration. He is then able to relax both physicallyand psychologically.
Independence • ^
The more the child can do for himself, the greater hisself-confidence and happiness. Dependency leads tofeelings of resentment and personal inadequacy.
Self-entertainment      ^-'Motor control enables the child to engage in activitieswhich give him enjoyment even in the absence of play-mates.
Socialization       ^Good development contributes to the child's acceptanceand  provides  opportunities to  learn social  skills.  Su-perior development puts the child in line for a leadershiprole.
Self-concept       ^»Motor  control   leads  to  feelings  of  physical  security,which are soon translated into psychological security.Psychological security, in turn, leads to a generalizedself-confidence which affects all areas of behavior.
1 34       Chapter Seven
Motor Development Depends on Maturation and Learn-ing. The development of body control parallels thedevelopment of the motor areas of the brain. Thecerebellum, or lower brain, which controls balance,develops rapidly during the early years of life andpractically reaches its mature size by the time thechild is 5 years old. The upper brain, or cerebrumespecially the frontal lobes which control skilledmovements, likewise develops in the early years.Skilled movements cannot be mastered until themuscular mechanism of the child matures. The stripedor striated muscles, which control voluntary move-ments. develop at a slow rate throughout the child-hood years. Voluntary coordinated action is impossi-ble before they are sufficiently mature.
Learning of Skills Cannot Occur Until the Child IsMaturationally   Ready.   Trying   to   teach   the   child
skilled movements before his nervous system andmuscles are well developed will be wasted effort.This is equally true of practice he, himself, may ini-tiate. Such training may produce some temporarygain, but the long-term effects will be insignificantor nil.
Motor Development Follows a Predictable Pattern. Mo-tor development follows the cephalocaudal (head tofoot) sequence. Early in babyhood, there is greatermovement in the head region than in the rest of thebody. As the baby s neuromuscular mechanismsmature, there is more and better controlled movementin the trunk and later in the leg region. Motor develop-ment also proceeds in the proximodistal (from mainaxis to remote areas) direction. In reaching for anobject, the baby uses his shoulders and elbows beforeusing his wrists and fingers.
The predictable pattern of motor development isalso evident in the change from mass to specific ac-tivities. With the maturation of the neuromuscularmechanisms, mass activity is replaced by specificactivities, and gross random movements give way torefined movements which involve only the appropriatemuscles and limbs.
The Pattern of Motor Development Follows PredictableStages. Not all researchers agree on the exactnumber of stages in motor development, though alldo agree that the stages are predictable. Ames and llg.for example, distinguished 14 stages in crawling and
Figure 7-1. Motor development contributes to the child's development.
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creeping alone (2). Both McGraw and Shirley agreethat there are 16 stages in the development thatleads up to. and includes, the assumption of an erectposture (75.100). Halverson's study led him to the con-clusion that there are 10 stages in the development ofprehension, each distinct from the other but eachdependent on the stage preceding it and influencingthe stage following it (47). Four stages of this se-quence are illustrated in Figure 7-2.
Individual Differences Affect the Rate of Motor De-velopment. Even though motor development followsa pattern that is inflexible in its broader aspects,individual differences occur in the detail of the pat-tern. These affect the ages at which different indi-viduals reach different stages. Owing to lack of op-portunity for practice, for example, a child may bebehind schedule in developing control over his hands,and. as a result of encouragement or aid. he may beahead of schedule in walking. Babies who are preco-cious in one area of motor development, say. in handactivities, are usually precocious in others. First-borns tend to be more advanced than their later-bornsiblings, owing to greater parental encouragementand stimulation, while prematures tend to be retarded(102). There are also sex. racial, and national dif-ferences in age of walking (35. 53. 54).
Sequence of Motor Development )
Experimental studies of motor development havediscovered the normal pattern of stages in achievingmuscle control and have indicated the ages at whichthe average child is able to control different partsof his body. Motor development follows the laws ofdevelopmental direction and occurs in four majorareas: the head region, the trunk, the arms and hands,and the legs and feet.
Individual differences in the ages at which childrenachieve muscle control in a given area are by nomeans the result of differences in intelligence alone.Very often, they are the result of differences in op-portunities for learning, in training methods, and in
Figure 7-2. Pattern of development of hand skills.'Adapted from E. L. Vincent and P. C. Martin: Humanpsychological development. Ronald, 1961. Used bypermission.)
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motivation.  The  findings   of  the studies are sum-marized in Box 7-2.
Studies have also shown predictable patterns inthe way children achieve motor control in specificactivities. In attaining a sitting position, for example.the baby goes from a dorsal to a sitting position byturning his whole body to a ventral position, thensquats on all fours, and finally pushes himself up-right. By the second or third year, the child no longerturns the whole body axis but leaves the pelvis incontact with the floor on one side, supporting himselfwith his arm on that side. By the fourth or fifth year,the child can sit like an adult: the body is rolled upsymmetrically, with the aid of the arms on both sides.At first, when the baby sits down, he falls or topplesover by giving way in the lower part of his trunk.Gradually, he learns by trial and error, combined withdemonstrations, how to bend his knees and slidedown instead of keeping his knees stiff and falling
over. This mode of getting into a sitting position isnormally mastered by the time the baby is 1 year old(75. 93).
Similarly, predictable patterns have been foundin body posture and foot positions in early walking.The body is erect and motion comes from the useof the legs alone. As an aid to maintaining equilibrium,the baby s arms are held outright, much like thoseof a tightrope walker, or are pulled up to the body.The feet are turned outward, and the legs are stiff.There is a rhythmic alternation of the two legs. Thehead is held sightly forward, and the baby looksstraight ahead of him instead of at the floor. This isnecessary if balance is to be maintained, though itusually results in many falls. Falls are caused alsoby poor general coordination and the fact that thebaby raises his feet far from the floor and so loses hisbalance. Figure 7-4 shows the characteristic bodyposture of the baby in the early stages of walking.
Box 7-2
SEQUENCE OF MOTOR DEVELOPMENT
Head Region
■ Ocular pursuit movements: 4 weeks
■ "Social   smiles (in response to another's smile):3 months
■ Eye coordination: 4 months
■ Holding the head up:
In a prone position: 1 monthIn a sitting position: 4 months
Trunk Region
■ Turning:
From side to back: 2 monthsFrom back to side: 4 monthsComplete: 6 months
■ Sitting:
Pulls to sitting position: 4 monthsWith support: 5 monthsWithout support: 9 months
■ Organs of elimination:Bowel control: 6 monthsBladder control: 15 months
Arms and HandsDefensive movements: 2 weeks
Thumb-sucking: 1 month
Reach and grasp: 4 months
Grasp and hold: 5 months
Picking   up   object   with   opposed   thumb:   8months
Legs and Feet
Hitching (backward movement in sitting posi-tion—see Fig. 7-3); 6 months
Crawling (prone body pulled by arms and legkicks): 7 months
Creeping:
On hands and knees: 9 months
On all fours: 10 months
Standing:
With support: 8 months
Without support: 11 months
Walking:
With support: 11 months
Without support: 13 months
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When the baby first starts to walk with support,his steps are short and erratic. They increase in lengthuntil the baby is about 15 months old. and thereafterthey become quite regular (40). Noticeable changesare also apparent in the width of step. In early step-ping, the toes of the two feet are approximately 5centimeters apart, and the heels do not touch thefloor. When the baby begins to walk with support.the width of the step increases sharply. It continuesto increase until the end of the second year. Also,as he begins to walk, the whole sole of his foot isplaced in contact with the floor. At first, the toesturn outward, but with improvement in walking thefeet become parallel.
Motor Skills
After a baby gains control over gross body move-ments, he begins to develop skills. These are finecoordinations in which the smaller muscles play amajor role. In defining ■skill." Cronbach (24) writes:
A skill can be described in such words as automatic,rapid, accurate, and smooth. It is wrong, however, tothink of a skill as some single, perfected action. Anyskilled performance, even writing the letter a, is aseries of hundreds of nerve-muscle coordinations. Askilled movement is a very complex process involvingdifferentiation of cues and continual correction oferrors.
Motor skills can be divided, roughly, into two majorcategories: the gross muscular skills, such as run-ning, jumping,  lifting,  and  climbing:  and the finer
muscular skills, such as writing, playing musicalinstruments, or doing skilled manipulatory work. Awell-learned skill develops into a habit. As Hilgardhas described it, a habit is "any sort of smooth-run-ning repetitive activity, composed of recognizablemovements patterns ... A person commonly payslittle attention to the details of his habitual perform-ances. . . . Habits , . . are relatively automatic, re-peated movement patterns, especially as they arerevealed in skilled movements" (52).
ROLES OF MATURATION AND LEARNING IN SKILLS
Skills will not develop through maturation alone. Theymust be learned. There is ample evidence, however,that when they are learned is as important as howthey are learned. Learning must, if it is to be effective,be properly timed. In emphasizing the importanceof  timing.   Connolly  et  al.  (23)  have pointed  out:
No amount of training can enable a child to performto a level for which its sensory, muscular and neuralsystems are not yet ready. The relative importance ofmaturation and learning depend not only on the ageof the subjects but also on the nature of the skill involved.
In running, jumping, throwing, and catching,children who receive training that is correlated withtheir maturational readiness are distinctly superiorto those who receive no training (13. 97). A study ofthe effects of training on ball throwing found thatin the 3-to 4-year-old group neither those who receivedtraining nor those who acted as a control group im-proved as much as children in the 5- to 6-year-oldgroup. In the latter, the children who received train-
Figure 7-3. Hitching. (Adapted from L. H. Burnside, Coordina-tion in the locomotion of infants. Genet. Psychol. Monogr.,1927, No. 2. Used by permission.)
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ing maoe a Oistinct gain over mose wno received littleor no training. The result indicates that the 5- to 6-year-olds were ready to profit by training (31).
The method of learning is as important as readi-ness. A child may be ready to learn a skill, but ifan ineffectual learning method is used, he will fallbelow the level of efficiency one might expect fromthe time and effort the child puts in. In Box 7-3are summarized the important methods of learningskills and the advantages and disadvantages of eachmethod.
e
IDEAL AGE FOR LEARNING MOTOR SKILLS
)
When a person is maturationally ready, skills can belearned at any age. even in old age. There is reasonto believe, however, that childhood is the "ideal"age. The child's body is more pliable, and. hence, alllearning is easier. He has few previously learnedskills that will conflict with the learning of a new skil'and make the learning more difficult.
Children are. on the whole, more adventuresomeand eager to try something new than are adolescentsand adults. They have less fear of hurting themselvesor of being ridiculed if their achievements fall belowsocial expectations. A new skill appeals to them not
B.
ox r
COMMON METHODS OF LEARNING MOTOR SKILLS
(    Tr.c -'J.- '^-^Ttjr Learning   jHaving no guidance and no model to imitate, the childtries out different acts at random. This usually resultsin a skill below the child s capacities.
Imitation
Learning by imitating or observing a model le. g. a pare.-.:or an older child) is faster than learning by trial anderror, but is limited by faults in the model. A child willnot learn to swim well, for example, if he imitates a poorswimmer. Even if the model is good, the child is notlikely to be an efficient observer.
TrainingLearning under guidance and supervision in which themodel demonstrates the skill and sees that the child imi-tates it correctly is especially important in the earlyphases of learning. Faulty movements and bad habits,once established, are hard to eliminate.
only because of iis novelty Ixit aiso oecause of mefreedom and prestige they believe it will bring.
Adolescents and adufts find repetition boring, butchildren enjoy it They like to hear the same storytime after time or to play with the same toys day afterday. All learning requires repetition until the musclepatterns have been trained to perform effectively.
Children have fewer duties and resF>onsibilitiesthan older children and adults. Consequently, theyhave more time to devote to the mastery of a skill.Even if they do have sufficient time later, they arelikely to become t>ored with the repetition that learningthe skill requires and never master it fully.
ESSENTIALS IN THE DEVELOPMENT OF SKILLS
To develop skills, the child must have an opF>ortunityto learn, practice, guidance, and motivation. If anyoneof these essentials is lacking or deficient the child'sdevelopment of the skill will fall below his capacity.
' Opportunity to Learn. Because learning requires time,the child must be given the opportunity to devote asmuch time as needed to master the skill. Many chil-dren are deprived of learning opportunities by parentswho are overprotective and afraid the children willhurt themselves. Others are deprived because theylive in an environment which does not provide learningopportunities. This is true of institutionalized chil-dren. It may also be true of children from very largefamilies where the mother is too busy to give eachchild the time and attention he needs.
The level of skill pertection is also influenced t>yenvironmental conditior^ that impinge on learningopportunities. A child who can ice skate only whenice forms on a fXJnd will probably have fewer oppor-tunities to practice, for example, than the child whocan skate frequently at an ice rink in any kind ofweather.
\Practice. According to tradition, "practice makesperfect, but the quality of the practice is far moreimp>ortant than the quantity. If the child practices ina blind, hit-or-miss fashion, he will develop badhabits of performance and inefficient movements.With practice, these will become automatic responses,limiting his ability to progress. Should he discover,in time, that his skill is below his capacities, he maybe motivated to change. But wanting to change andbeing able to do so are different things. Once a skillis well learned, it becomes so automatic that changingit is a major task.
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\ Guidance. While practice is essentia! to the develop-ment of a skill, it must be directed practice. The childneeds guidance if he is to imitate a model correctly.A good teacher can help him understand the charac-teristics of a good performance—the end that he isstriving for—and the errors that he must avoid. AsHilgard has pointed out. "A/ere practice is not enough:what is wanted \s good practice, which means practicewith understanding" (52).
The motor skills most likely to develop underguidance are those learned in school, in play groups.or in summer camps: writing, drawing, painting, claymodeling, dancing, and those related to sports. Thelatter range from such simple movements as throwinga ball to such complicated skills as diving or synchro-nized swimming. Good teachers direct the child sefforts into the right channels from the start. They arealert to possible errors and are ready to correct errorsbefore repeated practice makes them habitual. Thus,the child shows greater proficiency in skills in whichhe receives expert guidance. He derives more pleasurefrom them, and is more anxious to practice them untilhe reaches a proficiency that closely approaches hislevel of aspiration.
L Motivation. For a child to be willing to invest timeand effort in developing a skill, he must be motivated.Without this driving force, his interest will lag and.with it. his efforts.
Common sources of motivation are the personalsatisfaction the child obtains from the activity, theindependence it gives him. or the approval he winsfrom significant people, especially parents andteachers. Other sources of motivation are the valueof the skill itself, whether it is a means of gaining in-dependence or of getting high grades in school, andthe prestige it gives the child in the peer group. Somechildren use motor skills as a compensation for feelingsof inadequacy in other areas, especially in schoolwork.
One of the most serious threats to motivation is thetendency of children to set their levels of aspirationtoo high. Children base their levels of aspiration partlyon curiosity—they want to find out if they can do whatthey observe others doing—and partly on past suc-cessful experiences. Even the most complicated skilllooks easy to a child as he watches a competent per-son perform it with grace and accuracy. He has noappreciation of how complex the skill Is or of howlong the person worked to perfect it. When the childtries to perform the skill himself, he realizes that it ismore difficult than it looked. He sets his goals lowerand still finds the skill too complicated. After a while.
he Is likely to become discouraged and want to give up.Almost as serious a threat to motivation is lack ofcompetition with other children. The child who hasan older sibling or playmate whose skills are on aslightly higher level than his tries to measure up tothe standard set by the older child. Because twinsspend most of their time together, they lack this kindof stimulation, and that partly explains why they tendto lag behind in the development of skills (26. 68).
\ IMPROVEMENT IN MOTOR SKILLS
In the early stages of learning a skill, body movementsare  clumsy and  uncoordinated,  and  many  unnec-
Figure 7-4. Body posture in early walking, i Adaptedfrom L. H. Burnside. Coordination in the locomotionof infants. Genet. Psychol. Monogr., 1927. No. 2. Usedby permission.)
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essary movements are made. When a child is learningto throw a ball, for example, he throws it with hiswhole body. He wrinkles up his face, swings his trunkand legs, and works his arms and hands independent-ly. With continued practice, he improves his skillsand his movements become graceful, rhythmic andcoordinated. The individual movements become fusedinto a pattern of action. As Breckenridge and Vincent(13) have pointed out:
The clumsiness of the eighteen-month-old child inwalking passes into the awkward, flatfooted run of thetwo-year-old; and this passes into the increasing skilland balance of the three- and four-year-old; but oneseldom sees the flow and ease of movement which arereferred to as grace in walking or running until thechild is five. So it is with roller skating or bicycleriding.
As skills develop, speed, accuracy, and economy ofmovement increase, much to the child's satisfaction.Self-assurance grows, along with motivation to makefurther improvement through continued practice.Speed increases at a fairly uniform rate throughoutchildhood and up to the sixteenth or eighteenth year:the increase is greatest in the early childhood yearsand then slows down as the child approaches puberty.Accuracy, as measured by laboratory tests of tracingand aiming at a target, improves up to 13 or 14 yearsand then comes to a standstill. The greatest increasein accuracy comes early in childhood. The 6-year-oldchild, for example, is nearly twice as accurate in hismovements as the 3-year-old (65, 123). Steadiness, asmeasured by how little movement occurs when thefinger, hand. arm. or whole body is held as nearlymotionless as possible, improves with age. The-periodof greatest improvement has not yet been determined.Strength increases with physical development, butnot markedly until puberty, when there is rapid growthin the size of the muscles (64).
SEX DIFFERENCES IN MOTOR SKILLS
No significant sex differences in motor developmenthave been found during the early years if boys andgirls are given equal training, encouragement, equip-ment, and opportunities for practice (35). As a resultof cultural pressures, sex differences in motor skillsbegin to appear around the kindergarten age. however,and become more and more marked as children growolder.
Cultural pressures influence sex differences inskills mainly by limiting learning opportunities. Amongelementary school children, boys are generally supe-rior to girls in skills requiring strength and endur-ance—skills which are considered more sex ap-propriate for boys. In ball throwing, boys show greatergains than girls primarily because boys receive moreencouragement to become proficient in this skill(31, 35).
STUNTING
Once a child learns a skill well enough to enjoy it, heusually begins to "stunt." After mastering the abilityto walk, the young child starts to walk on low fencesor to walk backward or sideways. No sooner has helearned to ride a tricycle than he tries riding whilestanding up or sitting backward. The older childstunts also, but for him the pleasure of the acitvityitself is not so important as the attention it draws.The successful accomplishment of a dare has greatprestige value for the child (124).
PROBLEMS CREATED BY MOTOR SKILLS
While motor skills give the child independence, theysometimes create new problems. The child who isable to walk, to explore his environment, and to ma-nipulate mechanical devices may be injured if he hasnot developed enough caution to control his desire totry out his newly acquired skills. When anxiousparents attempt to curb his actions, the child resentstheir interference, and this leads to parent-childfriction.
The child's acquisition of skills often leads to frictionwith siblings. As long as a child is helpless, he waitsfor others to initiate play with him. but when he hasenough motor control to manipulate toys, he will nolonger be content to sit and wait. If his siblings areolder than he, they may resent his interference: ifyounger, they are likely to resent his attempts to takeaway their toys and then not include them in his play.
yCommon Motor Skills in Childhood /
Some skills are commonly found among all childrenin a given culture because of similar learning ex-periences and adult expectations. In our culture,every child is expected to learn to feed and dresshimself, to read and write, and to play the games ap-
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proved by the social group with which he is identified.Furthermore, he is expected to learn these skills atapproximately the same age that other children learnthem. They are among the developmental tasl<s ofchildhood.
HAND SKILLS
Control of the muscles of the arms, shoulders, andwrists improves rapidly during the childhood yearsand almost reaches the adult level of perfection by thetime the child is 12 years old. Control of the finemuscles of the fingers, by contrast, develops at aslower rate. The control necessary for speedy writingor the playing of musical instruments is not normallyattained until children are 12 or older (6, 110).
Studies of the pattern of development of differentskills reveal that most children pass through similarstages in their mastery of specific hand skills.
Self-feeding. During the latter part of his first year,the baby tries to hold his bottle or cup and reaches forthe spoon with which he is being fed. By the age of8 months, he can hold his bottle after it has beenplaced in his mouth; a month later, he can remove thebottle as well as put it back. By the end of the firstyear, he can hold his cup momentarily and will try tofeed himself with a spoon. He usually spills most ofthe food as he carries it to his mouth, but with practice,he spills less and less. At first, he holds the cup withboth hands, but gradually learns to hold it with onlyone.
By the end of the second year, the young child useshis fork as well as his spoon. During the third year, hecan spread butter or jam on his bread with a knife. Ayear later, he may have mastered the complicated skillof using his knife to cut with. By 10 years of age. heshould have good control of his eating utensils andshould require only occasional help.
Self-dressing. It is easier for a little child to pull offhis socks and shoes than to put them on; the motorskill involved in the former is much less than in thelatter. The period of most rapid improvement indressing is between IV2 and 3V2 years. By the timethe child is 5 years old, he should be able to dresshimself completely, with the exception of tying thebowknot on his shoes. This he generally learns to doby the age of 6.
Eye-hand coordination is necessary until the childlearns to dress himself so automatically that he can
do so by "feel" alone. Only after the skilled move-ments involved in dressing are well developed, aroundthe sixth year, can the child's hands manipulate but-tons, zippers and buckles without the aid of the eyesto guide the hands.
Self-grooming. Grooming skills develop along withdressing skills. The baby will take a hairbrush andtry to brush his hair even before he can walk. Notbefore 2 or 3 years of age, however, can he brush hishair without rumpling it. By the time he reaches kin-dergarten age. he should be able to brush and combhis hair successfully, though he will need help ingetting a straight part for a year or so longer.
A baby will try to bathe himself, using sponge orwashcloth to run water over his face and body. Mostof his early attempts at self-bathing, however, arelimited to splashing the water and playing with thesoap and sponge. Toward the end of the second year,the young child settles down to the business ofbathing himself; he covers most of the front of hisbody but will be unable to wash his back until he is6 or 7.
Brushing the teeth is a game for the young child,especially if he likes the taste of the toothpaste. Bythe time he acquires all his baby teeth, during themiddle of his third year, he is able to brush them withlittle or no help.
{ Writing. Studies of writing show that the develop-ment of this skill follows a fairly definite pattern inwhich there is a clear-cut gradient in the age changes.Up to 1 year, the baby bangs and scribbles with hispencil. By 18 months, he will scribble in the middle ofthe page, and by 3 years, he will attempt to makesimple symbol units, though these are scarcely rec-ognizable as letters. On the average, the body is notbiologically ready for handwriting before the child isapproximately 6 years old. Until that age. the nervesand muscles of the fingers, hand, wrist, and arm arenot developed enough to make the fine coordinationsneeded in writing. In his early attempts at writing, thechild moves his hand from the lower right-hand cornerof the paper to the center, then to the top center, andfinally to the top left. This final position comes be-tween the seventh and eighth years (2).
^Copying, Copying even the simplest geometricfigures from a model is very difficult for a young childbecause it requires not only control over the finermuscles of the hand and arm but also the ability to
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perceive relationships. Thus it is a skill that cannot bedeveloped until the muscles, nerves, and brain havereached the developmental status needed for such anintricate act. Because there is a relationship betweenneuromuscular development and intelligence, copyingis used as a measure of intelligence in some of theintelligence tests for the early age levels (6, 24). Inthe Stanford Revision of the Binet Scale, tests includecopying a square at 5 years of age, a diamond at 7,and reproducing a simple geometric figure from mem-ory at 10 (109).
Between the ages of 2V2 and 5 years, most childrenshow consistent improvement in their ability to copysimple geometric figures. They make many errors,however, not only in the form of their drawings butalso in size, tending to underestimate or overestimatethe size of the model. Copying improves with chron-ological and mental age, but more with mental. Thereason for the closer relationship between the de-velopment of this skill and mental age is that formperception plays an important role in copying (41,110).
Ball Throwing and Catching. The ability to throw andcatch balls requires well-coordinated movements, notonly of the arms and hands, but of the entire body. AsGesell has stated, "Skill in throwing a ball requires afine sense of static and dynamic balance, accuratetiming of delivery and release, good eye-hand coor-^ dination, and appropriate functioning of the fingers,as well as the arms, trunk, head, and legs, in control-ling the trajectory of the ball" (37). Some babies rolland may even attempt to throw balls before they are 2years old. Even at 4^ however, few can throw well. By6 years, most children are proficient, though there aremarked variations in the skill at every age (6, 46).
Ball catching is likewise difficult. At 4 years, fewchildren are proficient, while at 6, approximately two-thirds are. At first, the child uses his whole body toclasp the ball. Then, he uses his arms, with less ran-dom movement. Later, he perfects a coordinatedmovement of the hands to catch the ball between thepalms.
Block Building. The child first carries blocks fromplace to place and manipulates them in irregularmasses. By the age of 3, he places them in regularpiles or rows to build simple structures or enclosures.Gradually, his constructions become more complexand are often used as part of dramatic play. The moredifficult structures tend to be built obliquely, as atthe edge of a table, while the more familiar structuresare symmetrically centered.
LEG SKILLS
After the child reaches 18 months of age, motor de-velopment in the legs consists primarily of the per-fection of walking and the acquisition of relatedskills. Before a child is 2 years old, for example, hecan walk sideways and backward, he can stand on onefoot with help, and, a year later, without help. At 3, hecan walk on tiptoe and, between the fifth and sixthyears, he can walk well enough to balance on a narrowplank elevated at one end or on a chalk mark on thefloor.
A number of studies have been made of the patternsof development of specific leg skills and the ages atwhich most children can be expected to acquire them.
Running. At first, running is little more than fastwalking, with uneven steps and a general clumsinessof the entire body that leads to many falls. By the ageof 5 or 6 years, the child can not only run with rela-tively few falls but can play games at the same time.When the young child first starts to run, he does so,not because he wants to get to a given place quickly,but because he derives satisfaction from the activityitself. Later, when running is well developed, he re-serves this activity for occasions requiring speed.
Jumping. Jumping is at first an exaggerated steppingwith one foot and then the other; or the child maydrop himself from the place of support, lifting bothfeet simultaneously and stepping with both at once.The body is not propelled forward, and, as a result, thechild generally lands in a sprawl and has troublegetting up. This is the characteristic method ofjumping of the 2-year-old.
By his fourth birthday, the child can jump from aheight of about 12 inches and make a standing jumpof 23 to 33 inches. He propels his body upward andforward, bends his knees, swings from higher tolower levels, and lands in a standing position. Jumpingover obstacles is difficult for a 4-year-old, thoughthe 5-year-old has little difficulty, provided the ob-stacles are not high. Between the fifth and sixth years,most children can jump rope.
'Skipping and Hopping. Skipping and hopping aremodifications of jumping. While children attempt tohop before they are 3 years old, they are not skillfuluntil 6 or 7. Hopping on two feet precedes hopping onone. After learning to hop, the child adds variations—hopping backward orturning around while hopping.Skipping is more difficult than hopping. Few chil-dren can skip well at the age of 6. During the first
three years of school, they skip to music and dodances in which skipping plays a dominant role.
Climbing. Even before the baby can walk, he climbssteps by crawling and creeping. The pattern of stairclimbing is almost identical to that of creeping. Achild who creeps on hands and knees climbs stairson hands and knees: the child who creeps on hands,knee, and one foot climbs stairs in that fashion. Ingoing down steps, the baby generally goes backward.Before a child is 2 years old. he can walk upstairsand downstairs with help, holding the railing of thestairs or the hand of a person. This he does in an up-right position. At first, one foot is placed on the step,and the other is drawn up to it. The same foot is usedeach time to make the advance. A similar method isused for going downstairs. Gradually, with practice,the child lets go of the railing and uses his legs alter-nately, as in walking. This adult manner of stepclimbing is attained by 4 years of age. provided thechild has had ample opportunity to learn. Figure 7-5shows the characteristic stages in step climbing.
V Swimming.    Learning opportunities play a large part in
determining how soon a child will acquire swimmingskills. Few children swim much before the age of 4years, and many not until several years later. Swim-ming is a highly coordinated skill, requiring morepractice than many of the other skills of childhood.
Tricycling and Bicycling. By the age of 2 years, a fewchildren can ride tricycles. Between 3 and 4, all whohave an opportunity to learn can do so. After achievinga skilled performance, children use their tricycles for
stunting, such as riding backward, turning corners,riding while standing up. and avoiding obstacles. Bythe time the child is 6, sometimes even before, hegraduates to a bicycle. Children regard a bicycle as astatus symbol—an insignia of growing up—and most,especially boys, have a strong motivation to learn toride a bicycle as early as possible.
Handedness   p
For many of the practical performances of the child'slife, motor development in the hands and arms is moreimportant than motor development in the legs andfeet. A majority of hand skills, however, require the useof only one hand or of one hand aided by the other. Asa result, the child develops one dominant hand, andif an act requires help, the other hand—the ai/xzV/arvhand—is called into use. In writing, for example,the dominant hand holds the pencil or pen and doesthe writing. The auxiliary hand is needed only to holdthe paper in place.
Handedness means the predominant use of onehand. The person's preference for one hand as com-pared with the other is the first criterion of whetherhe is right- or left-handed. J he proficiency or skill withwhich he uses one hand as compared with the other isthe second criterion (111).
A person is said to be right-handed if he uses theright hand as the dominant hand most of the time, andleft-handed if he favors the left. Few people are sodominantly right- or left-handed that they always usethe preferred hand. At all ages, shifts in hand usageare common, though they tend to decrease as thechild approaches adolescence.
Figure 7-5. Stages in step climbing.
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.'e : -e. A child who is ambidextrc _ s :a- e^: —setforc£: = :a equally well with efthe''a': -e.. :e:pleaiB ambidextrous when they reach adulthooa.
Left-*-H--e:f oeople tend to be more ambidextrousthan rig-;-' a- :;ed oeooie Children who show a pref-erence for:' e - s e ;': - a - eft hands, for example, areoften taught to perform certain formal skills, such aswriting or painting, with tfieir rigfrt hands. In tir-ettiey build up a repertoire of skills carried out by bomtfieir right and left fiands. Those skills carried out bytfie rigfrt hand are done equally well as :'~:se by tfieleft fiand. By contrast when a right-hander uses hisleft fiand for a certain act, fie generally is less skill-ful tfian fie is wtien using his right hand.
\ ORIGIN OF HANDEDNESS
>
Traditionally (see Cfiap. 1). tfie child is bom right-or left-handed, and any attempt to change tfie domi-nant hand will produce such ills as emotional tension,stuttering, and reading disorders.
One fact in support of tfie belief that handedness isfiereditary is that tfie left side of the cerebrum isnonnaily functk>nally superior to the right and thusdetermines right-hand preference. Only when theright side of tfie cerebrum is functionally superior istfie person left-handed. It is also claimed by someproponents of tfie fiereditary fiandedness argumenttfiat tfie right hand is structurally superior to tfie left,owing :: :"e ::s : on of the fetus in tfie uterus. Still::"a' :-:::'ants of this lielief claim tfiat handed-'a;5 ; a a a: •: :'ie spontaneous preference of ones.ca car ".'8 -:'5r in involuntary acts, such as fo-cusing one eye. Evidence indicates, however, tfiat tfierelationship z^-.:^t- -a':a;'asa a' 3 footedness isgrea:e' :- = ' -a: Zt-.^'.^t' -a-aaaasa --'Z eyedness.in fact :'e-e a a. ;a-:a:-a-a- ::~ a-ra occurs/it is ge^r'i =":: ^~ez\s :'a a ".a a ;a a- .-a Dody—known as "sidedness" (37).
Wfiether fiandedness is fiereditary or tfie result oftraining and social conditioning has been debated formany generations. Extensive research indicates,fiowever. that training and social conditioning deter-mine ' a' :a;' aa a and tfiat. tfierefore, tfiere is no suchthing as 'natural fiandedness."
V   DEVELOPMENT OF HANDEDNESS
>
left. By tfie time tfiey are 8 montfis old. most begin toshow a slight preference for tfie rigfrt hand, thoughthey shift from one hand to tfie otfier. depending large-ly on the position of tfie person or object tfiey arereaching for. If tfie person or object is ctoser to tfieirright, for example, tfiey will use r'-e right hand (3.14.85).
During tfie second year of life, shifting from right-to left-hand usage continues, but is not as frequent asduring tfie first year. Ttien. between tfie ages of 2^2and 3' 2 years, there is a marked shift to bilaterality.with both fiands being used with approximately equalfrequency and proficiency. From the ages of 4 to 6years, unilateral preference predominates and shiftsfrc~ ■■-e -59 of one fiand to the otfier are relatively■'•'ea-e-: ,3. 7, 14). This means tfiat wfien tfie childe'.aa school, fie is eitfier right- or left-fianded. sel-dom ambidextrous- Tfiere is evidence tfiat wfien mo-tivated to do so. children, adolescents, and even adultscan acquire new skills with either hand without ex-periencing any emotional upset (7. 44. 85).
Right-ficindedness is too impiortant in our cultureto tie left to chance. Learning to use one hand in pref-erence to the otfier is always easier if directed and iftfie learning occurs before any corrflicting habit fiasbeen established. As Hildreth has commerrted, "Hand-edness shouM tie trained, not left to chance, sincemanual dexterity can affect an individual's educationaland vocational success " (51).
This does not mean tfiat tfie child sfiould tie farcedto use the right hand if fie definitely prefers tfie left orcan do things more easily with tfie le" -~es fz zhave sounded a warning afxiut forcing tfie use of theric"" "a"~ "i'he wisest approach, tfiey fiave pointedOoi. s ~ ^'^ ^ to present objects to tfie right fiand andthus 6'::-a ae .-se child to use it (3).
3
in tfie earty montfis of   'e   :a: aa a-e a~- cextrous.with no preference for eiifier tfie right fiand or tfie
('PREVALENCE OF RIGHT-HANDEDNESS
In mcs^ s:: a: as. :z' 'easons no one knows exactly,more :a:: a are riQr:--a'aaa 'a- left-handed. Ap-proximately 95 percent of -~a laa ae ' a':--aided-More males tfian females a a a'-aaa: - ;: -"One cultural explanation 'i-'aaaaaia:::-handedness is that thrc-a" :'a aaea :a:aa a.eassociated tfie left side of the txxfy with evil and left-fiandedness with dullards. The devil, for example, wascar- a - . depicted as left-fianded.
w.. "a primarily to tfie popular tielief that handed-ness is fiereditary and that any attempt to interferewrth left-handedness will result in stuttering and otherindications of nervous tension, more children are per-
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mitted to develop left-handed skills today than in thepast. Furthermore, owing to the permissive methods ofteaching writing in the elementary school, there aremore left-handed boys and girls in the junior andsenior high schools than previously (73. 101).
In many Oriental countries, left-handedness is farless common than in the United States. To Chineseparents, for example, left-handedness is a departurefrom convention, which is strictly frowned upon. If notcorrected, it is likely to be interpreted as an indicationof parental laxity. Traditionally, among the AmericanIndians, left-handedness was deliberately discouragedby releasing only the right arm of the baby while hewas bound to the cradleboard on the mother's back.With the disappearance of the cradleboard. theincidence of left-handedness among Indian babieshas increased (82).
ADVANTAGES OF HAND DOMINANCE
Dominant handedness is advantageous. With theestablishment of dominance come not only feelings ofstability and security but also opportunities to developlevels of skill that would be impossible if attemptswere made to use both hands with equal frequency.If a child learns to perform the majority of skills withone hand, the auxiliary hand is then trained to workwith the dominant hand, and as a team the two canoperate with great efficiency. Most children who lackhand dominance have less strength, speed, and ac-curacy in movement than those who are either right-or left-handed (17,31,51, 83).
ADVANTAGES OF RIGHT-HANDEDNESS
There is no reason to believe that the right hand issuperior to the left or that a nation of right-handedpeople is superior to a nation of left-handers. It hasbecome traditional, however, to regard the right handas the preferred hand, and much in our culture hasbeen built on this traditional preference. As Hildrethexplains, "Right-handedness is a cultural and socialconvention to which most people are trained and findit expedient to conform. ... In an unbiased world,left-handedness would be as common as right-hand-edness, for the play of chance factors would be equalfor the two sides " (51). But this is not an unbiasedworld. Instead, as Dayhaw has emphasized, "Ourmodern world is dextral-minded ' (28). Machines,tools, home appliances, sporting equipment, deskchairs, desk drawers, illumination—all are designedfor right-handers. Only the typewriter, which has been
called the "only left-handed machine in general use"because the most frequently used keys are on the left,is easier for the left-hander to master (83). Methodsof teaching are also geared to the right-handed. Someof the many advantages of being right-handed aregiven in Box 7-4.
The advantages of being right-handed do not endwith childhood. When a left-handed person appliesfor work that requires the manipulation of complicatedmachinery, for example, he often finds that even if hecan adapt the training methods to his left-handedneeds, he still cannot come up to the speed of right-handers. Many employers believe that left-handersare harder to train, are slower workers, and are safetyhazards (51, 82).
Box 7-4
IMPORTANT ADVANTAGES OF RIGHT-HANDEDNESS
Learning Is Facilitated
Most equipment and systems of teaching skills favor theright-handed person. The left-hander has to try to adaptthem to his needs.
Guidance and Demonstrations Are More Meaningful
Since most models are right-handed, the right-handedchild finds demonstrations and explanations easier tofollow than the left-hander.
Skills Are Speedier and Less Fatiguing
Since right-handers are favored in guidance and demon-strations, they usually develop superior skills and greaterspeed. Left-handers become fatigued from trying to keepup to the pace set by right-handers; they become frus-trated because they are slower and have more difficultyachieving their levels of aspiration.
Conformity to Social Expectations Is Facilitated
Being right-handed in a right-handed world enables thechild to conform to the pattern set by the majority: being
left-handed makes him different and conspicuous. Right-handedness also facilitates the social graces, such asfollowing the accepted pattern of using eating utensils.
Personality Is Favorably Affected
Conforming to the behavior of one's age-mates and tothe expectations of the social group leads to favorableself-judgments. Many left-handed children feel inade-quate and ashamed because they are different.
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CHANGING LEFT-HANDEDNESS
The disadvantages left-handed people encounter ina right-handed world provide many left-handers astrong motivation to use the right hand. Many parents,realizing the problems their left-handed children willcome up against, also want them to become right-handed. Many are held back by the old wives' tale ofthe damaging effects of attempting to shift.
If handedness is a learned skill, as the evidencestrongly indicates, it would be easier for the child tobe trained to use his right hand as soon as he is mat-urationally ready to do things with one hand. Only ifhe strongly prefers to use the left hand should thistraining be abandoned. The longer the shift to theright hand is put off, however, the more difficult itwill be. Changes in accustomed patterns of behavioralways require adjustments, and these always lead tonervous tension. If the child is forced to make thechange instead of being encouraged to do so, he maybecome resistant, and this will increase his confusionand tension.
It is not true, however, that corrective measures,per se, will cause serious psychological difficulties,especially if they are undertaken before left-handhabits become strongly established. It is true that thetension aroused when there is interference with par-tially established habits may lead to stuttering andother forms of nervous behavior, such as nail bitingand thumb sucking. These are more likely to be symp-toms of the tension resulting from the child's attemptsto break an old habit and establish a new one than ofthe change of handedness. Normally, the tensionthus created will tend to subside when the changehas been made. If the child's resistance is extreme andif there is too long a delay in making the change, thestuttering or other nervous mannerisms may becomefixed habits that will persist throughout life (28, 51).
The extent and duration of psychological damageresulting from attempts to change the child from aleft- to a right-hander will vary according to the per-sonality makeup of the child. A high-strung, nervouschild, for example, may suffer great and long lastingdamage, while a child who is placid and easygoingmay suffer none. Hildreth (51) has suggested the fol-lowing conditions as favorable prognostic indicationsfor changing handedness:
■ The child is under six years of age.
■ The child uses both hands interchangeably.
■ The handedness index is bilateral.
■ A trial period shows no permanent difficulty.
■ The child is agreeable to the change.
■ The child is above average in intelligence.
In conclusion, then, parents and teachers mustmake a choice between two alternatives: first, tryingto change the child's handedness and running therisk of damaging his personality, and seco/id, allowingthe child to persist in the use of his left hand andrunning the risk of his feeling embarrassed and in-ferior because he is "different." While being left-handed in a right-handed world has disadvantages,they may be preferable to the damage that can resultfrom trying to change habits that have become firmlyestablished.
/'
Awkwardness
?
A child should be regarded as awkward or clumsyonly if his control over the movements of his bodyfalls below the norm for his age. Some children mayseem to be awkward because they are judged by in-appropriate standards. For example, a child who ismentally precocious enough to be in a grade abovethat of his age-mates is very likely to be judged interms of his apparent age, not his real age. Hilgard hascalled this the "size-age confusion" (52). A 2-year-old who is large for his age is likely to be judged awk-ward if standards of motor development for a 3-year-old are applied to him.
VARIATIONS IN AWKWARDNESS
Not all children progress through the various stagesof motor development at the average ages. Interin-diuidual differences in awkwardness cover a widerange. Some children show little or no awkwardnessfor their ages while others stumble over their ownfeet and drop everything they try to handle. At everyage, however, more children tend to fall below thenorm in motor coordination than above it. This ismore true of boys than of girls.
There are also intraindividual differences in awk-wardness—for a number of reasons. First, a childwho is temporarily nervous, tense, and emotionallydisturbed will be more awkward than he normally is.Emotional disturbances make the muscles tense andeven rigid, and control becomes difficult. A normallywell-coordinated child may become very clumsy andawkward when he is in a fit of temper.
Second, during periods of rapid growth, such as the
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puberty growth spurt, established patterns of muscu-lar coordination are upset. Rapid maturers are moreawkward at this time than slow maturers who havetime to adjust to their newly enlarged hands and feet.Third, children differ in the degree of motor controlthey have in different situations. As a result of dif-ferences in learning opportunities, in the time spentin acquiring skills, and in motivation, children arewell coordinated in some activities and awkward inothers. A child who has plenty of opportunity to prac-tice ice skating but little opportunity to play ball orride a bicycle, for example, will be a proficient skaterbut below the norm for his age in ball playing andbicycling.
CAUSES OF AWKWARDNESS
Awkwardness is not a natural characteristic of child-hood, if one applies the appropriate age-level norms.Dare and Gordon have written. 'Children are notby nature clumsy and. once the toddler stage ispassed, the grace of movement of the average childis something to be admired. So the child whose move-ments are awkward and inco-ordinate presents anunhappy contrast" (27).
Many studies have tried to discover why childrenare awkward. They have concluded that some causesof awkwardness are controllable and others are not.They have also revealed that a child may be awkwardfor several reasons or for only one. Of the manycauses of awkwardness, those discussed below arethe most common.
Delay in Maturation. Skills cannot be perfected untilthe child achieves basic motor-coordination; thereforedelay in maturation of muscle control will auto-matically result in awkwardness. The child will not beable to perform as well as his age-mates. No matterhow strong his motivation or how excellent his teach-ing, he will, in comparison, seem awkward and clumsy.
Poor Physical Condition. Popular opinion holds thatthere is a close relationship between physical condi-tion and motor development. This would mean thatchildren who were in the best physical conditionwould be more precocious in motor development.This hypothesis is not necessarily true, because itfails to consider other factors which contribute tomotor development. There is evidence, however, that,all other factors equal, the child of superior health ismore precocious in motor development than the child
whose physical condition is poor (32. 74. 115). Onthe other hand, a child whose health is poor has littlemotivation to exercise and, as a consequence, doesnot get the practice needed to develop skills.
Body Build. To some degree, the body build deter-mines the ease with which one can handle his body.The child with a stocky build, for example, is betteradapted to activities requiring strength than thoserequiring speed.
At every age. excessive deviation from the norm inbody build is a handicap to the performance of motorskills. Extremely thin or stocky children show lessagility and tend to be less active than those who aremore nearly average in build. Consequently, theirmotor skills are inferior to those of their age-mates,not because of body build, per se. but because theirbody build motivates them not to practice enough toacquire skills.
Intelligence. The relationship between intelligenceand motor development, especially during the firstyears of life, is so marked that motor items figurelargely in tests of general intelligence for children un-der 2 years of age. Babies who are extremely slow insitting, standing, or walking generally prove, as timegoes on. to be backward in intellectual development(72, 91). Those who are precocious in motor develop-ment prove to be. for the most part, intellectuallyprecocious. The age of walking, in particular, has beenfound to be associated with intelligence (4. 5).
Among older children and adolescents, there ispractically no relationship between normal intelli-gence and motor performance (42). If a child is men-tally deficient, however, he is likely to be below thenorm for his age in motor development: the moredeficient he is mentally, the more awkward and clumsyhe will be (27. 39. 56. 72). Many very bright childrenare also inept at games and sports, dancing, andmanual skills, such as painting, drawing, sewing, orclay modeling. It is not that they cannot developskills, as is true of mentally deficient children, butthat they do not want to. Having little interest in ac-tivities in which skills play a major role, they havelittle motivation to practice, and, as a result, they failto develop these skills.
Lack of Opportunity to Develop Muscle Control. Motordevelopment may be delayed because of lack of op-portunity for practice. A study of institutional chil-dren in Iran revealed that the children were retarded
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in sitting, creeping, and walking. Analysis of thepossible causes showed that, as babies, the childrenwere kept in very small cribs. They were not proppedup in sitting positions or placed in varied prone posi-tions. Clearly, their retardation in motor developmentstemmed from lack of opportunity to learn. This ex-planation was substantiated by the fact that by thetime the children were 4 years old, they had caught upto the norm (30).
Many young children are deprived of opportunitiesto develop motor skills by overprotective parents whoare so afraid that they will hurt themselves that theyforbid the children to do what many of their age-matesare permitted to do. Overanxious parents who con-stantly warn their children to be careful instill atimidity in the children which makes them afraid topractice new skills.
As they grow older, many children are limited intheir opportunities to learn by their environment, bylack of materials and play equipment, or by lack ofsomeone to teach them. A child's environment mayalso encourage play activities which do not requireskilled motor performance. When this happens, themotivation to learn skills is weakened. Consequently,the child will not be interested in taking advantage ofopportunities which may come to him later, and so hewill continue to lag behind his contemporaries.
and group approval. Evidence of the role such pres-sures play, as Landreth (70) has explained, is
. . . found in the rewarding and indulging of sedentarybehavior by television programs and automobile rides.To many children, physical inactivity is made to appearthe ultimate juvenile virtue. Gadget manipulation offine-muscle push-button type is also rewarded by avariety of ingenious toys. Many young Americans arethus given considerable encouragement toward thelife of sedentary on-lookers controlling mechanicalactivity by the push of a button or the twist of a wrist.
Emphasis on "Perfection." Some adults—parents andoccasionally teachers—expect a child's motor skillsto approach the level of adult skills. They push thechild into a learning situation before he is ready, andthey expect him to learn specific movements beforethe gross movements have been perfected. Forexample, in writing or dancing, the child is expectedto coordinate the smaller muscle teams before co-ordinating the larger ones. Since this is too com-plicated for him, he becomes discouraged and re-bellious. Later, when he is physically and neurologi-cally ready, he resists learning. As a result, he lagsbehind other children of his age and soon begins tothink of himself as inferior.
Lack of Incentive to Develop Muscle Control. Even ifthe environment is conducive to the development ofmotor skills, the young child may be slow in achievingmuscle control because of lack of incentive to do so.If he is pampered and waited on, and if his every wishis satisfied, he becomes lazy. In walking, dressing, andself-feeding, this is especially obvious.
Comparisons of young children from homes ofhigh and low economic status have revealed thatwhile those from the more favored environmentsranked higher in verbal, practical, and emotionalabilities, they were inferior in skills involved in self-care, such as washing the face and hands and comb-ing the hair. The difference in development of self-careskills was due largely to the greater motivation chil-dren from the poorer environments had to do thingsthemselves; they had no one to do them for them.This is likewise true of children from large familiesas compared with those from small families (12, 27).
Many school-age children develop "antiwork"attitudes; they scorn anything that suggests "manuallabor." To them, being "helpless" and awkward is astatus symbol. It shows that they are above work. Theymay be encouraged in this attitude by group pressures
Emotional Tension. Any strong emotion, whether it isfear, anger, jealousy, or hatred, is accompanied bybodily preparation for action. This preparation con-sists, among other things, of tensing the musclesso that they are alert and ready for instantaneousresponse. Under such conditions, even the well-coor-dinated individual has less control over his musclesthan he has during periods of emotional calm, and hewill appear to be clumsy and bumbling.
Children who tend to be nervous and high-strunginevitably have less control over their movementsthan those who are more relaxed. Given equal abili-ties, equal motivation to learn, equal opportunitiesfor practice under guidance, and equal practice time,those who are emotionally calm are likely to be supe-rior in skills of all types to those who are emotionallydisturbed. The more disturbed emotionally the childis, the less well coordinated he will be. The far-reaching effect of tension caused by fear has beenemphasized by Breckenridge and Vincent (13):
Ridicule, sarcasm, scolding, or laughing at a child'sclumsiness in the early learning stages, or at the in-evitable slips which cause dropping of objects, stumbling.
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or falling, may cause an emotional blocking which canresult in tense movement and awkwardness throughoutthe child's life.
PSYCHOLOGICAL DAMAGE OF AWKWARDNESS
Studies of motor coordination in childhood haveshown that the psychological damage of awkward-ness is. in many respects, even greater than thephysical. In Box 7-5 are listed the major sources ofthis psychological damage.
There is further evidence that the damage oftenleaves a scar on the child's personality—a scar thatmay never be completely eradicated even though theawkwardness itself is overcome. Many cases of in-feriority complex in adolescence and adulthood havebeen traced to awkwardness during the childhoodyears.
The awkward child's lack of self-confidence is ap-parent in everything he undertakes, his manner ofspeech, his gait, and his attack on a new problem. Asa result, his adjustment to life—not only in childhood,but also later—is adversely affected. Studies of awk-ward children have revealed that they often becomealmost apologetic in their posture and gait, in the waythey shake hands, and even in the manner in whichthey enter a room. This kind of behavior is a directreflection of lack of self-confidence and feelings ofinadequacy (27. 61).
From a constructive angle, persons responsible forchild training should recognize that as soon as awk-wardness becomes apparent, remedial steps shouldbe taken to overcome it. Furthermore, since awkward-ness is usually manifested at an early age. it is easierto correct then than later. It should not be overlookedor neglected in the hope that it will be outgrown.
Box 7-5
SOURCES OF PSYCHOLOGICAL DAMAGE FROM AWKWARDNESS
Feelings of Inferiority
When a child begins to associate with other children, hecompares his activities and achievements with theirs. Ifhis performance falls short, he feels inferior. If he comesto think of himself as inferior in all areas, the foundationfor an inferiority complex is laid.
Jealousy of Other ChildrenJealousy develops when the awkward child envies chil-dren who perform better than he. especially when theyare commended by adults and he is criticized. Jealousymakes the child unhappy: it also makes other childrenreject him as a playmate.
Resentment toward Adults
A child rarely blames himself for his awkwardness. Hegenerally finds a scapegoat to blame, usually a parentor teacher. This lays the foundation for a martyr complex.Feeling guiltless, the child is not motivated to overcomehis awkwardness.
Social Rejection
Awkwardness is a handicap in the child's social contactswith members of the peer group. If other children laughat his clumsiness and do not want to play with the child,his feelings of inadequacy and resentment are intensified.
Dependency
The child who lacks self-confidence because of awkward-ness does not try to do his best. He becomes dependenton others, and this increases his feelings of inadequacy.
Timidity
Normally, physical timidity decreases as childhood pro-gresses. Awkward children do not follow this pattern.Instead, they often do not engage in motor activitiesbecause they are afraid they will not perform success-fully. Physical timidity may become so generalized thatthey are afraid of any new situation. As a result, theywork far below their capacities and often fail when theyshould succeed.
BoredomAwkward children who are cut off from the activities oftheir age-mates become bored and restless. Instead ofexpending their energies in wholesome play, they oftenengage in troublesome activities, in retaliation for theirrejection by the peer group or in the hope of winning thegroup's attention and approval. This pattern of socialadjustment may become habitual.
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CHAPTER EIGHT   Spcech Development
M
IUCH OF THE HELPLESSNESS of the newbominfant stems from his inability to communicate.He is unable to express his needs and wantsin forms that others can understand, and he is unableto comprehend the words, gestures, or written sym-bols of others. This helplessness is rapidly reducedin the early years of life as the child gains controlover the muscles needed for the various communica-tion mechanisms.
The early years are also critical for future commu-nicative ability: it is then that the foundations forlater development are laid. While early deficienciescan to some extent be compensated for later, they arelikely to leave a permanent mark on the individual spattern of communicating.
Speech versus Language
Language encompasses every means of communica-tion in which thoughts and feelings are symbolizedso as to convey meaning to others. It includes suchwidely differing forms of communication as writing,speaking, sign language, facial expression, gesture,pantomime, and art. It is one of the main things thatdifferentiates human beings from the lower animals.
Speech is a form of language in which articulatesounds or words are used to convey meaning. Speechdevelopment is. as Lynip has explained, a "sound-shaping development, a growth process proceedingfrom the vague, indistinct and fortuitously shaped tothe clear, distinct, and controlled" (74),
Not all sounds made by a child are speech. Beforehe has gained enough control overthe neuromuscularmechanism to produce clear, distinct, and controlledsounds, his vocal utterances are merely inarticulatesounds. Only when two criteria are met can the utter-ances be called speech.
First, the child must know the meaning of the wordshe uses and must associate them with the objectsthey represent. Even when the baby says recognizablewords, such as "da-da" or "ball." he is not neces-sarily using real speech. "Da-da" must refer to oneperson only, his father, not to all men: "ball" mustrefer to balls only, not to toys in general.
Second, the child must pronounce his words so thatthey are readily understandable by others in thesociety. Words that are comprehensible only to thosewho, because of constant contact with the child, havelearned to understand him or to guess at what he istrying to say do not meet this criterion. Baby talk may
satisfy the first criterion of speech, since words areidentified with specific objects, but it does not satisfythe second.
It is often difficult to know when real speech begins.Many utterances satisfy only one of the two criteria.A child may, for example, pronounce the word "milk"perfectly, but he may use it to refer to anything hedrinks. Or he may associate "mil" only with milk. Inneither case can the utterance be considered realspeech, although the child is to some extent commu-nicating. It is thus apparent that communication com-petence is not the same as linguistic competence (63).
Undoubtedly, the marked variations reported insize of vocabulary of preschool children are due inpart to the failure to apply both criteria of speech.When parents list the words their children use, theyapply only the criterion of correct pronunciation.They assume that, if the child says the word, he auto-matically knows what it means.
Importance of Speech
How important is speech? Cope has written: "Lan-guage is indispensable to human life as we know it.Oral language behavior, or speech, is man s majoractivity throughout his lifetime and is part of almosteverything he does" (29).
Of the many areas of life in which speech is essen-tial, the following will be discussed in detail: socialrelationships, social evaluation, self-evaluation, andacademic achievement.
SOCIAL RELATIONSHIPS
The ability to communicate with members of the socialgroup is crucial to group belonging and to interper-sonal relationships. As Ellis has said, speech is theprimary medium through which persons affect theirsociety and are affected by their society (40).
That speech is important to social adjustment isclearly seen in a child who is cut off from others bydeafness. The child is socially isolated. Even thoughhis playmates recognize his disability, they fail totake it into consideration when they talk to oneanother. They do not mean to leave him out, but hefeels that he does not belong to the group. He cannothear what they are saying, and he hesitates to speakto them for fear of saying the wrong thing and havingthem laugh at him.
Children who are able to communicate well make
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better social adjustments than those who lack theability or fail to use it for fear of making mistakes.Studies of popularity show that, at all ages, childrenwho express themselves in words as well as in actionsare more popular, other factors equal, than those whoare quiet and reserved (35, 77).
Similarly, the child who wishes to become a leadermust be able to influence the actions of others throughspeech. If a child has acquired the ability to put histhoughts and feelings into words and is not held backby fear of how others will react, he is in line for aleadership role. The quiet, introverted child is likelyto be overlooked, even though he may have otherqualities that are superior to those of the extrovertedchild who makes himself the center of group attentionby expressing himself frankly, freely, and with con-fidence.
SOCIAL EVALUATIONS
The child, like the adolescent or the adult, is evaluatedby members of the social group in terms of what hesays and how he says it. His social class, his educa-tional background, his sex appropriateness, and manyother personal characteristics are signaled to othersby his speech. To cite Ellis again, auditory cues oftenprovide more information about a person than dovisual cues (40).
In judging a child s personality, members of thesocial group base their evaluation on the fluency ofhis speech. If he is hesitant, sprinkling phrases with"ehs" or "ahs,' they consider him lacking in self-assurance and grace. If. on the other hand, his speechis smooth and decisive, they regard him as poised(28, 68). Members of the group also use speech as ameasure of what a child thinks of himself as a personand of his relationships with others. Penny (92) haswritten:
SELF-EVALUATION
The child evaluates himself in terms of how he believesthe significant people in his life judge him. Therefore,his speech plays an important role in determining whathis self-concept will be. Penny has said. "In a sense,the communicative act is an experiment in which thecommunicator gets more or less immediate feedbackconcerning others' evaluation of him and his commu-nication procedures. Such feedback must constitutean important aspect of the socialization process' (92),The child can tell immediately—from the facial ex-pressions and comments of his listeners—how theyfeel about what he has said and whether they havebeen favorably impressed by it.
ACADEMIC ACHIEVEMENT
Academic success is influenced greatly by the child'sability to communicate in speech and in writing. Thechild whose speech performance is below that of hisclassmates, regardless of the reason, is often judgedby the class, and usually by teachers as well, to beintellectually inferior. A speech defect or an accentmay mean that he will receive grades below his in-tellectual capacities. This, combined with unfavorablepeer and teacher judgments, will make the child dis-like school and will stifle his motivation to overcomethe deficiency.
The importance of vocabulary size has been ex-plained by Garrison (47);
The number of words a child knows determines in largemeasure his school progress, and failure to progressnormally has far-reaching significance. Words are themeans by which the child learns about his world. Ifhis knowledge of words is grossly inadequate, the in-terpretation of his environment will be correspondinglyso.
In our everyday communication relationships we con-stantly make inferences, perhaps not always consciously,about the communicator's motivation from both whathe says and how he says it. We observe the fact that herepeatedly returns to particular topics, that he selectssome aspects of a topic and disregards others, that heuses a particular tone of voice or style of speech, and soon. From such data we may infer that he has a "onetrack mind," that he is biased, that he is being sincereor insincere. Probably most inferences of this kind aremade automatically, on the basis of very limited datatogether with rather broad assumptions about humannature.
Size of vocabulary also influences the child's abilityto express himself in writing and to understand whathe hears and reads—both of which are essential toschool success.
Prespeech Forms of Communication
Learning to speak is a long and complicated process.Until the child is maturationally ready to learn, natureprovides certain stopgap forms of communication forhim. If this were not so, the period of helplessnesswould be greatly prolonged. Most children do not say
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even their first words until they are 12 to 15 monthsold. Their communication must be in forms prelimi-nary to speech. They will continue to use these pre-speech forms of communication until they havemastered sufficient linguistic skill to use meaningfulwords that can be understood both by the child andby others.
During their first few months, babies use three pre-speech forms of communication: crying; explosivesounds, which soon develop into babbling; andgestures. Of the three, the second is the most importantin speech development because it becomes the basisfor real speech. As is true of all stopgap measures,prespeech forms of communication should be aban-doned when their usefulness ends.
CRYING
)
In the early days of life, most vocalization consists ofcrying. During the first 2 weeks, crying occurs at ir-regular intervals. Often, for no apparent reason, theinfant begins to cry intensely, perhaps even in hissleep. Beginning with the third week, there is nor-mally less crying, and by the third or fourth month,night waking and crying decrease. No tears are shedin crying until the baby is about 1 month old.
Causes of Crying. Among babies less than 7 weeksof age. hunger is the most common cause of crying:noise and light are the least likely causes. Unknowncauses are next in frequency to hunger. Colic is acommon cause of crying during the first 3 months.Older babies cry because of pain, bright lights, sharpnoises, uncomfortable positions, strong disturbancesduring sleep, fatigue, hunger, inability to move dueto restrictive clothes or covers, loss or removal of aplaything, fear, and withdrawal of contact with others.Crying is most frequent before feeding and before thebaby goes to sleep for the night (1, 67).
Before the baby is 3 months old, he has learnedthat crying is a sure way to get attention. He thenlearns to use it as a means to an end. At 4 months, ababy will cry when an adult ceases to play with him:at 5 months, he will cry if an adult enters the room butpays no attention to him; and at 9 months, he will cryif an adult approaches another child. In the latterpart of the first year, crying is also a reaction tounusual handling and an expression of fear of strangesituations.
A comparison of crying in the home and in the nur-sery school revealed that at home young children crymostly because of conflicts with adultsorwithsiblings:
they cry at mealtime or when they are injured. In thenursery school, the most common causes of cryingwere attacks on the child's person, attacks on hisproperty, frustrations by another child, and accidentalinjury (67). (See Fig. 8-1.)
Variations in Crying. Individual variations in theamount of crying are greater than variations in thetonal qualities of cries. Some babies and children cryvery little, while others cry excessively—or more thannormal for their age and level of development (59, 65,67, 74). The amount of crying varies according to howpromptly and how adequately their needs and wantsare met. A small baby communicates his simple wantsby noncrying methods, such as smacking the lips orejecting the tongue when hungry, squirming andtrembling when cold, or sneezing when wet. If thesesignals are understood, the baby will then cry only inpain and genuine distress. Some babies continue tocry excessively after the first 2 weeks of life. Mostlikely, the mothers of these babies wait a long timebefore heeding their cries, are inconsistent aboutresponding to them, or are insecure, anxious, tense,and unable to gain satisfaction from contacts withtheir babies (65).
Crying in young babies is accompanied by red-dening or mottling of the skin, clenching of the fists,alternate extension and flexion of the extremities,irregular breathing, prolonged expiration, and in-creased pulse rate. The entire body is active, andfatigue sets in if the crying continues. As the babygrows older, activity during crying decreases. Thecrying of the 2- or 3-year-old is accompanied by nomore   activity  than   any  other  emotional   outburst.
Social Reactions to Crying. How children and adultsreact to a child's crying will depend partly upon theage of the child and partly upon their own beliefsregarding the function of crying. It is commonly be-lieved that the young baby's only means of communi-cation is crying. Parents, therefore, expect the babyto cry. This expectation, in turn, affects the baby'sbehavior; he learns that he must cry to get his wantsand needs attended to. He is conditioned to cry,because his other modes of expression have failed tobring him what he wants. The baby thus learns to cryinstead of learning to use noncrying modes of com-munication.
People react to the crying of a young child who haslearned to talk and to that of a baby quite differently.Instead of coming to the young child's rescue, parentsoften regard his crying as a sign that he is spoiled.
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Figure 8-1. Causes of crying in young children at home and innursery school. ^Adapted from C. Landreth: The psychology ofearly childhood. Knopf. 1958. Used by permission.)
A.  Home situations
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They may scold or punish him. Later, the child dis-covers that other children look upon his crying asbabyish. Among older children, crying is so scornedthat the child who cries is likely to become a socialisolate. This will be discussed further in the chapteron social adjustments.
In a study of crying at home and in the nurseryschool, it was found that adults responded very dif-ferently to crying in these two situations. In the nurseryschool, they consoled the child, censured the childwho caused the crying, suggested arbitration in prop-erty disputes, and distracted the crying child. At home,adults ignored the child, tried to reason with him,spanked him, or removed him from the social group(67).
Physical and Psychological Effects of Crying. Willcrying harm a child physically or psychologically? Itdepends largely upon whether the amount of hiscrying is normal for his age and level of development.If he cries no more than normal, crying will have nodamaging effects and may even be beneficial.
Normal crying provides a baby with the exerciseneeded for muscle growth and coordination. It mayalso stimulate the appetite and encourage soundsleep. In a young child, normal crying is often a goodoutlet for emotional tension. When thwarted in whathe wants to do, the child becomes angry and thisleads to tension and nervousness. A good cry releasesthis pent-up energy and restores the homeostasis ofhis body. It also releases antagonisms against theperson who has thwarted him and, in so doing, helpsto establish a pleasanter relationship with that person.
Excessive crying is physically and psychologicallydamaging at any age. The longer the crying lasts andthe more intense it is. the more harmful its effects.Some of the physical and psychological damages ofexcessive crying are shown in Box 8-1.
Excessive and prolonged crying should not be al-lowed to become a habit. Once formed, such a habitwill not be outgrown, nor will it disappear of its ownaccord. Instead, it will have to be un-learned and re-placed by forms of communication that are moremature and socially acceptable. The sooner this isdone, the easier it will be for the child and the lessdamage he will suffer.
Decrease   in    Crying.   In    normal,    healthy   babies,crying  gradually decreases during the first half of
the first year of life if the baby's needs and wants aremet with reasonable speed. Figure 8-2 shows thepattern of decrease.
Even when a baby can say a few words, his need forcrying as a form of communication has not come to anend. Not until he has an adequate vocabulary to ex-press his needs, wants, thoughts, and feelings has hereached the point where crying is no longer necessary.When he will reach this point depends upon hislearning opportunities, his ability, and his motivation.The young child who has learned that crying is a triedand trusted method of coping with his wants andneeds will not readily give it up without assurancethat a substitute method will work equally effectively.
For every child, the curve for crying should go downas the curve for speech rises. If the speech curve risesslowly, the crying curve will have to descend slowly.
After the child has an adequate vocabulary, he stillwill not automatically and immediately give up crying.He will do so more quickly, however, if he is taughthow to get what he wants by speaking. With guidanceand encouragement, a child should be almost readyto abandon crying by the time he reaches kindergartenage (96).
COOING AND BABBLING
In addition to cries, a baby makes many simple soundsduring the first months of life. There are grunts of
Figure 8 -2. Changes in babbling, crying and use ofhands during the early weeks of babyhood. (Adaptedfrom J. Dittrichoia and V. Ldpackovd, Development ofthe waking state in the young child. Child Develpm.,1964, 35, 365-370. Used by permission.)
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pain or disgust, squeals of delight, yawns, sneezes,sighs, belching, coughing, guttural barking sounds.growls, and cries that sound like the whine of a youngpig or the bleat of a goat. These are known as cooing.As the baby's neuromuscular mechanisms develop, ex-plosive sounds change into babbling.
Cooing. Early explosive sounds are caused by chancemovements of the vocal mechanism. The soundsthemselves depend largely on the shape of the oralcavity and the way it modifies the stream of air ex-pelled from the lungs and passing over the vocal cords(5). They are unlearned and are universally found, evenamong the deaf. Because they have no significancefor the baby and are not used as a form of communi-cation, they may be regarded as a playful activitywhich gives the baby enjoyment. Many of these earlycooing sounds will disappear, but some will developinto babbling and, still later, into words.
Babbling. Gradually, the number of sounds the babycan produce increases. There is. as well, an increasingdefiniteness of utterance of various sounds. At first.vowels are combined with consonants, for example,"da. ■ "ma." "ugh," or "na." Later, with practice,vocal control makes it possible for the baby to repeatthese sounds by stringing them together, as in "ma-ma-ma-ma or "ugh-ugh-ugh. This is real babbling,or   lalling.
Owing to the baby s growing ability to control theflow of air over the vocal cords, he can pronouncesounds at will. Babbling is. therefore, a form of vocalgymnastics, voluntarily produced, but with no realmeaning or association for the baby.
Some babies begin to babble as early as the secondmonth of life. After that, there is a rapid increase,with a peak between the sixth and eighth months.Then babbling gradually gives way to the use of words(10, 78). The pattern of babbling is shown in Figure
Box8-l
PHYSICAL AND PSYCHOLOGICAL DAMAGES OF EXCESSIVE CRYING
Physical DamaseDepletion of energy. Because babies literally"cry all over, excessive crying depletes theirenergy and exhausts them. This interferes withnormal eating and sleeping and. in turn, withnormal physical growth. If crying continuesuntil the baby or child becomes somewhathysterical, he cannot stop crying even when thecause of the crying has been removed. Thisfurther depletes his energy.
Upsets in body homeostasis. Excessive crying,when prolonged, upsets the normal functioningof the entire body. This results in variability ingastrointestinal functions, regurgitations, vom-iting, night waking, enuresis, and generalnervous tension which is expressed in suchmannerisms as thumb-sucking and nail-biting.When crying leads to a hysterical state, the up-set in homeostasis is not only intensified butis also prolonged.
Psychological Damage
Parental attitudes. When a baby cries more thanparents consider normal, they worry and be-come overconcerned or they ignore his cries,hoping to teach him that he cannot get what hewants by being ornery. The child is psycho-logically damaged in either case—by parentaloverprotectiveness or by the build-up offeelings of insecurity and helplessness, whichhe  will   later  interpret as  parental   rejection.
Home climate. Excessive crying annoys allmembers of the family and puts a strain oneveryone. As a result, the home climate be-comes frictional. Since the child is largely re-sponsible, his relationships with differentfamily members deteriorate, and he comes tofeel that he is unloved and unwanted.
Social reactions. Unless adults and age-matesoutside the home can see a real reason for thechild to cry. they will be impatient and intol-erant, regarding him as a crybaby. This leads tosocial rejection, which is psychologically dam-aging. It deprives the child of opportunities tolearn social skills and provides the basis forunfavorable self-evaluation.
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8-2. How soon the baby will begin to favor the useof words will depend largely upon the developmentof his vocal mechanism and his incentive to use itfor speaking. Some babies continue to babble intothe second year.
Babbling is a form of 'play speech, in that soundsare, as McCarthy has pointed out. "uttered for themere delight of uttering them" (78). It occurs mostlyin periods of contentment, more frequently when thebaby is alone than when he is with others who canamuse him. That the baby enjoys listening to his ownvoice is shown by the way he smiles and laughs at thesounds he is making and by the fact that deaf babies,who begin to babble at the usual age. soon lose in-terest in it. Further evidence of the playful element ofbabbling is found in the fact that babies vocalize morewhen adults talk to them than when adults are silent.It is a part of the total response they give to the adult—a form of social reaction rather than an attempt atcommunication (78). An equally important line ofevidence that babbling is a form of play rather than aform of communication is revealed by the fact thatbabies of deaf parents babble as much as babies ofparents who can hear and respond to them (69).
Value of Babbling. Babbling has no immediate valueother than the enjoyment it gives to the baby. It hasgreat long-term value, however. It is verbal practicethat lays the foundation for developing the skilledmovements required in speech. True, without babblingthe baby would, eventually, learn to speak. But bab-bling hastens the learning process by providing thebasic skills needed to control the vocal mechanismfor the more highly complicated skills of speech.Babbling should, therefore, be encouraged, becauseit leads to earlier and better speech (5. 97. 119. 121).With practice in babbling, the baby increases thenumber and variety of sound combinations that hecan produce. In addition, he acquires variations inpitch and inflection: his babbling takes on a conversa-tional tone. In a social situation, he may try to babblehis way into the conversation. In this way. he is layingsocial as well as speech foundations. The baby whobabbles while others speak actually feels that he be-longs to the group. He is not an outsider. Thus, he isspared the feeling of social isolation that an inabilityto communicate always brings.
GESTURES
The third preliminary form of communication consistsof gestures—movements of the limbs or the body which
serve as substitutes for, or supplements to, speech.As a substitute for speech, gestures take the place ofwords: an idea is conveyed to others by meaningfulmovements of the limbs or some part of the body. Asa supplement to speech, gestures emphasize themeaning of spoken words. Unlike babbling, which isfundamentally a form of play, gestures have the se-rious purpose of communication, just as crying has.
Most gestures made by babies are easy to under-stand. They, therefore, serve as a satisfactory sub-stitute for speech until the baby can communicate inwords. Some commonly observed gestures of baby-hood are identified in Box 8-2.
The need for gestures as a substitute for speechdoes not end when the baby says his first words. Thechild has to build up a large vocabulary, and until hedoes so, he will use gestures to make his incompletesentences meaningful. The early sentences of a youngchild are, therefore, a combination of words and ges-tures. As speech improves, the need for gesturesdecreases. Before the child enters school, his vocab-ulary should be large enough to enable him to makehimself understood without the aid of gestures.
Evaluation of gestures. Gestures are a valuable formof communication for the baby. Without them many ofhis physical and social needs would remain unsat-isfied. After he has learned to talk, the young childfinds that gestures are readily understood by his age-mates as well as by adults and that he can often com-municate better with gestures than with words alone.This is especially true of boys who, as a general rule,are  slower  in   learning  to  talk  than  girls  (78,  83).
Gestures can become habitual methods of commu-nication through reinforcement if they are permittedto persist after they are no longer needed. Many par-ents, unfortunately, believe that a child will outgrowgestures and they do little to encourage him to aban-don them. Intelligent children, who learn to speak atan early age, need gestures for a shorter time than theaverage child. Children from the upper socioeconomicgroups, where gestures are regarded as socially in-appropriate, are encouraged to give them up as soonas possible, and consequently, they do not develop astrongly rooted habit.
Even where parents do nothing to break the gesture-using habit, children often discover, as they go outinto the neighborhood, that gestures are "bad form":they then try to break the habit themselves. In aneighborhood where gestures are not disapproved,however, the child has little motivation to abandonthem.
How Children Learn to Speak
Speech is a skill and. like all skills, it must be learned.Speech consists of. first, the ability to produce certainsounds in combinations that are recognizable aswords—the motor aspect of speech—and. second, theability to associate meanings with these words—themental aspect of speech. The muscle coordinationsneeded to produce sound combinations that are rec-ognizable as words are certainly as complicated asthe most intricate motor skills and require as muchtime and practice to learn. Furthermore, the necessityof associating meanings with words and of learninggrammatical forms adds to the complexity of thespeech skills.
ESSENTIALS IN LEARNING TO SPEAK
The four essentials in learning motor skills are alsoinvolved in learning to speak. They are readiness tolearn, opportunities for practice, motivation, andguidance. If any one of these essentials is missing,learning will be delayed, and the quality of speech willfall below the child s potential and below the level ofhis age-mates.
Readiness to Speak. Speech development dependsupon the maturation of both Vne speech mechanism andthe 6raz>2—especially the association areas of thebrain. At birth, the oral cavity is small, with a shortanterior to posterior measurement. The palate is flatand lacks the arch characteristically found in olderpersons. The tongue is too large, filling much of theoral cavity and even protruding a good deal of the time.The nerves and muscles of the vocal apparatus arefairly well developed, but their use must wait upon thegrowth and maturation of the other parts of the speechmechanism.
Mental readiness to speak comes somewhat laterthan motor readiness. That is why. during the pre-speech stage, the baby can babble sounds that ap-proximate words and can even say isolated words inparrot fashion. Association of meanings dependsupon memory and reasoning. Until the brain is wellenough developed to permit a young child to remem-ber past experiences and to relate past and presentexperiences with a specific word, he will be unreadyto learn to speak.
Opportunities for Practice. For most babies, a periodof speech readiness occurs between the ages of 12
Box 8-2
	SOME COMMON GESTURES OF BABYHOOD

	Gesture
	Meaning

	■ Allows food to run out of mouth
	■ Satisfied or not hungry

	■ Pouts
	■ Displeased

	■ Pushes nipple from mouth with tongue
	■ Satisfied or not hungry

	■ Pushes object away
	■ Does not want it

	■  Reaches out for object
	• Wants to have it handed to him

	■ Reaches out to person
	■ Wants to be picked up

	■ Smacks lips or ejects tongue
	■ Hungry

	■ Smiles and holds out arms
	■ Wants to be picked up

	• Sneezes excessively
	■ Wet and cold

	■ Squirms and trembles
	■ Cold

	■ Squirms,  wiggles,   and  cries during  dressing
	■ Resents restriction on activities

	or bathing
	

	■ Turns head from nipple
	■ Satisfied or not hungry
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and 18 months. This period may be regarded as the"teachable moment" in speech development. On thewhole, most babies and young children are givenplenty of opportunities to practice talking. Parentsrecognize the importance of speech and regard earlyspeaking as a sign of high intelligence. They deriveconsiderable satisfaction from having their childrenlearn to talk early and are usually willing to spendtime and effort in helping them to do so.
If the baby is deprived of opportunities to makeuse of this period of readiness to speak, he is likelyto become emotionally disturbed. The young child isdeeply frustrated if he cannot make others understandwhat he is trying to tell them or if he is unable to ex-press his feelings. Obstacles to learning may existeither in the environment or within the child himself—as in the case of deafness, which deprives the childof an opportunity to hear others speak and, conse-quently, of a model to imitate.
for a child, a speaker must say each word slowlyenough to be heard clearly and distinctly. He mustgive the child time to grasp the correct pronunciationand to understand the relationship of each word in asentence to every other word. Since much imitationis unconscious, and since the child can learn goodspeech as easily as he can learn bad. it is obviousthat the better the model, the better the child's speech.This is illustrated in Figure 8-4. As Bluemel has re-marked. "Most children catch their speech in muchthe same way as they catch measles—by being ex-posed to it" (15).
Major Tasks in Speech Development
Just being able to speak in words and sentences thatothers can understand does not lead to communica-
Motivation. Some parents do not provide adequatemotivation even though they may provide amplelearning opportunities. If the young child discoversthat he can get what he wants without asking for it,and if substitutes for speech, such as crying and ges-tures, serve his purpose, his incentive to learn to speakis weakened. Baby talk, for example, is likely tocontinue until the child starts to play with other chil-dren. When he learns that they do not understand him,he will be motivated to improve his speech.
Studies of multiple births have revealed that twinsand triplets are generally delayed in speech develop-ment because they associate mainly with one anotherand learn to understand their own jargons, thus elim-inating the motivation to speak so they can be under-stood by others (31, 78). Figure 8-3 shows how twinslag behind the norm for their ages in speech develop-ment as compared with singletons. Note that by thetime they are 3 years old, they approach the norm.
Guidance. Guidance in learning to speak is just asimportant as guidance in learning motor skills. Un-fortunately, many parents do not know how to guide achild's speech development. Some are just lazy.Others believe that the child will outgrow his de-ficiencies, that he will automatically realize hismistakes when he hears other people speak correctly,or that his teachers will set him right when he entersschool.
The best ways to guide speech development are:First, provide a good model, and second, provide helpin following the model correctly. To be a good model
Figure 8-3. Comparison of the speech development oftwins and singletons during the early years of life.(Adapted from R. J. Dales, Motor and language de-velopment of twins during the first three years, J.genet. Psychol., 1969, ^^*, 263-271. Used by permis-sion.)
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tion. Real communication involves also the ability tounderstand what others say. Learning to speak, there-fore, entails four major developmental tasks. Thetasks are so interrelated that successful achievementof one is essential to success in the others. To high-light their importance, these four tasks are listed inBox 8-3 and discussed individually in the followingpages.
COMPREHENSION
In many respects, learning to understand the meaningof what others say is the easiest of the four majortasks in speech development. At every age, the pas-sive or "comprehension," vocabulary is larger thanthe active, or "speech," vocabulary. This is most ap-parent when a person learns a foreign language: heunderstands words spoken by others and can followa conversation before he himself can speak intelligiblyin that language.A baby can comprehend the general meaning of
Figure 8-4. Because children learn correct speech fromimitation of good models, it is essential that parentsspeak correctly. (Adapted from George Clark: "TheNeighbors." The Philadelphia Evening Bulletin, May6, 1967, Chicago Tribune-New York News Syndicate.Used by permission.)
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        "Dad, you're always correcting my grammar. Butwhen we met them, you said 'Hi, folks—long time
what others say long before he can speak. This com-prehension comes not from understanding the actualwords, but rather from understanding other people'sactions, voice intonations, and gestures. For example,a baby becomes quiet when he is talked to, he dis-tinguishes between friendly and angry voices, and heresponds to the affective intonations of the voice.Until the child is about 18 months old, the speakermust reinforce his words with gestures if he wants tobe sure that the child will comprehend exac^ meanings.Even simple directions, such as "Put the cup on thetable." need to be supplemented by a gesture ofpointmg to the table and to the cup.
Comprehension is more difficult in some areas ofspeech than in others. Differences in tense, such as"has jumped" versus "will jump," are only vaguelyunderstood up to the age of 6 years (23, 53). "More"is more easily understood then "less" (34). And com-mands are understood earlier than statements offact. This is partly because commands are usuallyaccompanied by gestures, such as the lifting of thehand when one says, "No-No," and partly becausecommands are given in a decisive tone of the voice.
Listening to the radio and watching television aidcomprehension because they encourage attentivelistening (78). Also, the more the child is encouragedto participate in conversations, the more attentive hewill be to what others say and, as a result, the betterhis comprehension (77, 90).
PRONUNCIATION
During the first 6 months of life, a baby will makemany meaningless sounds in his cooing and babbling.In the presence of other people he will sometimesimitate them by "talking back," but he does not imitatethe sounds they are making. That is too complicatedfor him. He is merely imitating sound making in gen-eral. This is called the "echo-reaction stage" ofimitation. Readiness to imitate occurs at about theage of 12 months. At that time, the baby attempts toimitate specific sounds which had not previouslyappeared in his babbling (78).
Attempts to imitate occur more and more frequently,and the number of words attempted increases rapidly.Correctness of imitation, however, proceeds slowly.Many of the young child's imitations bear little resem-blance to the original model. With practice comesimprovement, and in time the child learns to pro-nounce new words quickly and easily. He uses thisability for the rest of his life in learning both foreignlanguages   and   new  words   in   his   own   language.
Children literally "pick up" the pronunciation ofwords from the people with whom they associate. Ayoung child's entire pattern of pronunciation willchange rapidly if he is placed in a new environmentwhere people pronounce words differently. Becauseof the child's flexibility in sound imitation—due to theplasticity of the vocal mechanism and the absence ofwell-developed habits of pronunciation—many par-ents and educators contend that early childhoodis the proper time to begin learning a foreign language.If the child learns the correct pronunciation then, theymaintain, he will "speak like a native, ' but if he waitsuntil junior or senior high school before learning, hewill always speak the foreign language with an Amer-ican accent.
Variations in Pronunciation. Children differ markedlyin the correctness of their pronunciation and in theiraccents. Variations in correctness of pronunciationdepend partly upon the rate of development of thevocal mechanism but mostly upon the guidance theyoung child receives in combining sounds intomeaningful words. This is a difficult skill. Correctpronunciation frequently lags behind the accumula-tion of a rather large vocabulary. Most young childrenknow the meanings of many words that they cannotpronounce.
Variations in accent result from imitating modelswhose pronunciation differs from that in generaluse, as in the case of the bilingual child who imitatesthe accent of a foreign-born parent. When a child'saccent differs from that of his peers, he feels con-spicuous, different, and therefore inferior. Older chil-dren associate certain stereotypes with differentaccents. The child is then judged by his peers in termsof the stereotypes. If the stereotype is unfavorable, itis likely to lead to prejudice and social discrimination.The role played by accents in prejudice will be dis-cussed later in relation to its effect on social develop-ment.
VOCABULARY
In building a vocabulary, the child must learn toassociate meanings with sounds. Since many wordshave more than one meaning, vocabulary building isfar more difficult than pronunciation. Furthermore,there is greater chance for error in the learning ofcorrect sound-meaning associations. Such learningfollows the technique of the conditioned reflex. Fromthe many sounds the baby uses, people around himselect certain ones to repeat, and these he eventually
learns to associate with certain objects, people, andsituations.
All meanings are first learned in connection with aspecific object, person, or situation. But young chil-dren do not make very clear distinctions. They empha-size isolated aspects of a word. For example, when ayoung child learns to call his father "daddy." he islikely to call all men "daddy. " Only gradually doeshe learn to apply general meanings to general cate-gories and specific meanings to specific objects orsituations.
The child first learns the meaning of those wordsfor which he has the greatest need, but until hisvocabulary is adequate to his needs, he also usessubstitutes, such as crying and gesturing. As he growsolder and abandons prespeech forms, he frequentlyuses slang terms as substitutes.
Children learn two kinds of vocabularies: a generalvocabulary and multiple special vocabularies. Thegeneral vocabulary consists of such words as 'man,""nice." and "go, " which can be used in a variety ofdifferent situations. The special vocabularies, on theother hand, consist of words with specific meaningsthat can be used only in certain situations. Sincewords in the general vocabulary are the ones that areused most, they are learned first. At every age, thegeneral vocabulary is larger than the special vocab-ularies. Box 8-4 spells out the major characteristicsof general and special vocabularies.
Size of Vocabulary. The way in which the childadds to his knowledge of words is predictable.The child increases his vocabulary not only by learn-ing new words but also by learning new meanings forold words. For example, he at first uses the word"orange " to refer to the fruit. Later, he discoversthat it also refers to a color and. still later, that it is acomplex color, made up of a combination of red and
y^"°^- Box 8-3
MAJOR TASKS IN LEARNING TO SPEAK
■ Comprehending the meaning  of what otherssay
■ Pronouncing words so that they can be under-stood by others
■ Building   a   vocabulary  adequate  to  expressone's thoughts, feelings, and wishes
■ Combining  words into meaningful sentences
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It has been estimated that the mean number ofdifferent words used at 18 months is 10, and at 24months, 29.1. In these early months, girls surpassboys in size of vocabulary. The average vocabulary ofa 2-year-old contains 272 words and, again, girlssurpass boys (72, 78, 118). Figure 8-5 shows the in-crease in vocabulary size during the preschool years.
After the child enters school, his vocabulary growsrapidly, owing to direct teaching, new experiences,leisure reading, and radio and television listening. It
is estimated that the average first-grader knowsbetween 20,000 and 24,000 words, or 5 to 6 percentof the words in a standard dictionary. The sixth-grader knows approximately 50,000 words, and thechild entering high school, about 80,000 words, or22 percent of the words in a standard dictionary(42, 78, 118, 126).
Individual differences in vocabulary size at everyage are due to differences in intelligence, environ-mental influences, learning opportunities, and motiva-
Box 8-4
CHILDHOOD VOCABULARIES
General Vocabulary
Nouns. The first words used by the child arenouns, generally monosyllables, taken fromfavorite babbling sounds.
Verbs. After the child has learned enoughnouns to apply names to the people and ob-jects in his environment, he begins to learnverbs, especially those which designate action,such as "give," "take," or "hold."
Adjectives. Adjectives appear in a baby's vo-cabulary from the age of IV2 years. The adjec-tives most commonly used at first are "good,""bad." "nice," "naughty," "hot," and "cold."These are applied principally to people, food,and toys.
Adverbs. Adverbs are used at about the sameage as adjectives. The earliest adverbs to appearin the child's vocabulary are generally "here "and "where."
Prepositions and pronouns. These appear lastbecause they are the most difficult to use. Theyoung child becomes confused about when touse "I," "me," "my," and "mine," for example,and avoids their use as long as possible, sub-stituting his own name or "baby" for thepronoun.
Special Vocabularies
Color vocabulary. Most children know thenames of the primary colors by the age of 4.How soon they will learn other color namesdepends on their interest in colors and onopportunities to learn.
Number vocabulary. In the Stanford-BinetIntelligence Scale, the 5-year-old is expectedto count three objects; the 6-year-old is ex-pected to understand the words "three,""nine, " "five," "ten," and "seven" well enoughto count out that number of blocks.
Time vocabulary. By the age of 6 or 7, the childusually knows the meaning of morning, after-noon, night, summer, and winter.
Money vocabulary. The 4- or 5-year-old is begin-ning to label coins according to size and color.
Slang vocabulary. Between 4 and 8, most chil-dren, especially boys, "go tough," using slangto express emotions and to conform to thepeer group.
Swearing vocabulary. Swearing is used mainlyby boys, starting at the school age, to identifythemselves with the big boys, to compensatefor feelings of inferiority, and to assert theirmasculinity.
Secret language. This is used mostly by girlsafter 6 years of age to communicate with theirfriends. It may be verbal (known as "pidginEnglish" because it is a distortion of English),written (symbols), or kinetic (gestures). SeeFigure 8-6 for illustration of secret language.
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tion to learn. Girls, it has been reported, have largervocabularies than boys at every age (78, 118).
SENTENCE FORMATION
At first, the child uses one-word sentences—a nounor verb that, combined with a gesture, expresses acomplete thought. Saying "give" and pointing to atoy means "give me the toy." Or saying "ball ' andholding out the arms in the direction of the ball means"give me the ball." The child uses single-word sen-tences from approximately 12 to 18 months of age.
The 2-year-old combines words into short, oftenincomplete, sentences containing one or more nouns,a verb, and occasionally an adjective or adverb. Hesimply omits prepositions, pronouns, and conjunc-tions. Typical sentences are "Hold doll," "Go bed," "Gobye-bye," and "Want drink." By the time the child is4, his sentences are nearly complete: a year later,they are complete in that all parts of speech are used.
An analysis of the sentences of children under theage of 8 reveals an early decline in the use of incom-plete as well as structurally complete but functionallyincomplete sentences. There is a slight but steadyincrease in the use of simple sentences, compoundand complex sentences, and elaborated sentences(76).
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Figure 8-5. Increase in vocabulary with age. (Adaptedfrom L. P. Lipsitt, Learning processes of human new-borns, Merrill-Palmer Quart., 1966, M, 45-71. Usedby permission.)
At every age. children show marked individualdifferences in both the length and pattern of theirsentences. Bright children and those from the highersocioeconomic groups usually use longer and more
Figure 8-6. Secret language, fAdapted from C. Brownstone,Why children's secret language? Parents' Magazine, May, 1940.Used by permission.)
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complex sentences than the average. When playingwith their contemporaries, children are likely to con-verse in phrases rather than complete sentences.When with adults, they lengthen their sentencessomewhat, but in a classroom situation, where thereare both children and a teacher, they lengthen themeven further (78, 80).
Pattern of Speech Development
Whatever their language, ail children must masterthe four major tasks in learning to speak: compre-hension, pronunciation, vocabulary building, andsentence formation. Thus, the pattern of speech de-velopment is much the same for all. The rate oflearning varies, however, depending on intelligenceand environmental stimulation. Extensive studies ofmotor control and of speech reveal that the patternof speech development closely parallels the pattern ofmotor development (69. 86).
In speech development, the pattern is one of spurtsfollowed by resting periods, or p/afeaus—times whenno apparent improvement occurs. Whenever a newmotor act is being established, there will be a tempo-rary plateau in the pattern of speech development.Between the ages of 9 and 18 months, the urge towalk seems to be more powerful than the urge totalk. After walking becomes automatic, the baby sattention is directed to talking, and there are rapidgains in speech. When the child begins school, hiseagerness to learn—a characteristic of the first-grader—gives him a strong motivation to learn newwords. By the second or third grade, however, hisinterest in school and his motivation to learn beginto wane. Since the curriculum areas remain much thesame though on a higher level, he is introduced tofewer new words, and his speech developmentreaches a plateau.
FACTORS RESPONSIBLE FOR VARIATIONS IN PATTERN
Individual variations in the rate of speech develop-ment, the size and quality of the vocabulary, and thecorrectness of pronunciation occur at every age level.A number of factors contribute to these variations.
Health. Severe and prolonged illness during thefirst 2 years of life delays the beginning of speechand the use of sentences by 1 to 2 months. A sickchild has little incentive to talk: he is not feeling well,and his every need is anticipated for him (24. 63. 76).
Intelligence. A correlation between speech develop-ment and level of intelligence exists even in the veryyoung child. After the age of 2 the correlation is quitehigh (20).
Studies of mentally deficient children show that thelower the intellectual rating, the poorer the speech.Children of high IQ. on the other hand, show markedlinguistic superiority, both in size of vocabulary andin length and correctness of sentence structure (20.30. 116).
Socioeconomic Status. Children from the uppersocioeconomic groups are. at every age. more artic-ulate than those from the lower groups (27. 33).They speak earlier, express themselves better, andtalk more. There is clear-cut evidence of a markedrelationship between the child's speech and the oc-cupational status of the father. This relationship iswell established even among 5-year-olds (18. 33).
Environmental factors are closely correlated withspeech development. These include such importantinfluences as the number of children's books thechild sees, the opportunities he has for constructiveplay, the number of hours he is read to or told stories,the number of adults in daily contact with him, andthe number of playmates he has (9. 33. 78).
Sex. Studies of sex differences in speech develop-ment report that boys lag behind. At every age. theirsentences are shorter and less grammatical, theirvocabularies are smaller, and their pronunciation isless accurate. The differences become more pro-nounced with every passing year and are greateramong children of the lower socioeconomic groupsthan among those of the higher groups (29. 78. 80).There is no completely satisfactory explanation ofsex differences in speech development, nor do weknow whether this difference is universal or charac-teristic of our culture alone. It may be that the tradi-tional concern about sex-appropriate behavior hasplaced linguistic performance on the feminine"side.
Family Relationships. A healthy relationship betweenthe child and other family members, especially themother, facilitates speech development. By contrast.an unhealthy family relationship—in which the youngchild is either pampered or neglected—may not onlyresult in speech retardation but also lead to suchspeech disorders as lisping, stuttering, and slurring(100, 127).Size of family also affects speech development. An
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only child, for example, gets a great deal of parentalattention. Furthermore, he is spared sibling rivalry.which sometimes manifests itself in speech disorders,especially stuttering (76. 127).
While studies of ordinal position in the family havegiven little attention to the effect it has on speechdevelopment, there is some evidence that the speechof firstborns is superior, age for age. to that of later-born children in the same family (2). This is not be-cause firstborns are intellectually superior, but ratherbecause parents spend more time teaching them andencouraging them to speak.
Personality. Regardless of IQ. a shy. withdrawn childwill speak less than one who is more extroverted. Abright but impulsive child is far more likely to makegrammatical mistakes and use incorrect pronuncia-tion than a less bright child who is calm, deliberate,and precise in speech (102). Children who are zestfuland who show an enthusiasm for life, it has beenreported, have greater verbal fluency than childrenwho are placid or bored (29).
Well-adjusted children tend to speak better bothqualitatively and quantitatively than those who arepoorly adjusted. In fact, the child s speech is oftenregarded as an indication of his mental health (29).In speech disorders, the role of poor mental healthis especially evident.
Defective Speech
During the first 4 years of life, every child has diffi-culty controlling his speech mechanism. The resultis that speech defects are almost universal. Becauseof his limited understanding, the child cannot alwaysmake the correct association between meanings andsounds. In addition, he has trouble combining wordsinto sentences.
MEANING OF SPEECH DEFECTS
When a child speaks correctly or nearly correctlybut on a level below that of the norm for his age. hehas a quantitative speech lag. His vocabulary, for ex-ample, is smaller than that of other children his age.and his pronunciation is on a more infantile level.This condition is generally called delayed speech. Bycontrast, defective speech is inaccurate speech: itvaries qualitatively from the norm for the child's ageand contains more than the usual number of errors.The term    defect" is popularly applied only to de-
fects in pronunciation, but in its broader sense it canbe applied to any form of speech that is incorrect.The term disorder, on the other hand, refers to aserious defect in pronunciation. A speech disorder isthus a kind of speech defect.
Most speech defects can be categorized under oneof three major headings: defects in word meanings,in pronunciation, and in sentence structure.
DEFECTS IN WORD MEANINGS
In every language, a number of meanings are asso-ciated with words that sound alike, even though theirspelling may be different. For example, "rain,"rein." and "reign " sound alike but have very differ-ent meanings and different spelling. Under suchconditions, it is not surprising that, while learningmeanings, the child makes many wrong associations.
Such errors interfere with communication. Theyaffect the child's comprehension of what others sayas well as their comprehension of what he says. Manydisciplinary problems arise not from the child's willfulbreaking of rules but from his misinterpretation ofthe words used in the rules. This matter will be dis-cussed further in the chapter on moral development.
Ordinarily, errors of association are quickly checkedby parents or teachers, and the child learns to usewords more correctly as he grows older. He alsolearns to avoid words whose meanings he is unsureof. Unless he verbalizes his interpretation of a word,however, or behaves in a manner to suggest that hemisunderstands it. adults cannot know what the wordmeans to him and cannot correct wrong associations.
DEFECTS IN PRONUNCIATION
Learning to pronounce words is a complicated skill,and all young children mispronounce some of thewords they use. Each year, however, there should bea gradual decrease in mispronunciations.
Most defective pronunciation is due to faulty learn-ing and can be corrected relatively easily. Some isdue to malformation of parts of thespeech mechanism,such as the teeth, palate, lips or jaws. It may also becaused by imperfect hearing and muscular weaknessor partial paralysis of the tongue and lips, as in somecases of cerebral palsy. Under such conditions, de-fective speech is more persistent and correction is farmore difficult.
Speech Errors. From 18 months to 3 or 4 years ofage. most children make many mistakes in pronuncia-
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tion. The errors that characterize baby talk generallycome from faulty learning which has not been cor-rected. In fact, some parents encourage baby talkbecause they think it is cute. The faulty learningthat gives rise to baby talk is more often the result ofthe child s crude perception of the words he hearsthan of his inability to pronounce the elementalsounds. Furthermore, in his zeal to repeat everythinghe hears, he often makes only sketchy efforts, omit-ting the harder details. In cream, for example, heis likely to omit the letter r because it takes consider-able effort to pronounce two consecutive consonantsThe most common errors in pronunciation are givenin Box 8-5.
Baby talk varies from child to child not only inquantity but also in quality. It is greatly influenced bythe order in which the child learns to pronounce cer-tain letters or combinations of letters as well as byhow much guidance and encouragement he has inpronouncing words correctly.
Speech Disorders. Speech disorders are especiallycommon in families where one or both parents areneurotic, where parent-child relationships are poor,where there is a dominant mother and submissivefather, or where the mother ignores the child, is ex-ceptionally possessive or demanding of him. or sets
Box8-5
COMMON ERRORS IN PRONUNCIATION
Omission of one or more syllables, usually inthe  middle of the word,  as  in    buttfly    forbutterfly.
Substitution of letters or syllables, as in "tolly"for "dolly or handakerchief" for "handker-chief. '
Interchanges of letters or syllables in thelonger and less used words, as in tautomo-bile   for   automobile.
Omission of consonants that are difficult topronounce, such as z, iv, s, d, and g.
Abbreviation of difficult consonant blends,such as St, str, sk, dr, and ft.
Vowels, especially o, which is the most diffi-cult to say.
excessively high levels of aspiration for him. They areoften correlated with dependency, soiling, destructive-ness. restlessness in sleep, temper tantrums, nega-tivism, timidity, and food finickiness (81. 100. 127). Allthis suggests that speech disorders are a part of thesyndrome of poor adjustment.
Disorders of speech may develop at any time duringthe life-span. They are most likely to develop, however,during the preschool years when the child is trying tomaster the speech task and when any emotional dis-turbance will upset his progress. Many preschoolspeech disorders become habitual and far morenoticeable as the child grows older if steps are nottaken to correct them. The most common speechdisorders of childhood are outlined in Box 8-6.along with a brief explanation of their causes.
Damaging Effects of Defective Pronunciation. Evenmild defects, such as baby talk, are handicaps topersonal and social adjustment. The school child whomispronounces his words feels conspicuous, em-barrassed, and anxious. He dislikes being called onto speak because he fears that his classmates willlaugh at him.
f\/lany maladjustive forms of behavior stem fromfeelings of inadequacy caused by or intensified by aspeech defect. Defective speech thus becomes apart of the syndrome of poor adjustment. Often avicious circle is set into motion. The child with de-fective pronunciation, for example, may fail to takeadvantage of educational opportunitites and thusbecome an underachiever. Knowing that he is notliving up to his potentialities, he becomes moreanxious, and this aggravates his speech defect.
DEFECTS IN SENTENCE STRUCTURE
Even the child with good speech models in the homemakes many grammatical errors. The young child'smajor problems in sentence structure are in the useof pronouns and verb tenses. Few 2-year-olds usepronouns correctly; among 3-year-olds, about 75percent do.
From the age of 3. children tighten their hold ongrammar, though they continue to make grammaticalmistakes throughout the elementary school yearsand into high school and college. Children from thelower socioeconomic groups who hear patterns ofincorrect speech generally make more grammaticalerrors at every age than those from more privilegedhomes. There is a high correlation between thegrammatical errors made by the child and those made
Speech Development
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by his parents (24. 106). There is also a sex differencein grammatical mistakes, with boys at every agemaking more mistakes than girls (78. 82. 85).
Often a child s grammatical mistakes seem funnyto adults, but they are psychologically damaging tothe child. That is why they should not be taken lightlyor ignored in the hope that the child will outgrow themor automatically correct them when he studies gram-mar in school. Some examples of the psychologicaldamages of defective grammar are given in Box 8-7.
Bilingualism
For some children, bilingualism is a serious obstacleto learning to speak correctly. Bilingualism is theability to use two languages. It involves not onlyspeaking and writing but also understanding whatothers attempt to communicate orally or in writing.A truly bilingual child is as much at home in a foreignlanguage as in his mother tongue: he is able to speak,write, and read both languages with equal facility.Few children are truly bilingual. Most are moreadept in the use of one language than the other.There are many combinations of bilinguality: A childmay be able to understand and use both languagesequally well: he may be able to speak both, but writeonly one: or he may be able to understand both, butspeak only one.
BILINGUAL DOMINANCE VERSUS BILINGUAL BALANCE
Bilingual dominance means that a person uses twolanguages, but uses one better than the other. Bi-lingual balance means that he uses both languagesequally well. This applies to reading and writing aswell as speaking.
Whether there is dominance or balance in bilin-gualism can be determined by the speed and accuracywith which the two languages are used. When a childhas learned a language well, he speaks fluently. Thatis. he speaks with little or no hesitation, thus in-creasing his speed. Fluency is generally, though notalways, characterized by a minimum of grammaticalerrors. The fluent speaker at least shows greater ac-curacy than the less fluent speaker (107).
Which of the two languages will be the dominantlanguage will depend largely upon the circumstancesunder which the speaker became bilingual. In Americatoday, most bilingual children have foreign-bornparents. In the home and often in the neighborhood.
Box 8-6
COMMON SPEECH DISORDERS OF CHILDHOOD
Lisping
Lisping consists of letter-sound substitions. The mostcommon substitions are th for s or z, as in ThimpleThimon." and of w for r. as in "wed wose.' Lisping isusually caused by deformation of the jaw, teeth, or lipsand a tendency to cling to infantile speech. A missingfront tooth may cause a temporary lisp. Lisping in adoles-cence is usually due to a space between the upper frontteeth.
Slurring
Slurring is indistinct speech due to inactivity of the lips,tongue, or jaw. It is sometimes caused by paralysis ofthe vocal organs or lack of development of the muscula-ture of the tongue. When he is emotionally upset or ex-cited, a child may rush through his words without pro-nouncing each one distinctly. Slurring is most commonduring the preschool years before speech has becomehabitual.
Stuttering
Stuttering is hesitant, repetitious speech accompaniedby spasms of the muscles of the throat and diaphragm.It comes from a breathing disturbance due to partial ortotal incoordination of the speech muscles. It resemblesstage fright in that the person seems at a loss to knowwhat to say. It is usually accompanied by stammering, adeadlocking of speech in which the speaker is tempo-rarily unable to produce any sound. Then, as musculartension is released, a flood of words pours out, soon tobe checked by another spasm. Stuttering begins whenthe child is between 2^ 2 and 3^ 2. Normally, it decreasesas he makes better social and home adjustments, onlyto flare up again when he enters the broader environmentof the school.
Cluttering
Cluttering is rapid and confused speech which is oftenmistaken for stuttering. It usually occurs in childrenwhose motor control and speech development are de-layed. It is an exaggeration of the errors of speech madeby normal people. Unlike the stutterer, the clutterer canimprove his speech if he pays attention to what he wantsto say.
the language of the country from which the parentsand neighbors have come is used. Only after the childenters school has he enough contacts with English-speaking people to find it essential to learn English.Because he spends more time in the home than in theschool or the areas of the community where Englishis spoken, he becomes far more proficient in thelanguage of his parents than in English. For him. themother tongue of his parents is the dominent lan-guage.
Few   American-born   children   have   experiencessimilar to those of children with foreign-born parents.
Box8-7
PSYCHOLOGICAL DAMAGE FROM DEFECTIVE GRAMMAR
Incorrect ThinkingDefects in sentence structure can give a totally unin-tended meaning to a sentence. They affect the child'sunderstanding of what others say as well as their under-standing of what he is trying to communicate. Should thechild say 'I ate my lunch" instead of i eat my lunch.' hewill create the impression that he has already eaten when,in reality, he means that he is now ready to eat.
Unfavorable Social Impressions
Judgments by others are often made on the basis of firstimpressions. The child whose grammar is defective willcreate a less favorable impression than one whose speechis correct. Furthermore, speech becomes a status sym-bol' as the child grows older.
Unfavorable Self-evaluationWhen the child realizes that he is judged unfavorably byothers, even though he may not realize why. he will eval-uate himself unfavorably and this will have a damagingeffect on his personality. Grammatical mistakes lead tounfavorable self-concepts and feelings of inferioritylong before childhood comes to an end.
Habitual Patterns of SpeechWith repetition, grammatical mistakes become habitual.If the child becomes accustomed to hearing words incertain combinations, any change in the combinationssounds incorrect. A child, for example, who has becomeaccustomed to saying 'He done.' will claim that it soundsfunny to say   He did,   and will resist making the change.
Should an American family live in a foreign country,the child will usually learn the language of the countryin which he lives as the dominant language. His use ofEnglish will be limited mainly to communication withhis family or friends of the family.
LEARNING TASKS IN BILINGUALISM
Every language has its own vocabulary, its own gram-matical structures, its own word meanings, and itsown pronunciation of different letters or letter com-binations. The child who is expected to learn twolanguages simultaneously must learn two differentwords for every object he names or for every thoughthe wishes to express. He must learn two sets of gram-matical forms—one often conflicting with the other.
Furthermore, he must learn how to pronounce thesame letters or letter combinations differently; theletter r, for example, is pronounced quite differentlyin French and in English, though it is the same letteron the printed page. These learning tasks are verydifficult for the student in junior or senior high school;they are even more difficult for a young child who hasnot yet mastered one language well enough to feelat ease when using it. The young child is likely tocombine the two languages rather than keep themseparated into two distinct language systems.
When the second language is begun after the firsthas progressed to the point where it can be usedautomatically, the tasks involved in learning thesecond are still far from easy. Conflicts in pronuncia-tion, in grammar, and in word associations will beconfusing. In addition, the speech mechanism is notso easy to control as itwas when the child was younger.Having become accustomed to pronounce letters orletter combinations one way. he finds it hard to pro-nounce them differently. He can. of course, masterthe new language if his motivation to do so is strongenough and if he has the necessary guidance andlearning opportunities.
EFFECTS OF BILINGUALISM
The effects of bilingualism depend not so much uponbilingualism, per se. but upon the conditions sur-rounding it. Five conditions are especially worthnoting.
First, when the dominant language is different fromthe one used by the children with whom a child asso-ciates at school or in play, he finds it difficult to com-municate. He thus has problems in social adjustment
and in his schoolwork. Since he is not linguisticallyready for school, he feels insecure and is handicappedfrom the very start. His achievement on intelligencetests, especially those which use language, likewisewill reflect the handicap of bilingualism.
Second, learning two languages simultaneously inthe early years is very likely to delay speech develop-ment in both. Size of vocabulary, sentence length andconstruction, and articulation—all are likely to suf-fer. Figure 8-7 shows a comparison of bilingual andmonolingual children in different tests of linguisticachievement. The bilingual child is also liable to beconfused in his thinking, and this makes him self-conscious about talking. Becoming bilingual afterone language is well mastered entails few of thesedetrimental effects.
Third, if the dominant language is a foreign one, thechild usually acquires an accent which is never com-pletely lost. In addition, he makes more grammaticalmistakes in English than children of his age and levelof intelligence who are monolingual or whose domi-nant language is English. He becomes nervous andemotionally excited when he uses English—a condi-tion which often leads to stuttering. This intensifieshis speech difficulties as well as his social-adjustmentproblems. If he is so self-conscious that he refusesto converse with his peers, he will be subjected tosocial neglect or rejection.
Fourth, around the age of 4. when the child beginsto distinguish racial differences, he also learns thatmany people regard some racial groups as inferior andothers as superior. Acceptance of these cultural ste-reotypes leads to unfavorable social and self judg-ments of those who speak a language associated witha group regarded as inferior. The psychologicaldamage from prejudice, both to oneself and to others,is one of the great problems of our age.
Fifth, the bilingual child whose dominant languageis a foreign language and whose parents live and actlike foreigners will be different from other children inmany ways. His home and his manner of dressing andeating will often be different, and he will be subjectedto child-training methods different in many respectsfrom those used in the homes of his schoolmates. Thissyndrome of "differentness." constantly apparent inhis speech, is likely to be a serious handicap to socialadjustment. If he speaks with a foreign accent, it pro-claims to all that he is 'different."
From a careful study of these conditions, it is logicalto conclude that bilingualism is more of a handicapthan an asset to a child, especially during the pre-
school years. This opinion is widely held by psycholo-gists and educators.
Amount of Talking
After a child begins to speak, he talks almost inces-santly. While he prefers to talk to people, he will alsotalk when he is alone, playing with his toys. He willeven talk to people who pay little or no attention towhat he is saying or who do not bother to answer hisquestions. The older child resents such treatment, butthe young child enjoys the sense of power and inde-pendence his new skill gives him. Talking is thus asource of tremendous personal satisfaction. It hasbeen estimated that, on the average. 3- and 4-year-olds speak 15.000 words a day. or approximately 5' 2million words a year. Every year they speak more anduse more words (75, 78).
At first, the young child's speech generally accom-panies nwtor activity. Running, playing, eating, andbathing all have some vocal accompaniment—shouts.
Figure 8-7. Comparison of bilingual with monolin-gual children in different tests of linguistic achieve-ment. (Adapted from Sister M. A. Carrow, Linguisticfunctioning of bilingual and monolingual children, J.speech hear. Disord., 1957, 22, 371-380. Used by per-mission.)
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grunts, squeaks, or words. All these have a definiterelationship to what the child is doing and are. inreality, a form of thinking out loud. The little girlplaying with her doll will say. I cover dolly." as sheputs a cover over the doll. Very little of the youngchild s speech is conversational; instead, it is moreof a monologue, a running commentary on his ownactions.
Ordinarily, children talk less and less as pubertyapproaches and progresses. This is largely becausethey are not feeling up to par physically, but it is alsodue to their concern about the many problems thatpuberty gives rise to. They not only talk less, but whenthey do talk they often tend to be sullen, disagreeable,and quarrelsome.
The amount of talking is influenced by individualdifferences in the need for speech. A child who isdeprived of affection, for example, will talk more whenhe is with adults and will make more demands onthem than the child who feels secure in the affectionof parents and peers. The child whose need for affec-tion is adequately met will use speech, not to get at-tention, but to learn about his environment or merelyto satisfy his desire to converse.
SIGNIFICANCE OF AMOUNT OF TALKING
The earlier the child begins to speak, the more prac-tice he gets, and the greater his verbal facility. Thisincreases his self-confidence. The child whose speechis delayed gets less practice. A delay of 6 months to1 year in starting to talk means, in many cases, thatthe child is not ready, linguistically, to begin schoolat the age of 6. Once he begins to talk, he may catchup to the speech level of his age-mates, but lack ofpractice is likely to deprive him of the self-confidenceessential to fluent speech. As a result, he hesitates toexpress himself orally: this handicaps him in hisacademic and social adjustments.
As children grow older, they talk with one anothermore and more: this helps them to play together in asocial and enjoyable way. The quiet child finds him-self left out of things. He may not be rejected by hisplaymates, but he is neglected because he has littleto contribute. He often develops feelings of inade-quacy which persist long after he has caught up withhis peers in ability to speak. A close association hasbeen reported between speech and social acceptancethroughout childhood: children who talk most are.other things equal, the most popular (77). This will bediscussed in more detail in Chapter 11.
Content of Speech
Studies of the content of children s speech at differentages give information about the size and correctnessof vocabulary, ability to combine words into sentences,dominant interests, and concept of self. From whatthe child says, one can tell how he feels about himselfand his relationships with others and how he com-pares himself with his peers. One can also learn some-thing about his emotional states—whether he is happy,frightened, angry, jealous, or curious. Speech contentis, therefore, a thermometer of the child s emotionalreactions.
CONTENT CATEGORIES
The content of children s speech has been classifiedinto two major categories: Egocentric speech andsocialized speech. The characteristics of these twocategories are given in Box 8-8.
Most of the young child s speech is egocentric.As the desire to be one of a social group increases,the child uses speech as a social tool. When this willoccur is difficult to tell. Experimenters have reportedages ranging from 2 to 7 or 8 years. During theseyears, children talk more to peer group membersthan to adults if peer group members are available(77).
The shift from egocentric to socialized speech de-pends not so much upon chronological age as uponother factors. The child s personality is an importantdeterminant. Egocentric children will continue totalk about themselves at every age and will show littleinterest in getting the other person s point of view.Social experiences will extend the child's interestsand his desire to exchange ideas. As the group withwhich the child associates grows larger, his speechwill become less egocentric.
Socialized speech predominates when childrenare with their age-mates. Adults encourage the child totalk about himself. They ask him what he is doing,how he likes school, or what he plans to be when hegrows up. This encouragement to egocentric speechis lacking when the child is with his peers. Conse-quently, he steers his conversation into channelsthat will hold their attention and win their approval,thus strengthening his acceptance by them.
CONVERSATIONAL TOPICS
What children talk about is influenced by their ages.the breadth of their experiences, and their personality
patterns. Mainly, they talk about themselves and theiractivities, their families, and their relationships withdifferent family members. Many topics that charac-terize adult conversations appear in a rudimentaryform in the conversations of preschool children—topics such as clothes, likes and dislikes, whereone lives, and matters of everyday routine.
Among older children, the variety of topics is wider,owing to the diversity of their experiences. Much oftheir conversation centers around school activities:their own experiences and accomplishments: theirfamilies and pets: sports: trips: clothes; movies,television programs, comics, and other forms of en-tertainment: and tabooed subjects, especially sex andsex organs. The child feels freer to discuss thesetopics with his contemporaries than with adults.
METHODS OF PRESENTATION
The child's method of presenting what he says oftenhas more influence on the reactions of others thanthe content of what he says. Young children tend touse matter-of-fact statements or questions: olderchildren tend to use a variety of more dramaticmethods. Some of these are learned by trial and error.others by imitation.
Exaggerations. From 5 to 7. in particular, when imag-ination outpaces reasoning, the child tends to exag-gerate: his imagination fills in the gaps in reality. Hediscovers, mainly through trial and error, that exag-gerations—statements which seem true to him—areinterpreted as white lies ' by adults and win moreattention than matter-of-fact remarks. As a result.he either consciously or unconsciously begins toexaggerate whenever he wants to win the attentionor approval of others.
Boasting is a form of exaggeration. Thechild embroiders statements of fact to make themmore colorful and to increase their attention value.There is an element of truth in all boasting, but thefavorable aspects of the truth are given proportionallymore emphasis than the unfavorable.
Boasting is greatest between the ages of 8 and 12—when both boys and girls are most anxious to impresstheir peers and ensure their status in the group. It isnot limited to these years, however. Most childrenwho discover the attention value of exaggeration alsodiscover the ego-inflation value of boasting, and theyuse  it  whenever  they  feel   inadequate or  inferior.
What children boast about is determined largelyby the values of the peer group. Since toys and mate-rial possessions are important to a young child, heboasts about such things as the family car. his clothesand toys, or even the family pets. Skills are more im-portant than material possessions to older children:therefore, they boast about their strength and theirskill in games. Sex differences in boasting appearonly after the interests and values of the sexes change—about the time children enter school. At that time,boys boast mainly about their athletic abilities, andgirls boast mainly about material possessions, es-pecially clothes.
Name Calling. Among older children, name callingis a form of boasting. When a child calls another bya derogatory name, the name caller is indirectlysaying that he is superior to the other child. If he callssomeone a dumbbell,"' an 'idiot." or a shrimp."the child is inflating his own ego by implying that heis superior. Furthermore, name calling has great atten-tion value. The child who does the name calling isthe focus of attention, not the one who is the butt ofthe ridicule. Consequently, the child who wants atten-tion and wants to impress others with his superiority
Box 8-8
MAJOR CATEGORIES OF SPEECH CONTENT
Egocentric SpeechIn egocentric speech, the child talks either for his ownenjoyment or for the pleasure of associating with anyonewho happens to be present. He makes no attempt to ex-change ideas or to consider the other person s point ofview. It is. thus, pseudo conversation or monologue. Itreflects the child s inability to analyze his own thoughtprocesses, and its major value is that it is an aid in over-coming this inability.
Socialized SpeechSocialized speech occurs when the child establishessocial contacts with others. Since questions commandmore attention than statements, much early speech takesthe form of general questioning. Later the questionsbecome more specific. The older child discovers thatcommands and threats lead to social disapprovaJ. so hegradually abandons them in favor of requests.
often finds name calling a more satisfactory way ofboasting than making a direct statement about hissuperior possessions or abilities.
Criticism. Not only do young children criticize otherpeople, but also they make critical comments aboutanimals and inanimate objects. They are likely tocall a toy that will not work a "dumb toy" or to referto a train that is late as a "stupid train." A pet thatwill not do what the child wants him to do is "my meanold cat."
Critical comments serve to inflate the ego of thechild who feels inadequate; they also, he soon dis-covers, have great attention value. For the most part,the young child will criticize another person behindhis back. Older children often address their criticismsto the person being criticized. They use criticismmainly to comment on the conduct and personality ofanother child—his lack of knowledge, his clumsiness,his failure to do what he was expected to do. or hisclothing and personal appearance.
Tattling. Tattling is a form of criticism. A child tattlesabout another behind his back, to a person whoseassistance he hopes to gain. Typically, a young childwill go to a parent or teacher with such complaints as"He took my ball" or "He broke my skate." If he feelsthat the teacher has been unfair to him, he criticizesher behind her back, tattling to his parents about her"unfairness" or her "having favorites."
In spite of the personal satisfaction a child derivesfrom tattling, it is one of the quickest and surest waysof winning social disapproval. Many generations ofchildren have been brought up on some version of theold rhyme
Tattle tale tit,Your tongue shall be slit,And all the dogs in townShall have a little bit.
From this, they learn how the social group feels abouttattling and how likely it is to lead to social rejection.Most children abandon tattling when the desire forsocial acceptance becomes strong.
Derogatory Comments. Many children inflate theiregos by making derogatory comments about others.Beginning around the age of 3 years, children usethis method of presentation to relieve injured feelingsand to let other children know how they feel about
them. Typical examples are "You're a crazy cat, '"You're a crybaby," "You're silly, " and "You're nuts."As children grow older, they tend to use more deroga-tory comments and a wider range of adjectives.
The older child does not reserve his derogatorycomments for his age-mates and siblings. When hestarts to play with a peer group, he discovers thattalking about all adults in a derogatory manner isthe "thing to do." His parents are "mean," his grand-parents are "a little cuckoo," or the President is "sodumb he doesn't know what it's all about " The childis indirectly telling his friends that he is independent,that he is not 'tied to anyone's apron strings," andthat he is a "good guy " who uses words not approvedby the social group.
Derogatory comments usually reach their peakduring the early part of puberty. The child is not athis best physically, he is worried about the physicaland psychological changes that are taking placewithin him, so he develops a bellicose attitude towardeverything and everyone. This attitude is expressed inderogatory comments, often of an intensity that canbe labeled vitriolic.
Psychological Damage fromSocially Unacceptable Speech
If judged by adult standards, what a child says andhow he says it are not always socially acceptable.People at all ages are judged by their speech, and achild whose speech is socially unacceptable makesa poor impression and often acquires an unfavorablereputation. The effect on his personal and social ad-justments may be severe. Furthermore, if talking ina socially unacceptable manner becomes habitual,it will be an increasingly serious handicap each year.A survey of some of the far-reaching effects of sociallyunacceptable speech will highlight its significance.
First, the child who talks mostly about himselfthinks more about himself than about others. Ego-centric speech is thus not an isolated pattern of be-havior; instead, it is part of the syndrome of egocen-tricity. Studies of social acceptance reveal thatchildren who are egocentric are less popular thanthose who think of others and consider their welfare.Children whose speech is mainly egocentric havelittle of interest to offer to others; they soon acquirethe reputation of being 'bores." This will be discussedmore fully in the chapter on social adjustments.
A child normally shifts from egocentric to socialized
speech as his social interests broaden. Just becausehe tali<s about other people and other things, however,is no guarantee that he will talk about them in a man-ner that will lead to good social adjustments. Forexample, a child may talk to another child about thechilds activities: but if what he says is critical orderogatory, it can have an unfavorable effect. Similarly,the effect of egocentric speech on the childs adjust-ments will be influenced by his method of presenta-tion. Talking about himself in a matter-of-fact way maybe merely boring: talking about himself in a boastfulway may be so antagonizing that other children willreject him.
The child who is constantly boasting makes otherchildren feel inferior: they resent his implicationsthat he is superior. The boaster is likely to acquire thereputation of having a swelled head or of being"stuck-up." In time, the peer group realizes that theboaster is exaggerating: this does not add to theirrespect or liking for him.
Boasting also affects the child s personal adjust-ments. While he may derive temporary ego satisfactionfrom it. he will build up an unrealistic concept of him-self and his abilities. As his capacity for reasoningincreases, he will recognize the gap between what hesays he is and what he actually is—a gap that will leadto self-dissatisfaction and discontent. To close thisgap. he will look for scapegoats upon whom he canproject the blame for his not being, in reality, what hesaid he was.
Second, criticism in its many related forms—tattling,name calling, and derogatory comments—may beego-inflating for the child, but it is ego-deflating forthe person who is criticized. It irritates people andbreaks up friendships. Criticism within the family isone of the causes of deterioration in family relation-ships as children grow older. Parents and older rela-tives regard the child s critical comments as imperti-nence or lack of respect and reprove him for them.Siblings, too. resent name calling, tattling, and criticalcomments, and they generally retaliate in kind. Ifparents try to stop the quarreling that ensues, theyare accused of playing favorites, and parent-childrelationships deteriorate still further.Third, a cynical and belligerent attitude damagesboth the child and those who are subjected to hisremarks. Not only is the child building up habits ofspeech which will lead to social rejection with itsaccompanying psychological damage, but he is alsobuilding up a distorted concept of his superiority andhis right to bully others. Those who bear the brunt of
the child's comments cannot escape wonderingwhether they are as inadequate and inferior as thechild s criticism suggests.
Fourth, children can be permanently damaged byrepeated criticism. The female inferiority complex."for example, is largely the' result of the critical andderogatory comments girls are subjected to bybrothers and male classmates. The more important acritical person is to a child, the more the child will beinfluenced by what he says. Thus there is little evi-dence of the truth of the old saying. "Sticks andstones will hurt my bones, but words will never harmme": critical and derogatory words certainly willharm a child.
improving Children's Speech. It is widely agreedamong educators and psychologists that most chil-dren fall below their capacities in speech development.It is also widely agreed that far too many parents tendto accept the traditional belief that children will out-grow poor speech—speech that is either faulty andlimited in vocabulary or unsocial in content or formof expression.
Some parents even delay speech development.They discourage the child from speaking becausethey find it annoying or distracting. Many find thechild s questions embarrassing, or feel incompetentto answer if he asks about sex. birth, or elimination.Some parents believe that the child should be "seenbut not heard except when he is spoken to. Others,less authoritarian in approach, discourage the childon the ground that it is bad taste for a child to monop-olize a conversation when adults are involved. What-ever their reason, discouraging speech is damagingto the child s speech development. It limits his op-portunities to practice speaking under the guidanceof adults, which is essential to learning to speakcorrectly and in a socially approved way.
A number of constructive suggestions to help par-ents and teachers guide the speech development ofchildren are given in Box 8-9. The aim is to see thatchildren measure up to their capacities so that theirspeech will be an asset in personal and social adjust-ments.
In conclusion, remember that speech is not a heredi-tary trait, even though the foundations for speakingare a part of the child s hereditary endowment. Sincespeech must be learned, it can be controlled. Controlshould be such that the child will learn to speak in away that will contribute to his personal and socialadjustments. Any aspect of speech that might lead to
poor adjustment should be checked as soon as itappears to avoid its developing into a habit. This in-cludes grammatical mistakes as well as the tendencyto make derogatory comments about others. Such ahabit is extremely difficult to correct later even thoughthe child may realize the damage it gives rise to. Justas in the development of motor skills, guidance andcorrection are most important during the early stagesof speech development. At that time one can preventerrors from creeping in and becoming well-learnedbefore they are recognized. If this policy is followed,the task of learning to speak well will be easier.
Highlights of Chapter 8
1. Speech is a form of language in which articulatesounds or words are used to convey meanings: Ian-Box 8-9
guage includes all means of communication—speak-ing, gestures, writing, facial expressions, pantomime,and art.
2. Speech plays an important role in the child'ssocial relationships, in the evaluation others make ofhim. m self-evaluation, and in academic achievement.
3. The three common prespeech forms, crying, bab-bling, and gestures, are stopgap measures that areuseful until the child is maturationally ready to learnto speak.
4. As is true of motor skills, there are four essentialsin learning to speak; Readiness to speak, opportu-nities for practice, motivation, and guidance mlearning.
5. The major tasks in learning to speak include com-prehension of what others say: learning to pronounce
SUGGESTIONS FOR IMPROVING CHILDREN'S SPEECH
Do not accept the traditional belief that childrenautomatically outgrow poor speech. Instead,accept the scientifically proved fact that goodspeech can best be learned by imitating a goodmodel and by guidance in how to do so.
Encourage children to talk in the presence ofadults so that the correctness of their speechcan be checked. Young children, especially, canquickly   develop   habits   of   incorrect   speech.
Criticize faulty speech in a tactful and con-structive way to avoid undermining the child'sself-confidence   or  arousing   his   resentment.
Set a good model of speech for the child toimitate. Parents can improve their own speechby reading good books, by listening to goodradio and TV programs, and by direct study.
Encourage the child to be interested in lan-guage by explaining the meaning of new wordsin terms he can understand and by answeringhis questions about new words.
Do not discourage the child from asking ques-tions or from joining in the conversation. Ifhe seems to be monopolizing the conversationin   order to get attention,  point out tactfully
that he should give others an opportunity totalk also.
Train the child to be an attentive listener byshifting roles from speaker to listener and thenback to speaker and listener.
Encourage the child to talk when he is with hisage-mates as a means of becoming a part ofthe social group. This can best be done by de-veloping the habit of good communication athome.
Encourage the child to engage in socializedspeech by discouraging egocentric speech.This can best be done by developing the child sinterest in a wide range of subjects.
Provide the child guidance in how to expresshimself. No child has enough experience orsocial insight to realize how harmful certainmethods of self-expression can be. Guidancein self-expression has two aspects: Rules anda good model. No child can be expected totalk in a socially approved manner if he is sur-rounded by people who criticize, tattle, or callnames. Rules serve as guideposts to tell chil-dren what is socially acceptable and what isunacceptable.
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words so that they can be understood by others:building a vocabulary adequate to express one'sthoughts, feelings, and wishes; and combining wordsinto meaningful sentences.
6. Because comprehension is one of the easiesttasks in learning to speak, the comprehension vocabu-lary  is  normally  larger than the active vocabulary.
7. Learning to pronounce words comes from imi-tating the speech of others. This normally begins atthe end of the first year of life.
8. The child s vocabulary consists of words in gen-eral use as well as those with special meanings, asin the case of number words, and its size is determinedby the correctness of pronunciation and the ability toassociate meanings with sounds.
9. Combining words into sentences usually beginswhen children are 2 years old. Sentences graduallyincrease in length and in accuracy of structure.
10. The pattern of speech development closelyparallels the pattern of motor development and isinfluenced by such factors as health, intelligence,socioeconomic status, sex. family relationships, andpersonality.
11. Defective speech is inaccurate speech due toerrors in word meanings, pronunciation, and sentencestructure. Speech disorders are serious defects inpronunciation, the most common of which are lisping,slurring, stuttering, and cluttering.
12. Bilingualism—the ability to use two languagesfor speaking, reading, and writing—may be charac-terized by dominance, in which one language can beused with greater facility than the other, or by balance,in which both languages are used with equal facility.
13. How much a child talks influences his self-con-cept through its effect on the type of social adjust-ments he makes.
14. Early speech is typically egocentric, in which thechild talks mainly about himself and his interests,while later speech is typically socialized, in which thechild talks about others, though often in such unsocialforms as boasting, exaggerations, criticism, namecalling, and making derogatory comments.
15. Because socially unacceptable speech has far-reaching and damaging effects on the child's personaland social adjustment, the responsibility for teachingthe child to speak in a socially acceptable way falls toparents, teachers, and other adults.
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THE TRADITIONAL BELIEF that a happy. Carefreechildhood is essential to a well-adjusted adult-hood was referred to in Chapter 1. This beliefimplies that all unpleasant emotions should be keptto a minimum. Acceptance of the belief leads parentsand even teachers to try to make childhood as happya period as possible.
Three fallacies mar this traditional belief. First,there is no scientific evidence that only well-adjustedadults have had happy childhoods. Nor is there evi-dence that happy children continue to be happy whenthey grow up regardless of the circumstances of theirlives.
Second, it is a fallacy to claim that the only way to behappy is to be carefree. Studies of happiness havedefinitely not confirmed this belief. If anything, theyhave refuted it by showing that children who have noresponsibilities are bored and feel inadequate. Suchchildren come to believe that their parents andteachers lack confidence in them.
Third, the implication that all unpleasant emotionsshould be kept to a minimum by careful control overthe child's environment is fallacious because it isbased on the assumption that such emotions as fear,anger, jealousy, and grief have no value at all. Whileit is true that these emotions militate against happi-ness, they are damaging only if they become sohabitual that they dominate a person's life.
Some parents, accepting the traditional belief thata healthy child is a happy child, put so much emphasison the child's physical well-being that they neglecthis psychological well-being. They fail to recognize,for example, that a child cannot know that his parentslove and respect him as an individual unless theyshow it in words and actions. The child s reasoningcapacity is too limited to allow him to see that behindtheir criticism and punishment is a parental love thatis overshadowed by their desire to conform to theirconcept of "good parents." Consequently, in spite ofall they do to guarantee that he will be healthy, he stillis not happy or well adjusted.
Importance of Children's Emotions
Studies of the emotions have revealed that all emo-tions—not just the pleasant ones—play an importantrole in life and that each contributes to the kind ofpersonal and social adjustment the individual makes.Only if the emotions are directed into wholesomepatterns  of expression,  however, will they lead to
good adjustments. This requires learning under theguidance of persons experienced enough to knowwhich forms of expression will lead to good adjust-ments and which to poor. The benefits or damagesmay be physical or psychological or both.
Emotions Add Pleasure to Everyday Experiences.
Even such emotions as anger and fear add pleasureto the child's life by giving him some excitement, butmainly their enjoyment comes from their pleasantaftereffects. More obvious pleasure comes from suchemotions as curiosity, affection, and joy. Physically,joy is one of nature's best medicines because it dis-pels tensions and relaxes the body. Psychologically,it is a wholesome emotion because it makes all ex-periences pleasant.
Emotions Prepare the Body for Action. Physio-logical accompaniments of the emotions—increasedheartbeat, removal of fatigue poisons from themuscles, stopping of digestion, and release of blood
sugar from the liver, thyroxin from the thyroid glands,and adrenin from the adrenal glands—prepare thebody for action. If this preparation for action is notneeded, it will cause the child to be nervous and edgyor will lead to such nervous mannerisms as nail-bitingand thumb-sucking.
Emotional Tension Disrupts Motor Skills. Bodilypreparation for action produces increased strength,energy, and endurance, but it plays havoc with skilledmovements, causing the child to be clumsy and awk-ward and leading to such speech disorders as slurringand stuttering.
Emotions   Serve   as   a  Form   of  Communication.
Through the bodily and facial changes that accom-pany all emotions, the child can communicate toothers how he feels. Also, he can determine how theyfeel from their bodily and facial changes. For a childwhose comprehension and use vocabularies arelimited, the emotions serve as an important mediumof communication.
Emotions Interfere with Mental Activities. Con-centration, learning, recall, reasoning, and othermental activities are adversely affected by the un-pleasant emotions. As a result, the child performsbelow his intellectual capacities when he is emotion-ally disturbed. If he suffers from persistent anxiety,frustration, jealousy, or grief, he may become anacademic underachiever.
Emotions Are Sources of Social and Self Evaluations.
People evaluate a child in terms of his dominant emo-tions and how he expresses those emotions, whetherin a mature, socially acceptable way or the opposite.Their treatment of him serves as the basis for hisevaluation of himself.
Emotions Color the Child's Outlook on Life.    How
the child views his role in life and his position in thesocial group is markedly influenced by whether heis frightened, curious, or happy. If he is embarrassedor shy. for example, he will feel ill at ease and makepoor social adjustments.
Emotions Affect Social Interaction. Even unpleas-ant emotions, such as anger and jealousy, encouragesocial interaction. From them, the child learns howto modify his behavior so as to conform to socialstandards and expectations. Affection, happiness, andjoy encourage pleasant social interaction and serveas important socializing experiences.
Emotional Responses, When Repeated, Develop intoHabits. Any emotional expression that gives thechild satisfaction will be repeated and, in time, de-velop into a habit. The child who discovers that tempertantrums are a quick and easy way to get what hewants, for example, will develop the habit of flyingoff the handle whenever he is opposed. By the timehe reaches adulthood, the habit, unless replaced bymore socially acceptable ways of meeting frustra-tions, will be so firmly established that uprooting itwill be difficult if not impossible.
Emotional Deprivation
Studies of emotional deprivation have highlightedthe significance of emotions in the child's life. The"emotionally starved" child does not develop normallyeither physically or mentally. In addition, his personaland social adjustments are distorted. The damages ofemotional deprivation, however, are influenced bywhen it occurs, how long it persists, the emotion ofwhich the child is deprived, and numerous otherfactors.
MEANING OF EMOTIONAL DEPRIVATION
Emotional deprivation does not mean that the childis deprived of all emotional experiences. Such totaldeprivation would be impossible. Instead, it meansthat he is deprived of a reasonable share of pleasantemotional experiences, especially curiosity, joy,happiness, and affection. Most children grow up inenvironments that provide an abundance of unpleas-ant emotional experiences—anger, fear, jealousy,and envy.
In its narrowest sense, emotional deprivation refersto deprivation of affection. This in turn denies almostall opportunities for joy. happiness, and perhaps,curiosity. A child who grows up underthese conditionsis emotionally starved.
The child who is deprived of opportunities to ex-perience affection is seriously damaged. He is deniedthe ego-satisfying experience that being loved byothers provides. And he is denied the intimate socialrelations which affection and love encourage.
Emotions Leave Their Mark on the Facial Ex-pression. Pleasant emotions improve the child slooks. Curiosity leads to an expression of alertness,and joy to an expression of contentment. Unpleasantemotions distort the face and make the child appearhomelier than he actually is. Because people are at-tracted or repelled by facial expressions, the emotionsplay an important role in social experiences.
Emotions Affect the Psychological Climate.    In the
home, the school, the neighborhood, and the playgroup, the child's emotions affect the psychologicalclimate of the environment and it affects him. Thechild's temper tantrums irritate his parents andannoy his siblings. This charges the emotional climateof the home with anger and resentment, which makethe child feel unloved and unwanted.
Causes of Deprivation of Affection. If everybody lovesa baby, how can it be deprived of affection? Thereare many explanations. A baby or young child may beinstitutionalized, or he may be deprived through thedeath of one or both of his parents. Even when a childlives with his parents, he may be deprived of affectionbecause of their rejection or neglect or because theybelieve that showing affection will spoil him.
Deprivation of affection may. on the other hand,result from a child's rejection of his parents becausethey do not meet his needs or because he is ashamedof them. Under such conditions, the parent has littleinfluence over the child and cannot supply him withaffection. Children who are unpopular with their peersand whose parents do not find them satisfactory 'are deprived of the two most important sources ofemotional satisfaction and security.
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Effects of Deprivation of Affection. Of the many areasof development which are likely to be damaged bydeprivation of affection, the following are the mostcommon.
First, babies deprived of affection suffer a delay innormal physical development. Specific effects includelistlessness. emaciation, quietness, general apathy,loss of appetite, and psychosomatic illnesses.
Second, motor development, as shown in sitting,standing, and walking, is usually delayed, and theyoung child is thus more clumsy and awkward thanhis age-mates.
Third, speech development is delayed; the childoften develops a speech disorder such as stuttering.
Fourth,  mtellectual   development   is  delayed.  The
child is unable to concentrate and is easily distracted.This interferes with learning, recall, and reasoning.
Fifth, children deprived of love are handicapped inlearning how to get along with people. They respondnegatively to the advances of others, tending to beuncooperative and hostile. They feel inadequate andshow their resentment in aggressiveness, disobedi-ence, and other forms of asocial behavior.
Sixth, the unfavorable emotional and social reac-tions resulting from deprivation of affection leavetheir mark on the child's developing personality. Theemotionally starved child is self-bound: he showslittle interest in others and is selfish and demanding.
Many factors influence the way the child is affectedby emotional  deprivation.  For a summary of these
Box 9-1
FACTORS THAT INFLUENCE THE EFFECTS OF DEPRIVATION OF AFFECTION
Degree of Deprivation
A slight frustration of the child's desire for affection whetshis desire for it. For example, when a child must competewith siblings for the mother's attention he becomesfriendly and eager to please. Pronounced deprivation ofaffection leads to many of the serious effects reportedin the text.
When the Deprivation OccursThe critical period for deprivation of affection is from6 months to 5 years of age. Deprivation after 5 years hasminor effects because the child can find substitute satis-factions. Before that time, it has little effect because anemotional attachment was never firmly established.
Person from Whom the Child Is Separated
After becoming accustomed to the care and love of themother or mother surrogate, a baby or young child cannotcomprehend the sudden withdrawal—even temporarily—of this source of emotional security. As a result, hefeels unwanted, unloved, and rejected.
Extent of Separation
When young children are separated from the mother ormother substitute for a long time, the effects are moreserious than when the separation is temporary. If thedeprivation lasts for less than 3 months, reestablishmentof emotional interchange will lead to a resumption ofnormal physical and mental development.
Personality
Some children are dependent and crave more or lessconstant attention and affection while others can behappy with less. Self-bound children have less cravingfor affection than do those who are outer-bound.
Ordinal Position
Firstborn children, accustomed to constant attentionand affection from the mother, are more damaged byemotional deprivation than are their later-born siblings.
Family SizeChildren from large families are accustomed to fewercontacts with the mother and are less damaged byemotional deprivation than only children. Since childrenfrom large families are often cared for by mother sub-stitutes, they do not become dependent on any oneperson for affection.
Satisfactory Substitute Source of AffectionMuch of the psychological damage from emotional dep-rivation can be avoided if there is a satisfactory sub-stitute for the child s original source of emotional satis-faction. In adoption, babies or young children soon adaptthemselves to their substitute parents and make goodadjustments.
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factors their effect on physical and psychologicaldevelopment, and whether their impact will be tempo-rary or permanent, see Box 9-1.
LONG-TERM EFFECTS OF EMOTIONAL DEPRIVATION
While it was formerly believed that deprivation ofsources of emotional satisfaction during the earlyyears of life would automatically lay the foundationsfor adult personality disorders, there is evidencetoday that this may not be so (6. 118. 129). Someevidence suggests that conditions other than emo-tional deprivation per se may be responsible (9. 147).There is also evidence that the tendency to developan affectionless or psychopathic character" is oftenoffset by favorable experiences later in childhood(25. 128. 129).
While deprivation of affection is not the only causeof maladjustments in adolescence and adulthood, itis an important contributing factor. It has been re-ported that maladjustments resulting directly or in-directly from deprivation of affection range from gen-eral unhappiness to antisocial behavior, psychopathicpersonality, psychoneuroses. or even certain forms ofpsychosis, such as schizophrenia. Emotional dep-rivation is likely to increase the tendency toward mal-adjustment when it is accompanied by other unfavor-able conditions (61. 143).
Several examples will serve to illustrate how long-lasting the effects of deprivation of affection can be.Rebellion against authority in adolescence is oftenincreased if the adolescent feels that he has neverreceived the affection he craves. Teen-age marriagesare often a means of satisfying a longing for affectionand emotional security never completely satisfiedby love from parents, siblings, or peers. Poor ad-justment in marriage and at work and poor attitudestoward the law in adult life are likewise increasedby feelings of insecurity engendered by deprivationof affection during the early years of childhood (6).Figure 9-1 shows how deprivation of paternal affec-tion contributes to juvenile delinquency. Such dep-rivation may be due to the father's absence from thehome or to "under-the-roof alienation.
Pattern of Emotional Development
If parents and teachers are to help the child developemotionally so that his emotions will be beneficial.they must know what the normal pattern of emotionaldevelopment is. They must also understand how great
a role maturation and learning play in emotional de-velopment. Genetic studies of children's emotions.covering varying spans of time, have yielded a greatdeal of specific information.
The ability to respond emotionally is present inthe newborn infant. Consequently, it does not have tobe learned (12). The first sign of emotional behavioris general excitement due to strong stimulation. Thisdiffuse excitement is reflected in the newborn's massactivity. At birth, however, the infant shows no clear-cut responses that can be identified as specific emo-tional states (130).
Often before the period of the neonate is over, thegeneral excitement of the newborn becomes dif-ferentiated into simple reactions that suggest pleasureand displeasure. Unpleasant responses can be elicitedby abruptly changing the baby's position, makingsudden loud noises, hampering the baby's movements,allowing the baby to wear wet diapers, and applyingcold objects to his skin. Such stimuli cause cryingand mass activity. Pleasant responses, on the otherhand, are apparent when the baby sucks. They canalso be elicited by rocking, patting, providing warmth,and holding the baby snugly. The baby shows hispleasure by a general relaxation of the entire body,not, as he will later, by smiling, cooing, or laughing(12).
Figure 9-1. Deprivation of the father's affection oftenpredisposes boys to misbehavior or even juvenile de-linquency. I Adapted from R. E. Anderson, Where'sDad? Paternal deprivation and delinquency. Arch, gen,Psychiat., 1968. 18, 641-649. Used by permission.j
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Even before the baby is a year old, his emotionalexpressions are recognizably similar to those ofadults. He displays an increasing repertoire of emo-tional responses—70J, anger, fear, jealousy, happiness,curiosity, and envy. These responses can be arousedby a wide range of stimuli, including people, objects,and situations which in the younger infant were in-effective (13).
As the child grows older, his emotional responsesbecome less diffuse, random, and undifferentiated.The baby shows displeasure merely by screaming andcrying. Later, his reactions include resisting, throwingthings, stiffening his body, throwing back his body,running away, hiding, and verbalizing. With increasingage, linguistic responses increase and motor re-sponses decrease.
The regularity of the pattern of emotional develop-ment suggests that emotions are largely a product ofheredity. Differences in health and environment,however, produce individual variations in the frequen-cy, intensity, and duration of the different emotions.Early patterns of emotional behavior tend to persistunless the child experiences radical changes in health,environment, or personal-social relationships.
How the Emotions Develop
Emotions are present at birth, but emotional develop-ment is due to maturation and learning, not to eitheralone. That a certain emotional reaction does notappear early in life is no proof that it is not innate. Itmay develop later with the maturing of the brain orthe endocrine system. Learning and maturation areso closely interwoven in the development of emotionsthat at times it is difficult to determine their relativeeffects.
ROLE OF MATURATION
Intellectual development results in an ability to per-ceive meanings not previously perceived, to attend toone stimulus for a longer time, and to concentrateemotional tension on one object. The growth of imag-ination and understanding and the increase in abilityto remember and anticipate likewise affect emotionalreactions. Thus the child becomes responsive to stim-uli to which he was impervious at an earlier age.
Development of the endocrine glands is essentialto mature emotional behavior (115). The baby is rela-tively lacking in the endocrine products that sustain
some of the physiological response to stress. Theadrenal glands, which play a dominant role in theemotions, show a sharp decrease in size soon afterbirth. Shortly later they begin to grow; they gainrapidly up to 5 years, slowly from 5 to 11, and morerapidly up to 16 years, by which time they have re-gained their birth size. Until their size has increased,little adrenin is produced and secreted. The influenceon the emotional states in childhood is marked (23,69, 70).
ROLE OF LEARNING
In general, three kinds of learning contribute to thedevelopment of emotional patterns during childhood.These are trial-and-error learning, learning by imita-tion, and conditioning.
In all three, the child must be maturationally readybefore learning can take place. The newborn infant,for example, is incapable of expressing anger exceptby crying. With maturation of the nervous system andmuscles, he develops the potential for many differ-entiated reactions, but his learning experiences willdetermine which of the reactions he will actuallyemploy to express his anger.
The following paragraphs explam the role of thesethree types of learning in the development of emo-tional patterns.
Trial-and-Error Learning. Trial-and-error learning isbased on past experiences. It affects mainly the re-sponse aspect of the emotional pattern. The childlearns in a trial-and-error fashion to express hisemotions in the ways that give him the greatest satis-faction. If he has learned that temper tantrums servehis needs best when he is angry, he will continue touse temper tantrums to get what he wants. But if helearns that adults or peers regard temper outburstsas infantile, he will try to discover some other meansof expressing his anger that will achieve his end andat the same time win social approval.
Learning to express emotions through trial-and-error is more common in early childhood than later.When it will be abandoned or replaced by more effi-cient learning techniques will depend largely on whenguidance is given and how effective the guidance is.
Imitation. Emotional reactions to specific situationsand methods of expressing emotions are often learnedby observing others. Learning by imitation affectsboth the stimulus and response aspects of the emo-
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tional pattern. When the stimulus aspect is affected,the child imitates the emotional behavior of others:he responds in an emotional manner to situationsthat at one time were incapable of eliciting emotionalresponses from him.
Emotions are contagious" in that they spread fromperson to person through imitation. One child maybecome angry at a teacher because of some imaginedmistreatment. The stimulus for the anger—the imag-ined mistreatment—affects the whole class and soonall the child s friends, imitating his behavior, alsobecome angry whenever the stimulus is presented.On the other hand, if the children become quiet andrelaxed when the teacher reads a story to them, achild who is anxious and fearful may learn throughimitation to be calm when this stimulus is presented.
Emotional contagion also affects the res/x)nse aspectof the emotional pattern. A child who is unhappy andexpresses this emotion by complaining about anythingand everything at school may set a pattern whichother unhappy children imitate. Such a responsecould destroy the morale of the entire classroom.The expression of happiness in cheerful, cooperativebehavior is equally contagious.
At no age is emotional contagion completely lacking.It is most common in childhood, because the child ismore suggestible than the older and more experi-enced person. The degree of emotional contagion,however, depends not so much upon age as upon theemotion itself, the dependency and suggestibility ofthe particular child, and the social acceptance ofthe child who sets the pattern for others to imitate.A highly dependent and suggestible child, for example,is more likely to imitate the emotional patterns ofothers than an age-mate who is more independent.
Conditioning. Objects and situations which at firstfail to call forth emotional responses come to do solater as a result of conditioning, or learning by asso-ciation. Conditioning is thus related to the stimulusaspect of the emotional pattern. Watson and Raynorsfamous experiment on "Albert" demonstrated how ababy learns to be afraid. At 9 months of age. Albertwas shown a large number of objects, including asealskin coat, a rabbit, a dog. a monkey, a white rat.and some cotton wool. In no instance did he displayfear. Later, he was conditioned to fear the rabbit inthe following manner. The rabbit was presented tohim. and at the moment that he reached for it a loudnoise was sounded behind his head. He was startled,and fell forward on his face. The next time the loud
noise and the rabbit were presented simultaneously,he whimpered. After six such presentations the rabbitwas then presented alone. Albert cried, withdrew, andshowed a typical fear response (152). How condi-tioning occurs is illustrated in Figure 9-2.
Conditioning is not limited to fear. Whether thechild loves or fears, likes or dislikes, a person is de-termined largely by how that person treats him. Achild may prefer his mother to his father because themother is more understanding and punishes him less.Similarly, the child may show greater affection forone sibling because that sibling is always kind to him.He may dislike a sibling who teases or ignores him.
Conditioned emotions do not remain static. Theyspread, through stimulus generalization, to people,objects, and situations similar to those with whichthey have become associated. Watson and Raynor,carrying their experiment with Albert further, foundthat Albert's fear of the rabbit had spread to the rat.the dog. the sealskin coat, and the cotton wool, allof which he had seen and shown no fear of before theconditioning experiment was started.
Like fear, affection spreads to other people andthings. A child who has an affectional relationshipwith his parents is better able to develop affectionfor others than the child whose family relationshipsare unsatisfactory.
Conditioning occurs easily and quickly during theearly years of life because the young child lacks boththe reasoning ability and the experience to assess asituation critically and to recognize how irrationalmany of his emotional responses are. Furthermore,imagination develops more rapidly than reasoning,and thus the child often exaggerates the meaning ofa situation. He often, for example, imagines a fear-provoking situation to be more dangerous than itactually is.
IMPORTANCE OF MATURATION AND LEARNING
Both maturation and learning influence the develop-ment of the emotions, but learning is more important,primarily because it is controllable. Maturation isalso somewhat controllable, but only by means thataffect physical health and the maintenance of homeo-stasis, that is. through control of the glands whosesecretions are triggered by the emotions.
In contrast, there are many ways to control what thechild learns to respond to emotionally and how helearns to respond to it. Learning can be controlled bydirect teaching and guidance,  by regulation of the
1 0Q        Chapter Nine

        
        [image: Picture #90]
        

        
        
        [image: Picture #91]
        

        
        
        [image: Picture #92]
        

        
        

        [image: Picture #93]
        

        environment to guarantee tiiat desirable emotionalpatterns will be established, and by physical therapyor psychotherapy to eliminate undesirable responsesbefore they develop into well-established habits.
It has been found, for example, that environmentalchanges directly affect the child's emotions. A childwho has been accustomed to having his mothersundivided attention may bitterly resent her preoccu-pation with a new baby and may express his anger andjealousy in frequent and intense emotional outbursts.These can be prevented by changing the environmentto see that he gets a fair share of the mothers time.Through teaching and guidance he can be made tounderstand why there are times when a baby requiresthe mothers attention. And then, again by manipu-lation of the environment, he can be given extra atten-tion when the mother has free time.
Control over the learning of emotional patterns isboth a positive and a preventive measure. Once anundesirable response is learned and incorporatedinto the child's emotional pattern, it is not only likelyto persist but to become increasingly difficult tochange as the child grows older. With regard to chil-dren s preferences, which are the product of condi-tioning. Pratt states that a "childish dislike lastslonger than childhood' (126). This is also true of otheremotional responses which, from genetic studies,have been shown to persist into the adult years (26.28). That is why childhood may rightly be regarded asa "critical period   in emotional development.
Because of the influence of maturation and learningon emotional development, it is understandable thatthe emotions of young children differ markedly fromthose of older children and adults. Unless this is recog-nized, adults will tend to regard the young child semotional reactions as immature. Furthermore, itIS illogical to expect all children of a given age tohave similar emotional patterns. Individual differencesare inevitable because of differences m maturationallevel and learning opportunities.
Figure 9-2. How emotions can be conditioned. (1) In-fant's response to a rabbit before conditioning; (2) theunconditioned stimulus which was presented simul-taneously with the rabbit on several occasions; (3) theinfant's response to the rabbit after conditioning; and14) the generalization of conditioning to a Santa Clausbeard. ^Adapted from G. G. Thompson: Child psychol-ogy, rev. ed. Houghton Mifflin, 1962. Used by permis-sion.^
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Regardless of individual differences, however,certain characteristic features of children's emotionsmake them different from those of older persons.These features are described in Box 9-2.
Common Emotional Patterns
After the early months of babyhood, differentiatedemotional patterns emerge. The most common pat-terns, the stimuli which arouse them, and the typicalresponses of each pattern are discussed in the fol-lowing sections.
FEAR
A baby or a young child is protected as much as pos-sible from fear-provoking stimuli, but as his environ-ment expands, he comes in contact with more andmore things that are likely to frighten him. Also, ashis intellectual development progresses, he perceivesand imagines threats in objects, situations, or evenpeople which formerly left him unperturbed. As a re-sult, his fears not only are more numerous but arelikely to be more intense.
Most fears are learned, but not all are learned inthe same way. Some come from direct association ofexperiences with stimuli that naturally arouse fear,such as loud, harsh noises. Others are acquiredthrough imitation; fear of thunderstorms, for example,is often learned by imitating the fear behavior of aparent or playmate. A third type of fear comes throughconditioning as an aftermath of an unpleasant ex-perience: fear of doctors, dentists, hospitals and largeanimals is often conditioned. Finally, fears may de-velop from frightening experiences depicted on radioor television and in movies, comic books, and fairytales (39).
Typical Childhood Fears. Certain fears are charac-teristically found at certain ages and may, therefore,be called the "typical fears" for those age levels.There is no sudden shift from one kind of fear toanother, however, but rather a gradual shift fromspecific fears to general ones (7, 77).
The most common fear-provoking stimuli in baby-hood are loud noises, animals, dark rooms, highplaces, sudden displacement, being alone, pain, andstrange persons, places, and objects. See Figure 9-3.Young children are afraid of more things than eitherthe baby or the older child. From 2 to 6 years of age
Box 9-2
CHARACTERISTIC FEATURES OF CHILDREN'S EMOTIONS
Emotions Are IntenseThe young child responds with equal intensity to a trivialevent and to a serious situation. Even the preadolescentreacts with intense emotions to what appears, to an adult,to be a trivial frustration.
Emotions Appear FrequentlyThe child displays his emotions frequently. As he growsolder and discovers that disapproval or punishment oftenfollows an emotional outburst, he learns to adjust toemotion-arousing situations. He then curbs his outburstsor reacts in a more acceptable way.
Emotions Are TransitoryThe young child's rapid shifts from laughter to tears,from anger to smiles, or from jealousy to affection areattributable to three factors: clearing the system of pent-up emotions by unreserved expressions: lack of completeunderstanding of the situation because of intellectualimmaturity and limited experience; and short attentionspan, which makes it possible for the child to be divertedeasily.
Responses Reflect IndividualityIn all newborns, the pattern of response is similar. Grad-ually, as the influences of learning and environment arefelt, the behavior accompanying the different emotionsis individualized. One child will run out of the room whenhe is frightened, another will hide behind his mother,while another will stand his ground and cry.
Emotions Change in StrengthEmotions that are very strong at certain ages wane instrength as the child grows older, while others, formerlyweak become stronger. These variations are due partlyto changes in the strength of drives, partly to the child'sintellectual development, and partly to changes in in-terests and values.
Emotions Con Be Detected by Behavior SymptomsChildren may not show their emotional reactions directly,but  they  show  them   indirectly  by  restlessness,  day-dreaming, crying, speech difficulties, and nervous man-nerisms such as nail-biting and thumb-sucking.
192
■.der children.
i.e: on      o"  ^
Figure 9-3. Reiatitx frequency of different fear situatians tunongyoung ehUdren. "Adapted from A- T. JerahL Emotional devel-opment, in L. Carmichad, Manual of child psychology. 2d edWiley. 1954. pp. 833-917. Used try permission, y
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Regardless of the child's age. an important charac-teristic of all fear stimuli is that they occur suddenlyand unexpectedly; the child has little opportunity toadjust to them. Fear of strangers in a baby is due inpart to his being accustomed to seeing a familiarface and being unable to adjust quickly to the suddenappearance of a stranger. As the child grows olderand becomes more mature intellectually, he can adjustmore quickly to sudden and unexpected circum-stances. Many of the fears of older children fall underthe headings of anxiety and worry, which are dis-cussed later.
At every age. there are exceptions to the typicalfears of childhood. These reflect differences in mentaland physical development as well as in individualexperiences which determine what children learn tofear and how they learn to express their fears. Thechief causes of these variations are outlined inBox 9-3.
Individual differences in fear responses are evengreater than the factors described in the box wouldseem to indicate. Fear does not depend simply on agiven stimulus, but on the surrounding circumstancesand the condition of the child at the time the stimulusoccurs. To be able to predict whether a given childwill show fear in a given situation, one must know thechild s physiological and psychological condition atthat time and the history of his fear reactions.
Fear Responses. In a child under 3 years of age. thefear response is typically one of helplessness. Thecry is the baby s call for help. He hides his face andgets as far away from the feared object as he can.After he learns to creep or walk, he hides behind aperson or a piece of furniture and remains there untilthe fear subsides or until he feels that it is safe toemerge.
As the child grows older, overt fear responses arecurbed by social pressure. The crying reactions cease,though the characteristic facial expressions remain,and the child withdraws from the feared object.
Not only do older children check the impulse toshow fear, but they try to keep away from a situationthat they think will be frightening. If confronted with afear stimulus, they may express their fear indirectlyin a general motor discharge that is more like a temperoutburst than a fear reaction. Figure 9-4 shows someof the typical fear responses in the older child.
Value of Fear. Fear is valuable to a child if it doesnot become too intense. Normal fear serves as awarning of danger. Unfortunately, most children learn
Box 9-3
FACTORS RESPONSIBLE FOR VARIATIONSIN CHILDREN'S FEARS
{
Intelligence
A precocious child has fears characteristic of an oldergroup and a retarded child has fears characteristic of ayounger. While most children of 3 years, for example,have fears that are situationally determined, a precocious3-year-old will have generalized and imaginary fears. Aprecocious child usually has more fears than his averageage-mates because he is more aware of the possibilitiesof danger.
SexAt all ages, girls show more fears than boys. Also, it ismore socially acceptable for girls to fear certain things,such as snakes and bugs.
Socioeconomic StatusLower-class children at all ages have more fears thanchildren   from   middle-  and   upper-class   backgrounds.They are especially afraid of violence, which troublesmiddle- and upper-class children very little.
Physical ConditionIf the child is tired, hungry, or in poor health he will re-spond with greater fear than normally and will be fright-ened in many situations which do not ordinarily excitehis fear.
Social ContactsBeing with others who are frightened predisposes thechild to be frightened also. As the number of individualsin the group increases, fears are shared and the totalnumber of fears for each child increases.
Ordinal Position^^irstborns tend to have more fears than later-borns be-cause they are subjected to greater parental overpro-tectiveness. The more younger siblings associate witholder siblings, the more fears they learn.
Personality^nsecure children tend to be frightened more easily thanchildren who are emotionally secure. The extrovert learnsmore fears by imitating others than the introvert.
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to fear things that are not dangerous. Fear then in-hibits action that might be useful or enjoyable.
Fear also serves as a means of communication.This is important for all children, but especially thosewhose language ability is limited. If a child perceives,from the facial and bodily changes of another childor an adult, that he is in a dangerous situation, thiscommunicates to him the need to be careful In addi-tion, it tells him which of his age-mates are undulyfearful and which are brave—facts on which he makeshis judgments of them and decides whether he wantsthem as playmates (89).
SHYNESS
Shyness is a form of fear which is characterized by ashrinking from familiarity or contact with others. It isalways aroused by people, never by animals, objects,or situations. The child is shy because the people areunfamiliar to him. they are larger and more powerfulthan he, or he does not know how they will react tohim. He may be shy in the presence of one person orin the presence of several people.
Studies of babies have revealed that during themiddle of the first year of life shyness is an almostuniversal reaction to strangers or to familiar peoplewho look unfamiliar because of different clothes orhair styles. That it is fear of the unfamiliar that givesrise to shyness is shown by the change that occurs inthe baby as soon as he becomes accustomed to astranger or recognizes the person. Typically, the childstops crying and reacts in a friendly way. Shyness be-fore strangers is shown so often at this age that theperiod is often labeled the "strange age" or the"period of infantile tearfulness ' (27, 28, 135).
At 6 months, the baby is intellectually mature enoughto recognize the difference between familiar and un-familiar people, but he is not mature enough to realizethat their unfamiliarity poses no threat. As he comesin contact with more and more people, he learns thatstrangers are often pleasant playmates or companions.Consequently, his shyness becomes less intense andof briefer duration. If shyness is extremely intense andfrequent, it may lead to a generalized timidity thataffects the child s social relationships long after baby-hood is over. Then he becomes a "shy child."
Figure 9-4. Some typical ways of showing fear in childhood.

        
        [image: Picture #95]
        

        
        
        [image: Picture #96]
        

        //'•: J   I 'i j  Quaking
f} i
Imaginary ills, false complaints
195
Few children escape an occasional experience ofshyness. A child may be shy in the presence of a guestin the home, a new baby-sitter, or a new teacher. Hemay experience shyness when his parents or peersare in the audience when he recites, sings, or partici-pates in a Sunday school pageant or school play. Hisshyness comes from uncertainty about how they willreact to him and fear that they will laugh.
Response Patterns in Shyness. In a baby, the usualresponse in shyness is crying, turning the head awayfrom the stranger, and clinging to a familiar personfor protection. Later, when the child is able to creepor walk, he runs away and hides. When he comes outfrom the hiding place, he does so slowly and cau-tiously, as does the child who is afraid of an animal.Only after he is sure that there is no real danger is hewilling to approach the stranger.
Older children show their shyness by blushing, bystuttering, by talking as little as possible, by nervousmannerisms, such as pulling at the ears or clothing.shifting from one foot to the other, and bending thehead to one side and then raising it coyly to look atthe stranger. They try to make themselves as incon-spicuous as possible by dressing like everyone elseand by speaking only when spoken to.
Damaging Effects of Shyness. So long as shyness isonly a passing phase in early babyhood, it is notserious. Since it is an almost universal reaction atthis age. no baby is unfavorably judged when heshows shyness. If it becomes a persistent pattern ofemotional behavior, however, it has serious effects onthe personal and social adjustments of the child andserves no useful purpose. The effects on the child arelisted in Box 9-4.
EMBARRASSMENT
Like shyness, embarrassment is a fear reaction topeople, not to objects and situations. It differs fromshyness in that it is not aroused by strangers or byfamiliar people in unfamiliar clothes or roles but ratherby uncertainty about how people will judge one andone's behavior. It is, therefore, a state of self-consciousdistress.
Because embarrassment depends on the ability toknow what members of the social group expect and toassess whether or not one can live up to their expecta-tions, it develops later than shyness. It is usually notpresent in a child less than 5 or 6 years of age.
As the child grows older, embarrassment is height-ened by memories of experiences in which his behav-ior fell below social expectations. This tends to ex-aggerate his fear of how others will judge him in thefuture. Since fear predisposes the child to be awkwardand to speak haltingly, it often results in behaviorthat leads to unfavorable social judgments.
A number of studies have shown that memories ofhumiliating and ego-deflating experiences play animportant role in heightening embarrassment. Bothadolescents and adults report that such memoriesform the basis of unfavorable self-concept. This be-comes a circular situation: The more powerful the
Box 9-4
EFFECTS OF SHYNESS ON PERSONALAND SOCIAL ADJUSTMENTS
If persistent, shyness leads to a generalizedtimidity which causes the child to be afraid totry anything new or different. This results inachievements below his potentials.
Fear of strangeness can. unless checked, be-come a generalized fear of anything that differsfrom the accustomed. This militates against thechild trying to do anything new—a fear thatstifles creativity.
Shy children contribute little to the group, sothey are not popular. Generally, they are notdisliked, but are overlooked and neglected. Thiscontributes to poor adjustment because of lackof social learning experiences.
Shyness makes it difficult for a child to play aleadership role because of his inability to com-municate effectively and creatively with others.
The shy child is afraid to talk to others, so theydo not talk to him. This encourages the child tobecome self-bound.
Except in babyhood when shyness is normal,the shy child is likely to receive unfavorablesocial judgments. He is likely to be consideredless bright that he actually is.
Since self-evaluation reflects social judgments,the shy child judges himself as others judgehim. This contributes to the development of aninferiority complex.
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memories of past embarrassments, the poorer tlieself-concept and the more prone one is to interpretthe reactions of others as unfavorable, thus givingrise to new embarrassments (72. 113. 133).
Social expectations change as the child growsolder, so the sources of embarrassment are differentat different age levels. People do not expect youngchildren to have adult manners. If a young child failsto say Thank you" or Tm sorry, adults will overlookit. As childhood draws to a close, social expectationschange, and the child knows it. Therefore, when hefails to say or do what he knows other people expect,he will be embarrassed.
Responses to Embarrassment. Most of the commonresponses in shyness—blushing, nervous mannerisms,stuttering, and avoidance of situations which formerlygave rise to the emotion—are also characteristic ofembarrassment. Because of the similarity, it is notalways easy to know whether the child s behavior isan indication of shyness or of embarrassment.
There is one major difference, however. The shychild speaks as little as possible; even when asked aquestion, he often hesitates to reply. The embarrassedchild, on the other hand, speaks out; he is intent onexplaining and justifying his behavior in the hope ofdispelling the unfavorable social judgment thatcaused his embarrassment. By contrast, the shy childwill be taciturn.
Much of the unsocial speech of a prepubescentchild can be traced to his attempts to justify his be-havior in the eyes of others and thus improve theimage he believes they have of him. For example, byblaming others for his poor schoolwork—his siblingsmake so much noise that he cannot study or histeachers bear a "grudge' against him—he hopes toexplain away his embarrassment over a poor reportcard.
Effects of Embarrassment. Like shyness, embarrass-ment contributes to poor personal and social adjust-ments, leads to unfavorable self-concepts andundermines self-confidence. It differs from shyness,however, in that it often serves as a motivation tolearn to behave in a way that will conform to socialexpectations. A child who has been embarrassedbecause he did not say Thank you' when this wasexpected of him will be motivated to remember tosay the expected words in the future.
Frequent embarrassments can make childhood anunhappy period and can lay the foundations for per-
sonality maladjustments that come from feelings ofinferiority and social rejection. There is little evidence,however, that embarrassment leads to a generalizedfeeling comparable to the timidity induced by an ex-cess of shy experiences (71. 113. 133). Many childrenforget embarrassing experiences because they learnto behave in a way that keeps them from recurring orbecause they are able to rationalize them by projectingthe blame on others.
WORRY
(worry is an imaginary fear. Unlike real fear, it is notaroused directly by a stimulus in the environment, butis a product of the child's own mind. It comes fromimagming dangerous situations wjiich could arise.It is aroused by specific situations, and is usually anillogical exaggeration of what is likely to happen inthose situations. Worry is normal in childhood even inthe best-adjusted children.
Before a child is capable of worrying, he must reacha stage of intellectual development m which it is pos-sible for him to imagine things not immediately pres-ent. This does not happen until almost 3 years of age.Worries become more frequent and more intense aschildhood progresses. Ordinarily worrying reaches apeak just before the child becomes sexually mature,after which it declines. The decline is related to in-tellectual development. As the ability to reason im-proves, the child is able to see how illogical many ofhis worries are.
Where do worries originate? Many of them comefrom the mass media—books, comics, movies, radio,and television. Children are too immature intellectuallyto realize that the situations depicted in the mediaare merely make-believe, designed to amuse them,and they imagine that similar situations could arisein their own lives. Other worries come from thewarnings parents use to control children's behavior.When a mother tells her child. "If you're not good,the cops (or the goblins or the witches) will get you. 'It IS not surprising that he worries about whetherthey will come and carry him off.
When children get together and talk about theirfrightening experiences, each child in the groupimagines that such things could happen to him. Hethen develops new worries, many of which have norelationship to his own experiences.
Common   Childhood  Worries.   What  a  child worries
about is greatly influenced by what is significant in
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his life at the time. Despite marked individual dif-ferences, certain worries are typical for Americanchildren at various age levels. The most commonworries center around the home, family and peerrelationships, and school problems, with the latterbecoming more prominent as children progress inschool. Typical family worries relate to the healthand safety of family members and to being scoldedor punished by the father or mother. School worriescenter around being late, failing tests, being scoldedor punished by the teacher, doing reports, and beingleft behind. As acceptance in the peer group becomesincreasingly important, worries center around social-adjustment problems, such as how to be more pop-ular. As puberty changes begin, worries centeraround the body and sex-appropriate development(7, 77).
Worry Responses. The way in which a child expresseshis worries depends upon his personality pattern. Onewho feels inferior and inadequate tends to internalizehis worries, thinking about them and exaggeratingthem out of all proportion. A better-adjusted child bycontrast, is more likely to discuss his worries withsomeone who he thinks will be sympathetic. A childwho feels both insecure and rejected often verbalizeshis worries in the hope of winning sympathy and,through it, improving his social acceptance. Extrovertsat all ages verbalize their worries more than introverts.Almost every child expresses his worries by hisfacial expression. He 'looks worried" and othersknow that he is worried. Only as he grows older andrealizes that worry is not a particularly acceptableemotional pattern will he try to control his facialexpression. Some children, however, deliberately tryto look worried in order to win sympathy and attention.
Effects of Worry on Adjustment. Worry plays havocwith personal and social adjustments. Because it isprolonged by continued imaginings of what mighthappen and because it rarely leads to overt action, asdoes fear, it upsets body homeostasis and interfereswith health and growth. Digestive upsets, sleepless-ness, enuresis, and many other physical disturbancescharacterize the worrier.
Upsets in body homeostasis interfere with motorskills, and when the child worries, he tends to beclumsy. Worry also interferes with mental efficiency.The worried child is unable to concentrate on what heistrying to learn and, as a result, his academic achieve-ments fall below his capacities.
Even though people may give temporary sympathyand attention to a worried child, they do not find hima very enjoyable companion. Thus, worry interfereswith social adjustments. The child who worries morethan his age-mates tends to be neglected and, some-times, rejected.
The only important beneficial effect of worry isthat it may be a source of motivation to action. Thechild who is worried about his schoolwork, for ex-ample, may be motivated to study harder and thuswork up to his capacity. Unfortunately, this beneficialeffect of worry is too infrequently experienced tocounterbalance the damaging effects.
ANXIETY
Anxiety has been defined by Jersild as a "painful un-easiness of mind concerning impending or anticipatedill" (77). It is marked by apprehension, uneasiness,and foreboding from which the individual cannotescape: it is accompanied by a feeling of helplessnessbecause the anxious person feels blocked, unable tofind a solution for his problem. The uneasy mentalstate characteristic of anxiety may in time become ageneralized "free-floating" anxiety in which the childexperiences a mild state of fear in any situation whichhe perceives as a potential threat.
Though anxiety develops from fear and worry, itis distinguished from them in several respects. It ismore vague than fear. Unlike fear, it does not comefrom an existing situation, but from an anticipatedone.
Like worry, anxiety is due to imaginary rather thanreal causes. Anxiety differs from worry, however, intwo respects. First, worry is related to specific situa-tions, such as parties, examinations, or money prob-lems, whereas anxiety is a generalized emoX\ona\ state.Second, worry comes from an objective problem,whereas anxiety comes from a subjective problem.
Anxiety depends upon the ability to imagine some-thing not present, so it develops later than fear. It isoften found during the early school years and tendsto increase during childhood, especially from thefourth to the sixth grades. It does not wane duringpuberty, as worry does, but becomes more intense.Whether it will wane later depends largely upon theenvironment in which the individual lives, the pres-sures put on him to achieve beyond his capacities,and many other conditions.
Anxiety often develops after a period of frequent andintense worry that undermines the child's self-confi-
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dence and predisposes him to a generalized feeling ofinadequacy. Contagion may also be responsible forthe development of anxiety. If a child is closely asso-ciated with an anxious person, his mother or a sibling,for example, he may imitate anxiety. If he is already
Box 9-5
CLOAKS FOR CHILDHOOD ANXIETY
" Boisterous and show-off behavior. By showingoff, the anxious child tries to convince himselfand others of his competence.
■ Boredom. Anxiety makes a child restless anddisturbed, and he cannot concentrate on any-thing long enough to become interested in it.
■ Ill-at-ease behavior. Whether alone or withothers, the anxious child feels insecure andshows his anxiety by nervous mannerisms andspeech problems.
■ Avoidance of anxiety-threatening situations.The child avoids threatening situations by goingto sleep, even though not tired, by keepinghimself so busy that he has no time to think, orby withdrawing into a fantasy world.
• A typical reaction to stimuli. The anxious childover- or underreacts. A slight criticism maysend him into a fit of rage, or a vicious attackmay be met with an apparently calm suppres-sion of all anger.
■ Out-of-character behavior. A friendly child whois anxious may show a streak of cruelty or ausually kind child  may commit a brutal act.
■ Excessive eating. Anxious children almostalways become nibblers of sweets and. as aresult, become overweight.
■ Excessive use of mass media. Anxious childrentend to use television and other mass mediamore than their age-mates. In this way. theyescape temporarily from anxiety-threateningsituations.
■ Excessive use of defense mechanisms. While allchildren use defense mechanisms, especiallyprojection of blame on others, anxious childrenuse them excessively in the hope of freeingthemselves from the vague uneasiness causedby feelings of guilt and inadequacy.
suffering from anxiety, association with an anxiousperson will tend to intensify it.
Anxiety-response Patterns, in its milder forms,anxiety may be expressed in readily recognizablebehavior, such as depression, nervousness, irrita-bility, mood swings, restless sleep, quick anger, andextraordinary sensitivity to what others say or do.Anxious children are unhappy children because theyfeel insecure. They may blame themselves becausethey feel guilty about not coming up to the expecta-tions of parents, teachers, and peers, and they oftenfeel lonely and misunderstood. Their self-dissatis-faction is generalized rather than being limited to aspecific situation.
In its stronger forms, anxiety may not be so easilyrecognizable. Some of the common cloaks a child mayuse to hide his anxiety are given in Box 9-5. Most ofthese are used unconsciously and they keep the childhimself as well as others from recognizing his anxiousstate.
Since there are so many possible ways for childrento express their anxiety, individual patterns varyenormously. Studies of sex differences in anxiety re-sponses report that girls generally react by day-dreaming or by developing feelings of inadequacywhich are expressed in withdrawal behavior. Boysfind that anxiety is not considered masculine, so theytry to cloak it by being rebellious, boisterous, orannoying (54, 59, 73, 159).
Anger
Angey^ a more frequent emotional response in child-hood than fear. Anger-provoking stimuli are morenumerous, and the child discovers at an early agethat anger is an effective way to get attention or tosatisfy his desires. Each year, the number of anger-arousing situations increases, and each year, the childdisplays more angry reactions. By contrast, fearreactions decrease because the child comes to realizethat in most instances there is no real need for fear.In addition, he is better protected from frighteningstimuli and learns, at an early age, to avoid situationswhich might call forth fear.
The frequency and intensity with which childrenexperience anger varies from child to child. Somechildren can withstand anger-provoking stimuli betterthan others. In a particular child, the ability to with-stand such stimuli varies according to the need thatis being blocked, the child s physical and emotional
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condition at the time, and Xhe situation in which thestimuli occur. One child may react with petty annoy-ance, another may react with an angry outburst, andstill another with withdrawal, showing intense disap-pointment and feelings of inadequacy.
Stimuli to Anger. In general, the situations that giverise to angry responses involve restraint: interferencewith movements the child wishes to make, either byothers or by his own inabilities: blocking of activitiesalready in progress: thwarting of wishes, plans, andpurposes the child wants to carry out: and a numberof cumulative irritations. As Jersild has stated, Theoccasions that elicit anger parallel the course of de-velopment. A child's susceptibility to anger at anygiven maturity level is influenced by the limitationsand by the urges, strivings, and activity tendenciesthat are characteristic of that level'  (77).
The baby responds with angry outbursts to minorphysical discomforts, interference with physical activ-ities, and imposition of restraints connected withphysical care, as in bathing and dressing. His inabilityto make himself understood through his babblingsor his early attempts at speech likewise irritates him.Then. too. he becomes angry if people do not give himas much attention as he craves or if his possessionsare interfered with.
Preschool children are angered by many of the sameconditions that anger babies. They especially resentinterference with their possessions, and they fightcontinually with other children who grab their toysor interfere with their play. They become angry whentoys or other objects do not work as they want themto and when they make mistakes in what they areattempting to do. In addition, they become angrywhen ordered to do something they do not want to doat that moment.
In an older child, thwarting of desires, interruptionof activities in progress, constant faultfinding, teasing,"lecturing. " or making unfavorable comparisonswith other children will lead to anger. The older childfrequently sets goals beyond his reach. When he fails,he becomes angry at himself or at people he believeshave stood in his way. He also becomes angry when hefeels that he or his friends are unjustly reprimandedor punished or when he is slighted, neglected, orridiculed by other children.
Anger Responses. Responses to anger can be roughlydivided into two major categories: impulsive andinhibited. Impulsive responses are usually called ag-gression. They are directed against persons, animals,
or objects. They may be physical or verbal, and theymay be mild or intense. Violentoutbursts of anger, ortemper tantrums, are typical in young children. Thechild does not hesitate to hurt others by any methodat his disposal—hitting, biting, spitting, kicking,punching, poking, or pulling. Around the age of 4years, language is added to the repertoire of angryresponses. Figure 9-5 shows the ages at whichtemper tantrums reach their peak and then wane. Notethe sex differences.
Impulsive expressions of anger are more commonthan inhibited expressions. They appear earlier, aremore annoying to others, and are more socially un-acceptable. Most impulsive expressions of angerare extrapunitive, in that they are directed againstothers. Some are intrapunitive, in the sense that thechild directs the anger against himself.
Inhibited responses are kept under control or"bottled up. ' The child may withdraw into himself,thus fleeing from the offending person or object. Hethen becomes apathetic. His behavior suggests thathe is indifferent, that he is not disturbed enough tobother about the frustration, or that he is lacking in■guts. ' for he is willing to take it lying down. " Sucha response is labeled impunitive, as contrasted withextrapunitive and intrapunitive. The apathetic childis not so indifferent to anger-provoking situations ashe may seem. He may simply feel that resistance isfutile, that it is to his best interests to accept thefrustration, or that it is better for him to conceal his
Figure 9-5. Temper tantrums normally decrease withage. (Adapted from J. Macfarlane, L. Allen, and M. P.Honzik: A developmental study of behavior problemsof normal children between twenty-one months andfourteen years. University of California Press, 1954.Used by permission.)
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anger than to express it and run the risk of punishmentor social disapproval. He may, however, show that heis angry by acting hurt and sullen, feeling abused,being sorry for himself, threatening to run away, oreven inflicting physical pain on himself.
It is never possible to predict whether a given childwill express his anger impulsively or inhibitedly in agiven anger-producing situation. Even though a childmay habitually express his anger impulsively, he mayat times inhibit the expression. Similarly, a child whoinhibits the expression of his anger at home, for fearof punishment or loss of parental love, may expressit aggressively in the nursery school or on the play-ground when his parents are not present. If he feelsinadequate to cope with the situation alone, he mayinhibit his aggressiveness in a play situation when anadult is not around to protect him. When a child iswith comparative strangers, he is likely to be on hisgood behavior. When he gets to know the peer groupbetter, he may be less inhibited.
Variations in anger responses are greater in olderchildren because they have learned how people reactto their anger and have discovered the best way toexpress their anger and still win minimum disapproval,
JEALOUSY
Jealousy is a normal response to actual, supposed,or threatened loss of affection. It is an outgrowth ofanger, giving rise to an attitude of resentment directedtoward people. Often some fear is combined withanger in the jealousy pattern. The jealous person feelsinsecure in his relationship with a loved one and isafraid of losing status in that person's affection. Thesituation that calls forth jealousy is always a socialone. There are three major situational sources ofjealousy, the importance of each varying with the ageof the child.
First, most childhood jealousies are homegrown:that is, they originate in conditions that exist in thehome environment. Because the new baby takes muchof the time and attention the older child has becomeaccustomed to receiving, the older child feels ne-glected. He then becomes resentful toward both themother and the new baby. Davis and Havighurst (40)have explained how this situation affects a child:
To the older child, this neglect comes suddenly andstingingly. No longer is he the most important and themost attended. In the normal middle-class family, wheremothers devote themselves to infant-care as if it were a
ritual, it is almost inevitable that the older child shouldfeel wronged by his mother, and jealous of the baby. . . .To make affairs worse, the mother, of course, cannever tell him that she is sorry, never say he has beenwronged! But the child, himself, who has been "over-loved" and overstimulated by his parents, usually feelsdeeply that he has been "wronged."
Parental favoritism results in a similar reaction.Without realizing it, many parents show a dispropor-tionate interest in a child who happens to be especiallyattractive, affectionate, or gifted. Or the favored childmay be sick or handicapped. Most often, parentalfavoritism is based on sex preferences. While fathersgenerally claim that they want sons, they are usuallymore lenient and affectionate toward daughters.Mothers generally prefer sons and are more lenientwith them. The nonpreferred child quickly perceivesthis differential treatment and resents it (22, 84, 114).
Even when a child begins school and developsinterests outside the home, his jealousy will notnecessarily decrease. He may worry about whetherthe stay-at-home younger sibling is getting the in-side track to the mother's affection during his absence.This makes him angry and resentful, especially if hedoes not like school. He feels that being sent off toschool puts him at a disadvantage in his competitionwith the younger sibling, and he resents being forcedto go against his will. This resentment intensifieshis jealousy of the sibling whom he regards as theparent's favorite.
Second, social situations in the school are respon-sible for many of the jealousies of the older child.Jealousy engendered in the home often carries overto the school and makes the child regard everyonethere—teachers as well as classmates—as threats tohis security. To safeguard his security, the child thendevelops a proprietary attitude toward his teacher andthe classmates he selects as friends, becoming angryif they show an interest in someone else.
While jealousy normally wanes when the childmakes good adjustments to school, it will flare up ifthe teacher compares him unfavorably with class-mates or with an older sibling.
Girls are often jealous of the boys in their classes.They feel that teachers permit boys to do things girlsare not permitted to do or that they are more lenientwhen boys cause disturbances in the classroom or donot do their work.
Third, social situations in which a child feels thathe has been deprived of material possessions other
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children have make him jealous of them. This kind ofjealousy comes from e^i'^—an emotional state ofanger and resentment directed toward another be-cause of his material possessions. Envy is a form ofcovetousness. Among siblings, "two of everything"does not necessarily solve the problem. The olderchild feels that he should have more than the youngerby virtue of his seniority.
Jealous Responses. The behavior of the jealous childvaries, depending on the situation. In one situation,he may attack a person, while in another, he mayattempt to win that person's favor. Most of his be-havior, however, shows an underlying feeling of un-certainty and insecurity. It suggests that he is tryingto vindicate or prove himself, even when he has novisible rival.
In time, the child discovers—mainly through trialand error—the responses that relieve him of theanxiety engendered by jealousy. He then repeatsthese responses until they develop into a habitualpattern of jealous behavior. Sometimes the jealousresponses become an obsession that takes completecontrol over the child's thoughts. At other times, theresponses are sporadic, appearing only when the childis directly confronted by the conditions that arousejealousy. The large repertoire of jealous responsescan be divided into two categories; direct and indirect.The common patterns of behavior in each are shownin Box 9-6.
Predictable age differences are noted in children'sresponses to jealousy. Among young children, theresponses are mainly direct and aggressive. Amongolder children, they are more varied and indirect,although some aggressiveness does occur, usuallyat school and on the playground. Age differencesare also apparent in the frequency with which chil-dren experience jealousy. Two peaks occur, the firstat 3 years and the second just before puberty, at 11years.
GRIEF
Grief is a psychic trauma, an emotional distress re-sulting from the loss of something loved. In its milderforms it is known as sorrow or sadness. Regardless ofits intensity or the age at which it occurs, grief is oneof the most unpleasant emotions.
For most children, grief is not a very common emo-tion. First, parents, teachers, and other adults try toinsulate the child from the painful aspects of grief on
the grounds that it can spoil childhood happiness andlay the foundations for an unhappy adulthood.Second, the child has a short memory and he can behelped to forget his grief if his attention is quicklydiverted to something else. Third, the provision ofsubstitutes for what the child has lost can often turnhis grief into happiness.
Each year, children experience more grief becausethey are not as thoroughly shielded from it as whenthey were younger. Their memories are better, andeven diverting their attention or providing a substitutefor their loss does not make them forget. In addition,they encounter more situations which give rise togrief.
The more the child depends on the lost object,animal, or person, the greater his grief. Loss of a toythat he plays with only occasionally will not cause asintense grief as loss of one which he takes to bedevery night to give him a feeling of security in thedark. The lonely child who has few playmates is moregrief-stricken by the loss of a pet cat or dog than isthe child whose time is occupied in play with otherchildren.  If a substitute does not satisfy the child's
Box 9-6
COMMON CHILDHOOD REACTIONS TO JEALOUSY
Direct Responses
Direct responses to jealousy may be aggressive attacks—biting, kicking, hitting, pushing, punching, and scratch-ing—or socially approved attempts to outdo one's rivalin competition for the attention and affection of the lovedperson. When jealousy springs from envy, the child maybe motivated to engage in socially disapproved acts,such as cheating or stealing. He may complain about hislot. disparage his own possessions, make sour-grapescomments about the things he craves, or blame his fatherfor not providing him with the things his age-mates have.
Indirect Responses
Indirect responses are more subtle than the direct onesand, therefore, harder to recognize. They include rever-sion to infantile forms of behavior, such as bed-wettingand thumb-sucking; bids for attention in the form of newfears or food idiosyncrasies; general naughtiness; de-structiveness; verbal expressions, such as tattling andname calling; unwonted displays of affection and help-fulness; venting of feelings on toys or animals; andsubdued behavior, as in grieving.
needs as completely as the original, the feelings ofinsecurity aroused by the loss will intensify and sowill his grief.
Grief Responses. Reactions to the loss of a cherishedperson or thing may be overt or inhibited. The typicalovert expression of grief is crying. The crying may beso anguished and prolonged that the child will entera state of near hysteria that lasts until he is physicallyexhausted, if he interprets the loss as a punishmentfor misbehavior or as a mean act by a person whowants to get even with him. his grief will be accom-panied by rage and will lead to all the overt expressionsof anger.
Inhibited expressions of grief consist of a general-ized state of apathy marked by a loss of interest inthings going on in the environment, loss of appetite,sleeplessness, a tendency to experience fearfuldreams, refusal to play, lack of communication withothers, and general listlessness. Prolonged grief leadsto anxiety, with all its undesirable accompaniments.
Box 9- 7
EFFECTS OF GRIEF ON PERSONALAND SOCIAL ADJUSTMENT
■ Grief may lead to feelings of martyrdom if thechild   interprets   his   loss   as   a   punishment.
■ The grief-stricken child may become resentfulif he feels that his parents or others could haveprevented the loss.
■ Grief may lead to feelings of guilt if the childbelieves that he could have prevented the losshimself.
■ The grief-stricken child may withdraw andbecome self-bound, thus eliminating opportu-nities for socialization.
■ Grief may encourage the child to escape fromreality by daydreaming or by contemplatingsuicide.
■ Grief will militate against achievement if thechild is too preoccupied with his loss to con-centrate on what he is doing.
" Grief may be intensified by anxiety, with allits damaging effects.
Effects of Grief on Adjustments. Adult fear of thedamaging effects of grief on the child s personal andsocial adjustments is justified by the findings ofscientific studies. Grief is especially damaging tochildren because their intellectual immaturity andlimited experience make it impossible for them tounderstand why the loss occurred. Their vivid imag-inations encourage them to exaggerate the impor-tance of what they have lost and to misinterpret thecause of the loss. To highlight the damages of child-hood grief, its major consequences for personal andsocial adjustment are given in Box 9-7.
CURIOSITY
Curiosity is a pleasant emotional state. It providesmotivation to explore and to learn new meanings,both of which activities are satisfying and conduciveto good personal and social adjustment. Curiosityadds a pleasant excitement to life. It acts as a stimulusto physical well-being without disturbing body homeo-stasis as the unpleasant emotions do.
If curiosity is to be good for the child, however, itmust be controlled so that the exploration it motivateswill not be physically or socially damaging. Uncon-trolled curiosity, for example, can lead a child to ex-plore dangerous objects, such as matches or an aban-doned refrigerator, and can lead to injury or evendeath. It can annoy and antagonize people if the childis nosy—prying into others possessions or askingquestions about personal matters.
Curiosity abounds in the child. He is interested in ev-erything in his environment, including himself. He iscurious about his body: why its parts exist, what theydo, and why they have their particular form. He wantsto know about his body inside and out—what is in hishead, his stomach, and his legs. He asks why his bodydiffers from that of a child of the other sex and whychildren's bodies differ from adolescents and adults'.
He is curious about people: why they dress, act. andspeak as they do: why older people differ m looks andbehavior from younger people: what their clothes orornaments are made of. how they feel, and why theyare worn. He is as curious about familiar objects, suchas a cake of soap or a vase of flowers, as about thosewhich are used only occasionally or seasonally, suchas a rug shampooer or a lawn mower. Long before heenters school, his curiosity is aroused by such me-chanical devices as light switches, gas burners,television sets, and automobiles.
As his environment expands, so does the child s
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curiosity. A longing to understand some of the mys-teries of life which have never been explained to hiscomplete satisfaction becomes a source of motivationin his formal education, as do many new things, un-heard of during his earlier years.
Sudden changes usually arouse the curiosity of anolder child. When mother has a new hair style orfather starts to wear glasses or when new draperiesappear in the living room, he notices the change atonce and is curious to explore it. Changes in his bodylikewise arouse his curiosity. When a second toothbegins to cut through where the baby tooth fell out,he will examine it in the mirror and feel it every fewhours to see if it is getting bigger. When the physicalchanges of puberty begin, he will not only watch thesechanges but examine them closely. He will ask whatthey mean; he will compare what is happening to hisbody with what is happening to the bodies of hisfriends; and he will compare his body with pictures ofadults of his sex to see how he differs from the culturalideal.
Curiosity Responses. The baby expresses curiosityby tensing the face muscles, opening the mouth,stretching out the tongue, and wrinkling the forehead.By the second half of the first year, he stretches hisbody, leans forward, and grasps the curiosity-pro-voking object. As soon as he gets it. he begins a morethorough exploration by handling, pulling, sucking,shaking, and rattling it.
Social pressures—admonitions and punishment—check the child's satisfaction of curiosity throughdirect exploration. Therefore, as soon as the child isable, he asks questions about the things that arousehis curiosity. The "questioning age' begins aroundthe third year and reaches its peak at approximatelythe sixth year. When the child is old enough to read,he discovers that he can satisfy much of his curiositythrough reading.
Value of Curiosity. Curiosity is not only a pleasantemotion but also a valuable one. When the child learns,through direction, how to make his curiosity workfor him rather than against him, he will reap the re-wards which curiosity is able to give. The most im-portant of these are listed in Box 9-8.
JOY, PLEASURE, DELIGHT
Joy is a pleasant emotion. In its milder forms, it isknown as pleasure, delight, or happiness. While all
children experience varying intensities of joy, varia-tions in the amount of joy they experience and theway they express it can to some extent be predicted.There are, for example, predictable age trends, withyounger children experiencing joy in more pro-nounced forms than older children.
Among babies, the pleasant emotions of joy, happi-ness, and delight come from physical well-being.They are also associated with the baby s activities,such as cooing, babbling, creeping, standing up,walking, and running.
The preschool child responds to more stimuli thanthe baby. His pleasure comes mainly from activitiesin which others are involved, primarily children, andis particularly strong when his achievements surpassthose of other children.
In older children, the stimuli that aroused pleasantemotions at the younger ages continue to bring plea-sure. Physical well-being, incongruous situations,play on words, slight calamities, and sudden or un-expected noises never fail to call forth a smile or alaugh.
As the puberty changes begin, joy becomes less andless frequent. This is not because the environmentcontains  fewer joy-provoking  stimuli,   but  because
Box 9-8
THE REWARDS OF CURIOSITY
Curiosity adds to the child's happiness becauseit makes life interesting and exciting.
The curious child is alert. He is interesting toothers; therefore his personal and social ad-justments are likely to be good.
Curiosity increases a child's interest in his envi-ronment and in the people he comes in contactwith.
The child who is curious looks to find somethingnew in the old and the familiar.
Curiosity encourages the child to develop hisintellectual capacities.
Curiosity motivates the child to learn.
The curious child is more likely to be preparedfor new and unexpected experiences than thenoncurious.
•«,
the child's outlook on life has changed. The pubescentis often overwhelmed with anxiety about himself andthe way his body is developing. He does not feel intop physical condition much of the time, and he maybe grossly dissatisfied with his performance in manyareas of life.
Joy Responses. Joyful expressions range from aquiet, calm, self-satisfied contentment to a bubbling-over exuberance. Boys, on the whole, tend to be moreovertly expressive of their happiness than girls, butwithin each sex group individual differences are great.
As children grow older, they learn to express theirjoy in the socially approved pattern for the groupwith which they are identified. Boys learn that gloatingover a person they have defeated is poor sportsman-ship: they therefore learn not to show their joy. eventhough inwardly they may be glowing with pleasure.
The joyful emotions are always accompanied bysmiling or laughing and a general relaxation of theentire body. This contrasts markedly with the tense-ness that occurs in the unpleasant emotions. Littlechildren express their happiness in motor activities.They jump up and down; roll on the floor; crow withglee; clap their hands; hug the person, animal, orobject that has given rise to their joy; and laughuproariously.
Social pressures force the older child to control hisexpressions of joy so that he will not be consideredinfantile. He is less noisy and rambunctious than theyounger child, although he laughs in a loud, raucousmanner. A boy will slap a friend or anyone nearby onthe back or head when he is particularly happy. Girlslearn that such behavior is considered sex inappro-priate for them, and they are more likely to throw theirarms around a friend and hug and kiss her. Boys slapwhoever happens to be nearest when they are happy,but girls transfer their strongest expressions of joy toa pet animal or to an inanimate object, such as a dollor pillow, if no close friend is present.
Importance of Joy. Whatever its form, joy is an emo-tion that enhances the child's well-being and in-creases the likelihood of good personal and socialadjustment. How joy aids the child s adjustment isshown in Box 9-9.
AFFECTION
Next to joy. affection is the most valuable emotionbecause it contributes heavily to good personal and
social adjustment. Affection is an emotional reactiondirected toward a person, an animal, or a thing. Itindicates warm regard, friendliness, sympathy, orhelpfulness, and it may take a physical or verbal form.Learning plays an important role in determining theparticular persons or objects to which affection isdirected. The child tends to like most those who likehim and are 'friendly " in their relationships with him.His affection is directed primarily to people. Animalsand inanimate "love objects' are usually substitutesfor a human object of affection.
To be a pleasant emotion and to contribute to goodadjustment, affection must be reciprocal. There mustbe an emotional linkage between the child and sig-nificant people in his life. Bossard and Boll havelabeled this reciprocal relationship the "empathiccomplex " (22). Garrison (55) has emphasized the needfor balance in the relationship;
Love seems to be a two-way affair and grows best whenit is both given and received. A constant rejection inthe home may leave the child's capacity for givingforth affection undeveloped, or may cause him to seekaffection from individuals outside the home. Over-affection and indulgence may have as undesirable ef-fects as lack of affection or rejection. . . . There is,therefore, the danger that overaffection for one or bothparents will tend to exclude affection for children ofthe child's own age level
Since the affection one has for others is conditionedby the kind of relationship one has with them, thechild's affection for different family members will,understandably, vary. In general the young child hasgreater affection for his mother than for his father be-cause the mother is a more constant companion tothe child and is. as a rule, a less strict disciplinarian.The child shows greater affection for siblings whoshow affection for him and do not ignore, criticize,tease, or bully him.
Outside the home, the same principle holds; Thechild shows the greatest affection for peers, teachers,or other adults who like him and give evidence of itin their speech and behavior. A teacher who showsan interest in the child and a willingness to help himwill quickly win the child s affection. Within the peergroup, the child selects as his friends those who likehim and who show affection for him.
Parents who are oversolicitous and overdemonstra-tive do not encourage the child to express his affectionfor others; rather, they encourage him to focus his
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affection on himself. The child who concentrates hisaffection on one or two people exclusively will feel in-secure and anxious when they are absent or whentheir behavior suggests that the relationship isthreatened. Such a child also finds it difficult toestablish friendly relationships with other people,especially his peers (104). This leads to a lonely child-hood, adolescence and adulthood (99. 153).
Affectionate Responses. Affection is first shown inan outgoing, striving, approaching kind of behavior.Babies under 5 months of age fix their gaze on a per-son s face. kick, hold out and wave their arms, try toraise their bodies, smile, and turn their trunks. By thesixth month, babies have enough control over theirarm movements to reach the loved one. They respondto cuddling by reaching for the loved one s face andby mouth fondling.
After the first year, young children show affectionfor others in much the same uncontrolled manner asthey express other emotions: they hug. pat. stroke,and kiss the loved person or object. Kissing is a lessfrequent expression of affection in young childrenthan hugging or patting, though they like to be kissedby others. Young children want to be with the lovedperson constantly and they try to assist him in what-ever he is doing.
Much the same pattern of behavior is shown inrelation to pets or toys. Favorite toys are hugged andpatted until they are literally loved to pieces. A petanimal is hugged and stroked until it is almost choked.Typically, the young child takes with him. whereverhe goes, the toys for which he has a deep affection;typically, he wants to play constantly with a pet animal.
After the child enters school, he is likely to feelthat physical demonstrations of affection are childishand he is embarrassed by them. He prefers insteadverbal responses. A boy. for example, will refer tohis closest friends as good guys ': he will say thatfamily members are OK. His affection for membersof the family and for special friends—his pals —isshown by wanting to be with them, by confiding hissecrets to them. and. in the case of friends, especially,by trying to keep in constant touch by telephone callsor letters.
Spontaneous expressions of affection for familymembers or friends do occur occasionally even in anolder child. These generally come in bursts " and atunexpected times, as when the child is surprised by agift he especially wanted or is given permission to dosomething he had not expected to be allowed to do.
Emotional Dominance
Emotional dominance means that, of all the emotionsa person experiences, one or a few come to have apredominant influence on his behavior. No child isborn with a dominance of pleasant or unpleasantemotions or with a dominance of one specific emotion.Instead, the emotions which will become dominantforces in his life depend mainly upon the environmentin which he grows up. the relationship he has withsignificant people, and the guidance he receives incontrolling his reactions.
If a child grows up in a home environment wherehappiness   prevails   and   where  friction,  animosity.
Box 9-9
JOY AIDS PERSONAL AND SOCIAL ADJUSTMENT
Personal Adjustment
■ Joy has a good effect on the child s physicalcondition, and this gives him a more pleasantoutlook on life.
■ The muscles relax when the child is joyfulenabling him to use them for skilled movements.
■ A joyful   child   is   motivated  to  do  his  best.
■ Joy improves the child s looks so that he canbe reasonably satisfied with  his appearance.
■ The child who experiences joy has a favorableself-concept based on reasonable self-satis-faction.
Social Adjustment
■ Joy acts as a magnet to attract others—peersas well as adults.
■ Joy encourages pleasant responses to others.
■ The joyful child is more likely to take theinitiative in play, thus placing himself in linefor leadership roles.
■ Joy sets a model for others to imitate, thuscontributing to a favorable home, school, orplayground climate.
■ The joyful child makes a favorable impressionon others, and this contributes to a favorableself-evaluation.
jealousy, and other unpleasant emotional experiencesare kept to a minimum, the chances are that he willbecome a happy child. Overprotective parents whodwell upon the potential danger in everything willencourage the dominance of fear.
A frictional relationship with parents or siblingswill arouse so much anger and jealousy that theseemotions will tend to dominate the child's home life.Similarly, if parents have unrealistically high aspira-tions for him, the child will tend to be embarrassed,ashamed, and guilty when he realizes, through theircriticism, that he has fallen below their expectations.Constant experiences of this kind will soon make theunpleasant emotions the dominant ones in his life.
Lack of guidance in learning socially acceptableways of reacting to frustration can lead the child toadopt angry outbursts as his dominant way of re-sponding in all frustrating situations. Guidance, withemphasis on understanding why frustrations arenecessary for his own and others' safety and well-being, can prevent anger from becoming a dominantemotion.
EFFECTS OF EMOTIONAL DOMINANCE
The emotions that become dominant in the childslife will affect his personality and, through it, hispersonal and social adjustment. The dominant emo-tions determine what his temperament or "prevailingmood" will be.
Temperament is persistent. It decides the child'scharacteristic adjustment to life. One who has a"cheerful disposition," or who is temperamentallycheerful, will take minor obstacles in stride and showlittle or no annoyance. One who has a "bad disposi-tion" will express anger out of all proportion to thestimulus that produced it. A child who is temperamen-tally apprehensive will experience more fear thanother children.
At one time people believed that temperament washereditary, that it was determined by 'body humors,"glands, and even body build. Today, there is evidencethat it is largely a product of learning, although healthand endocrine balance are important influences (3,115, 145). The predominant emotional stimuli of theearly, formative years and the way the child learns torespond to them will eventually determine his tem-perament. Temperament is reflected not only in thechild's characteristic method of adjusting to life butalso in his facial expression. Even in repose, thechild's facial expression reveals whether his disposi-
tion is happy, sad. or irritable. His face often tells thestory more eloquently than his actions.
How a child expresses his negative emotions is asimportant as how frequently they occur. A well-ad-justed child expresses the unpleasant emotions,especially anxiety and hostility, less often, with lessintensity, and with more focus and direction than thepoorly adjusted child. The well-adjusted child handlesthese emotions in such a way that they damage hisadjustments only minimally. In the poorly adjustedchild, unpleasant emotions affect the entire patternof response. Even expressions of joy may be tingedwith anxiety or hostility. Such a pattern appears inprejudice and other neurotic, maladjustive behavior.
A predominance of the pleasant emotions, such asaffection, love, joy, happiness, and curiosity, isessential to normal development. These emotionslead to feelings of security, which help the child ap-proach his problems with self-confidence and assur-ance, react to minor obstacles with a minimum ofemotional tension, and maintain his emotional bal-ance, even when he encounters major obstacles. Thechild whose emotions are predominantly pleasant ishappy and well liked; he generally makes a successof whatever he undertakes. Because of his cheerfuldisposition, people like to have him around. Further-more, he has a good chance of being selected forleadership roles.
CONTROL OF EMOTIONAL DOMINANCE
Since certain emotions contribute more to successfuladjustment than others, those emotions should beparticularly encouraged. The good aspects of the lessdesirable emotions should also be developed. Curios-ity is so important to the child's intellectual develop-ment that it should be especially encouraged. Similarly,the good effects of fear—a cautious approach tothings new and different until it is apparent that theyare not harmful—should be encouraged.
To make sure that the emotions become a sourceof good in the child's life, parents and teachersshould provide guidance to help the child develop themost valuable forms of emotional expression. For ex-ample, the child can be guided to use his curiosity increative and intellectual pursuits. Left to chance,curiosity can lead the child into dangerous situations.The child can also be taught to direct his anger intosocially acceptable channels rather than restrainingit and allowing it to become a source of pent-uphostility or destructive behavior.
207
The stimulus for most emotions comes from theenvironment, so control of the environment can en-sure that desirable emotions will be dominant. Whendiscipline requires that the child be frustrated, forexample, a habit of resenting authority or of feelingmartyred can be prevented if the child knows whyfrustration is necessary at times and if he has manyother experiences that enhance his happiness. Praisefor good sportsmanship in accepting frustrations maytake the sting out of some of them.
Emotional Balance
Throughout the first and sometimes into the secondyear of life, it is possible to control the environmentso that the baby will experience a maximum of thepleasant emotiorrs and only a minimum of the un-pleasant. Once the child is able to move aroundfreely, however, this is no longer possible. As motorskills improve and independence increases, a greatmany things in the environment call forth anger,fear, jealousy, and the other unpleasant emotions.Stagner (145) has emphasized the value of learningto cope with both pleasant and unpleasant emotions:
A boy or girl who has no fear or suspicion whatever ofother people is not too well prepared for life in ourcompetitive culture. Furthermore, we can sympathizewith others only if we have had experiences in some de-gree similar to theirs. A person who has never en-countered any misfortune cannot truly appreciate theposition of those who suffer. An ideal child-rearingprogram, therefore, would give the growing personalitya sufficient breadth of emotional experiences, but notan excess.
Emotional balance can be achieved in two ways.The first is control of the environment to see that un-pleasant emotions are quickly outweighed by pleasantones so that the balance will be in favor of the pleasantThis is rarely possible beyond the babyhood years.
The second and by far the more practical way isto help the child develop emotional tolerance—theability to withstand the effects of the unpleasantemotions. Since anger is the most common unpleas-ant emotional experience in childhood, frustrationtolerance, or the ability to accept frustrations, is themost important form of emotional tolerance forthe child. How this can be achieved is explained in thesection of this chapter dealing with emotional control.
In addition to developing tolerance of the unpleas-ant emotions the child must learn to tolerate joy.affection, curiosity, and other pleasant emotionalstates so that he does not become so dependent oneverything being rosy that he cannot withstand theunpleasant emotions when they arise.
Learning emotional tolerance takes time. It requiresan ability to comprehend meanings that are too ad-vanced for the young child. Therefore, control overthe environment must continue in gradually modifiedforms until the child is able to cope successfully onhis own. In the case of grief, for example, parentscannot abruptly stop shielding the child. Only whenhe has become able to cope with grief-stimulatingsituations well enough not to be overwhelmed bythem should control over the environment be removed.Only then will he be ready to come face to face withwhat the death of a loved one will mean to him and tothe pattern of his life.
WHY EMOTIONAL BALANCE IS ESSENTIAL
If a child experiences too many of the unpleasantemotions and too few of the pleasant, his outlook onlife will be distorted and he will develop an un-pleasant disposition." His facial expression willbecome sullen, sad. or generally disagreeable. Thiswill make him less appealing to others and militateagainst good social adjustment. In turn, his self-dissatisfaction will grow and will lead to minor ormajor maladjustments.
This does not mean that a child should be over-protected. It means that he should be protected fromunreasonable and excessive fear, jealousy, anger,and other unpleasant emotions. In the case of anger.if the child gradually learns to tolerate frustrationwhen he is young, he will not develop the habit ofaggressive attack in all frustrating situations as hegrows older.
Heightened Emotionality
Heightened emotionality means a frequency and in-tensity of emotional experiences beyond what isnormal. In judging heightened emotionality in a child,one must consider the normal pattern of emotionalityfor that particular child.
Any emotion may be experienced more frequentlyor more intensely at some times than at others. Onsome days, for example, everything seems to break
right: consequently, the person experiences morehappiness and more intense forms of happiness onthose days. When the happy emotions predominate,the person is said to be in a state of euphoria—asense of well-being and buoyancy. When the mostfrequent and Intense emotions are unpleasant, whetherthey be anger, fear, jealousy, or envy, the person issaid to be in a state of disequilibrium; he feels grumpy,disagreeable, and out of sorts. When there is noheightened emotionality—when the emotions arecalm—the person is in a state of equilibrium (5).All children experience euphoria, equilibrium, anddisequilibrium. What proportion of their time will becharacterized by each varies from child to child and,in the same child, from time to time. Many children,unfortunately, experience more disequilibrium thaneuphoria during periods of heightened emotionality.(Refer to Chap. 3 for an earlier discussion of statesof equilibrium and disequilibrium.)
MANIFESTATIONS AND CAUSES
Heightened emotionality is readily recognized by thebehavior that accompanies It. If It stems from one ofthe unpleasant emotions, it is marked by moods andrages which come and go with greater or lesser vio-lence, often outside the range of conscious controlor even awareness. Which form it will take will dependnot so much upon the intensity of the emotional stateas upon what the child has learned is socially ac-ceptable or will bring the least disapproval.
If heightened emotionality is expressed In moodi-ness, the child is likely to be grouchy, glum, surly,or rude. Should pleasant emotions predominate, hewill be so happy and cheerful that he will be singing,offering to help people, saying pleasant things toeveryone, hugging his friends or pets, and even skip-ping and dancing instead of walking. If curiosity israised to a high pitch, he will be nervous and edgy,asking Innumerable questions and trying to find outwhat he wants to know in every possible way.
Some nervous tension always accompanies height-ened emotionality. It may be expressed by thumb-sucking In young children, nail-biting in older children,scratching the head, giggling, or bursting into tears.When the emotion is strong, it is likely to lead totemporary stuttering or slurring. The extremely happychild, like the very angry or anxious child, will stumbleover his words, repeat syllables, choke in the middleof a word, or speak so rapidly that he runs one wordinto another.
During euphoria or disequilibrium, the child is pre-disposed to react emotionally more readily and moreintensely than he normally does. If the emotions hefeels are unpleasant ones, he is ready to fly off thehandle and go Into a temper tantrum at the slightestprovocation. If they are pleasant, he Is predisposed tolaugh uproariously at a joke which, under other cir-cumstances, he might find stupid"; he will be over-pleased by a gift or a complimentary remark; or hewill be more demonstrative in his display of affectionthan usual. Whatever the stimulus, he will overreactto It because he is already in a state of readiness toreact. His reactions will tend to be less focused anddirected, however, than when he Is more calm.
Heightened emotionality may result from physical,psychological, or environmental causes. Frequentlymore than one cause is operative. Should the childbecome upset because his schoolwork has fallenbelow his expectations, for example, he is likely tobecome nervous. His nervousness will interfere withhis eating and sleeping, and the more hungry andtired he is. the more likely he is to react emotionallyto any situation, even those which normally call forthlittle or no reaction. Thus a vicious circle is set intomotion, with both physical and psychological causes,often stemming from environmental causes, makingtheir contributions. The causes of heightened emo-tionality are described in Box 9-10.
CRITICAL PERIODS
Genetic studies have shown that there are predictabletimes of disequilibrium, characterized by tension,irritability, insecurity, and other forms of maladjustivebehavior. These were discussed in detail m Chapter 3.Whenever the child is growing rapidly and his body ischanging In shape and functioning, as well as in size,disequilibrium normally occurs (5. 45). It is most pro-nounced during puberty (45, 114).
As the child grows, new demands are placed onhim by the social group. The preschooler Is expectedto assume more and more responsibility for the careof his body and his possessions, and he is expectedto learn to conform to the rules and regulations im-posed by his parents. That temper outbursts reachtheir peak during the preschool period is an indicationof the difficulty the child has in adjusting to thesenew demands (75. 101. 104).
Entry Into school necessitates many adjustments,and school rules impose many frustrations. The periodof   disequilibrium,   started   before   the   child   enters
209
school, thus continues into the sixth year or evenlater. This is a time of great upheaval, and until thechild can adjust to the new demands, he is likely toexperience serious and prolonged stress (1. 114).
Once the child has adjusted to school, a period ofequilibrium normally follows—a "rather benign age 'psychologically—before the storm and stress ofadolescence.
With the onset of the physical and psychologicalchanges of puberty, there is emotional turmoil. Newdemands are made on the child as he begins to lookmore like an adult. In addition, the change from theemotional calm of the preceding years is likely tomake parents and teachers critical of his behavior.This intensifies the pubescent s belief that nobodyloves me, " which, in turn, intensifies his emotionalturmoil.
EFFECTS OF HEIGHTENED EMOTIONALITY
Heightened emotionality is far more often charac-terized by the unpleasant emotions than the pleasant,and therefore generally produces a state of dis-equilibrium. Most of the studies of the effects ofheightened emotionality have concentrated on thisstate rather than on euphoria.
When euphoria is extremely intense, and this isrelatively infrequent, there is reason to assume thatits effects will be similar to those of disequilibrium.The basis for this assumption, in the absence of ex-perimental proof, is that any intense emotion, whetherpleasant or unpleasant, is accompanied by bodilypreparation for action which affects the personsaccustomed pattern of adjustment.
Many of the effects of heightened emotionality areclosely related to the general effects of the emotionson adjustment discussed at the beginning of the chap-ter. When the emotions are heightened, however, thegood effects referred to earlier tend to become moredamaging than helpful.
Physical Well-being. Strong, frequent, or persist-ent emotional states upset the homeostasis andprevent the body from functioning in its normal way.All the major functional systems—circulatory, res-piratory, reproductive, and glandular—as well as thedigestive system may be affected. If the emotionalstates are prolonged, both the structure and thefunctioning of the internal organs may be temporarilyor permanently impaired.
Behavior Patterns. When body homeostasis isupset by the emotions, the child s behavior is less
Box 9-10
CAUSES OF HEIGHTENED EMOTIONALITY
Physical Causes
Whenever homeostasis is upset, owing to fatigue,poor health, or developmental changes, thechild    experiences    heightened   emotionality.
■ Poor health, due to malnutrition, digestivedisturbances or disease.
■ An irritating condition, such as hives or eczema.
■ Any chronic disturbance, such as asthma ordiabetes.
■ Glandular changes, especially at puberty.Glandular upsets may also come from chronicemotional stress, as in free-floating anxiety.
Psychological Causes
Important psychological influences include lev-el of intelligence, level of aspiration, and anxiety.
• Poor intellectual equipment. Children of thelower intellectual levels, on the average, haveless emotional control than bright children ofthe same ages.
■ Failure to attain one's level of aspiration. Re-peated failures may lead to a more or lessconstant state of anxiety.
■ Anxiety after a particularly strong emotionalexperience. The aftereffects of a frighteningexperience, for example, will predispose thechild to be afraid in almost any situation wherehe feels threatened.
Environmental Causes
Constant tension, an overcrowded schedule,and too many exciting experiences overstim-ulate the child.
■ Tension caused by constant bickering andquarreling.
■ An excessive number of restraints, as in au-thoritarian discipline.
■ Parental attitudes of overanxiety and over-protectiveness.
■ An authoritarian atmosphere at school. An over-demanding teacher or a class assignment ill-suited to his abilities will antagonize a child andsend him home in a bad humor.
well organized than normal. It is more like the behaviorof a younger child. Play activities, for example, areless constructive when the child is frustrated becausehe cannot concentrate on what he is doing.
Mental Efficiency. Upsets in body homeostasis arealso reflected in decreased mental efficiency, es-pecially in the areas of memory, concentration, andreasoning. During emotional tension, the child isunpredictable and unstable. As a result, his perform-ance, particularly when reasoning is involved, isinconsistent. Emotions frequently prove to be a mentalblock to recall—even of well-learned material. Thismay be seen in a person who has stage fright.
Schoolirork. Schooiwork suffers when emotionaltension is present. Reading problems, especially,are more common among children predisposed toemotional tension (50). High anxiety may even pro-duce a distortion of the subject matter, causing thechild to answer questions incorrectly.
Social AdjiLstments. The child s emotions affecthis social adjustments directly because people basetheir judgments on the pattern of his behavior. Re-curring emotional outbursts, especially, are considereda sign of immaturity.
Indirectly, emotions affect social adjustmentsthrough their influence on the child's attitudes towardother people and the way he treats them. Frequentand intense emotional disturbances result in a pre-occupation with self and with personal problems andfeelings. The child then becomes self-bound andunable to establish affectional relationships withothers.
Feraonality. Because of the close relationshipbetween social adjustments and one s self-concept,heightened emotionality has a damaging effect onpersonality development. Children who are anxioustend to be dissatisfied with themselves and others.This leads them to use defense mechanisms to coverup their feelings of dissatisfaction or to project theblame for their failures on others.
Emotional Control
The scientific concept of emotional control is verydifferent from the popular concept. Using the wordcontrol as it is defined in any standard dictionaryto mean to exert restraining or directing influenceover.' the scientific concept of emotional controlmeans to direct emotional energy into useful andsocially approved channels of expression. True, thescientific concept does put emphasis on restraint, butthis is not the same as suppression. While the personis restraining the overt expression of his emotion, heis also attempting to turn the energy engendered byhis body as a preparation for action into useful andsocially approved patterns of behavior. This is verydifferent from the popular concept, which requiresthat the emotional energy be bottled up inside theperson.
To achieve emotional control in the scientificmeaning of the term, the individual must give as muchattention to the mental aspect of an emotion as tothe physical. Simply expressing the emotion in asocially acceptable form is not enough. The mentalaspect of the emotion needs guidance too. lest itkeep the emotional state alive and predispose theperson to react emotionally to later stimuli which, oftheir own accord, would be incapable of arousingemotional responses. Just finding a socially accept-able way to react to anger, for example, does notguarantee that one will stop being angry. In fact, themore he thinks about the cause of the anger, theangrier he is likely to become, and the more convincedhe will be that his anger is justified.
It is obvious, therefore, that the child must learnhow to handle the stimuli that give rise to his emotionsas well as the responses that normally accompanythem. The child must be capable of assessing thestimulus and deciding whether an emotional reactionis justified or not. When, in addition to achievingemotional tolerance by learning to assess the situa-tions that give rise to emotions he also learns to con-trol his impulses to act out his feelings, he will achieveemotional maturity. As Kirkpatrick has pointed out.The achievement of such control is the hallmark ofadult behavior   (83).
The popular concept of emotional control emphasizessuppression of overt responses to emotion-provokingstimuli. According to this concept, a person who hasbeen aroused to anger stifles the reactions—facial.bodily, and verbal—that normally accompany angerand by so doing presents a picture of emotional calm.The more he can suppress these overt responses, thebetter emotional control he is judged to have.
WHY EMOTIONAL CONTROL IS IMPORTANT
The achievement of emotional control is imperative ifthe child is to develop normally. There are two majorreasons why this is so. First, the social group expectsevery child to learn to control his emotions and itjudges him in terms of his success. Although adultsmay be indulgent about emotional outbursts when the
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child is very young, they disapprove of such reactionswhen he grows older. He soon discovers that un-bridled expression ofthe emotions will not be tolerated.
Second, once a pattern of emotional expression hasbeen thoroughly learned, it is difficult to eliminate orcontrol it. Conditioned responses do not extinguishthemselves. They require an experimental process ofextinction, even if the circumstances under which thelearning took place have been forgotten. This is truein fear responses in which the child is conscious ofonly certain aspects of the experiences that originallyconditioned him to react with fear. Once the responseis well learned, getting rid of it or modifying it into amore socially approved or more healthful form isexceedingly difficult (93. 152).
Of the many techniques used to try to eliminatefears, those which have produced the best resultsinclude giving the child an opportunity to becomeacquainted with the feared stimulus of his own accord:leading him gradually into contact with the thing hefears: encouraging him to acquire skills that will beof specific aid in dealing with the feared situation:building up pleasant associations with the fearedobject: verbal explanations and reassurance, com-bined with a practical demonstration of the harm-lessness of the feared object: social imitation in whichthe child is given an adult model of fearlessness: andan opportunity for self-expression which will lead toself-scrutiny and personal reorientation, thus resultingin a changed concept of self (77, 152).
EFFECTS OF EMOTIONAL CONTROL ON BEHAVIOR
The physical and mental preparation for action gen-erated whenever an emotion is aroused can be re-leased in a number of ways. Ones usual way of re-sponding will depend largely on what provides thegreatest satisfaction, wins social approval, or avoidsthe disapproval of significant people. Of the manyways children release pent-up energy, the mostcommon are shown in Box 9-11.
Several of the ways children commonly react toanger-provoking stimuli are shown in Figure 9-6.Since no one way of expressing a controlled emotionis always best, the child will choose the one that meetshis needs and. if possible, at the same time gainssocial approval. Unless it uses up all the energy en-gendered by the emotion, however, there will be un-favorable aftereffects on the child's physical andmental well-being. Even the most constructive in-direct expression of anger will not be adequate, forexample,  unless it clears the system of the energy
produced by the anger. An emotional explosion mayclear the system, but it fails to win the approval ofthe group. As a result, it does not give satisfaction.
Emotional Catharsis
A child cannot be expected to achieve maturity inemotional behavior any more than in other areas of
Box 9-11
COMMON WAYS OF RELEASING PENT-UPEMOTIONAL ENERGY
MoodinessMoodiness is a drawn-out state of the emotions caused bybottling up emotional energy and allowing it to smolder.The unpleasant emotions are most likely to be controlled,so the moody child is morbid, sullen, reticent, or badhumored. He becomes listless, and works below his ca-pacities, his interest in people and things wanes, and hebecomes preoccupied with himself and his own feelings.
Substitute Responses
Emotional energy can be released by substituting a moresocially acceptable response for the one normally asso-ciated with the emotion. When angry, the child may sub-stitute name calling for hitting or kicking, or he may dosomething useful or constructive.
DisplacementIn   displacement,   one  directs   his   response toward  aperson, object, or animal unrelated to the stimulus. In-stead of hitting and shouting at the person who angeredhim. the child attacks an innocent victim.
RegressionThe most common indirect way of expressing thwartedemotions in childhood is regression—going back toearlier, perhaps infantile, forms of behavior. The jealouschild may wet his bed or claim that he needs help indressing.
Emotional ExplosionsIn emotional explosions, the child reacts violently to aseemingly trivial stimulus. When angry, he will have atemper tantrum. The older child knows he is expected todevelop frustration tolerance, so his emotional ex-plosions lead to feelings of guilt and inadequacy.
development. One can only expect him to show theprogress normal for his age. How he controls hisemotions is far more important than the fact that hemerely controls them.
Unless the physical energy built up in preparationfor action is released, body homeostasis will be upset.In the same way. unless the mental states that accom-pany the emotions are handled properly, they can leadto such unfavorable attitudes that the child will makepoor personal and social adjustments.
When the body is set for action, the stirred-upmental state—whether it takes the form of anxiety,jealousy, or hostility—is likely to prolong the physicalagitation. That will prolong the mental turbulence. Asa result, there is a circular cause-and-effect relation-ship which is likely to continue until something isdone to end it. The needs that have been thwarted
must be met either directly or indirectly. If the childcannot use up the energy in a direct expression of theemotion, he must get rid of it in an indirect way.Clearing the system of pent-up energy is known asemotional catharsis.
The need to clear the body of pent-up emotionalenergy was recognized as far back as the time of Hip-pocrates in ancient Greece, during the fourth centuryB. c. Not until around the turn of the present century,however, was it recognized that the need for emotionalcatharsis also applied to the mind.
MEANS OF EMOTIONAL CATHARSIS
Just letting off emotional steam may relieve the systemof excess physical energy temporarily, but it will notnecessarily change the child's point of view or remove
Figure 9-6. Three common ways of reacting to anger. (Adaptedfrom M. E. Breckenridge and E. L. Vincent: Child development,4th ed. Saunders, 1960. Used by permission.)

        
        [image: Picture #97]
        

        Emotional Development        213
the source of emotional distress. A parallel may befound in the treatment of digestive disorders. Whenthe body is being poisoned by failure to get rid ofwaste products, a laxative will purge the body of theaccumulated waste, and the individual will feel bettertemporarily. Unless he gets at the cause of the trouble,however, he will soon experience accumulated wasteproducts again and will be forced to resort to the useof laxatives again.
So it is with emotional energy. The fundamentalprinciple of psychotherapy gives a clue to how onemay go about effecting an emotional cartharsis thatwill clear both the mind and the body. By bringing tothe surface the repressed causes of emotional dis-turbance, by analyzing them, by subjecting them toreality testing to see how justified they are. and thenby finding satisfactory ways to give expression to thedrives which have been thwarted, the child will changehis attitudes and develop a more wholesome point ofview.
Physical   Catharsis.   Any  activity  that  uses   up the
energy generated by the bodily changes that accom-pany the emotions will serve as a catharsis for thisenergy and restore homeostasis. Among children, thethree most common and most beneficial catharticactivities are strenuous exercise, laughing, and crying.These are not equally approved by the social group,however.
Strenuous activity, whether in play or work, is so-cially acceptable. The child can let off emotionalsteam by running, swimming, or playing ball as wellas by cutting grass, shoveling snow, or using a ham-mer and saw. To achieve the desired cathartic effect.the activity must not only be socially acceptable butmust also be satisfying to the individual. The childwho is forced to mow the grass, for example, will notget the cathartic value from this activity that he wouldif he performed it voluntarily. His resentment willkeep his emotional state alive instead of reducing it.
A good cry will, likewise, go a long way towardclearing the body of excess tension. The child soondiscovers, however, that crying is not socially ap-proved. Even if he cries in private, the tell-tale red-ness of his eyes may give him away. In addition, hefeels guilty and ashamed for acting "like a baby" andknows that he would be ridiculed and scorned if othersfound out about it.
Much the same problem arises with laughter. Onlyif the child laughs when others laugh, at a joke or at acomic scene in the movies or on television, can he
laugh loudly enough to get the emotional catharsis heneeds without incurring social disapproval.
Mental Catharsis. To achieve mental catharsis, thechild must change his attitudes toward the situationsthat give rise to his emotions. This means that he mustlearn emotional tolerance and gain insight into thecauses of his anger, grief, fear, and so on. He is tooinexperienced, however, to handle the problem with-out outside help.
Guidance is essential, but the child cannot benefitfrom it unless he is willing to communicate with others.He may communicate either indirectly through suchtechniques as doll-play therapy or directly throughdiscussion and examination of the problem. No onecan help him without knowing what is troubling him.
An older child who is unwilling to communicatewith others may help himself to some extent by iden-tifying with people or characters in books, movies.and television. Through this identification, he cangain insight into his own problems and thus learnhow to reduce or eliminate the mental disturbancesthat keep his body stirred up (21. 36). Daydreamingmay also serve this purpose, but it depends on whetherthe child uses his daydreams as an escape from un-pleasant reality or as a constructive aid to under-standing (142). This matter will be discussed in moredetail in the chapter on creativity.
STUMBLING BLOCKS TO EMOTIONAL CATHARSIS
Most children can find a source o^ physical catharsis,but some, unfortunately, cannot. An unpopular childmay have no one to play with. He then spends hisplaytime readmg. daydreaming, or watching TV. Achild with a physical handicap or overprotectiveparents will likewise be cut off from a ready source ofcatharsis. True, he could clear his system of pent-upenergy by laughing or crying, but the child who lacksplaymates finds little to laugh about, and although hemay want to cry. he refrains because he knows it willbring social disapproval.
Sources of catharsis for the unwholesome mentalstates that develop when negative emotions are tootightly controlled are often very difficult to find. If achild can talk over his difficulties with a parent,teacher, or intimate friend who will react sympathet-ically and help him solve his problems, he has a readysource of mental catharsis. Some children, however,do not have intimate friends in whom they can confide.Others have such an authoritarian home or school
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environment that they are afraid to communicate theirproblems to parents or teachers.
Even if the environment is such that a child expe-riences few demands to control his emotions, heshould learn how to discharge excess emotionalenergy so that he will suffer minimum physical orpsychological harm when control is needed. Box 9-12contains a list of aids to emotional catharsis.
These aids suggest how one may encourage achild to learn to use emotional catharsis at an earlyage—before he develops the habit of controlling hisemotions in ways that will win social approbation buttake a heavy toll on physical and mental health. Thechild who learns to use emotional catharsis will gainsatisfaction t>oth from his emotions and from theapproval of the social group.
Box 9-12
AIDS TO EMOTIONAL CATHARSIS
■ Some strenuous physical exercise daily ineither play or work.
• An understanding of how strenuous exerciseaids physical and emotional well-being.
• The development of a sense of humor so thatone can laugh even at oneself.
" An understanding that crying is not alwaysbabyish. It can be good for a child if he knowswhen and where to use it.
■ A close, affectional relationship with at leastone family member. A parent can help a childdevelop  a  more  mature  perspective on  his   \'problems. ,
■ An intimate friend to whom one can confidetroubles and verbalize complaints that he wouldhesitate to discuss with an older person.
• A willingness to talk over one s problems witha sympathetic person. Most children, unlessdiscouraged from doing so, will talk freelyabout   everything,   including   their   problems.
" A respect on the part of others for the under-lying causes of one s emotional arousal. Whena child is afraid, there is a reason for it. and ifothers recognize that, the child will be willingto discuss his fear with them.
Highlights of Chapter 9
1. Emotions affect the child in many important ways.They add pleasure to everyday experiences, preparethe tx>dy for action, disrupt motor skills, serve as aform of communication, interfere with mental activity.act as sources of social and self evaluation, color thechild's outlook on life, encourage or discourage socialinteraction, affect the child's typical mode of response,leave their mark on the child's facial expression, andaffect the psychological climate of the environment.
2. The importance of the emotions in the child s lifeis shown by the effect of deprivation of affection,especially during the early years.
3. Emotional development follows a predictiblepattern, though the rate of development varies fordifferent children.
4. Emotional development comes from maturationand from three kinds of learning; trial-and-error.imitation, and conditioning.
5. Children's emotions differ from those of adultsin their intensity, their frequency, their transitorynature, their individual response patterns, theirchanges in strength and their behavioral symptoms.
6. The common unpleasant emotions of childhoodare fear, shyness, embarrassment, worry, anxiety,anger, jealousy, and grief.
7. The common pleasant emotions of childhoodinclude affection, curiosity, and joy, including itsmilder   forms,   pleasure,   delight,   and   happiness.
8. The dominant emotions in a child s life determinehis temperament and this, in turn, affects his personaland social adjustment.
9. Emotional balance is essential to healthy personaland social adjustment because children must learnhow to handle all emotions, not just pleasant ones.
10. Heightened emotionality, which shows itself inmoodiness, nervous mannerisms, and a predisposi-tion to overreact emotionally, comes from unfavorablephysical, psychological, and environmental conditions.
11. Emotional control—the direction of emotionalenergy into useful and socially approved channelsof expression—comes from learning how to handlethe stimuli that give rise to the emotions as well ashow to express emotional energy in socially approvedpatterns of behavior.
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12. In emotional catharsis, pent-up physical energycan best be released in strenuous activity, laughing,and crying, while pent-up mental energy can best be
released by communicating with others and thusgetting a better perspective on the situation that gaverise to the emotion.
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LEARNING TO BE A SOCIAL PERSON doeS not COmeovernight. The child learns in cycles, with aperiod of rapid improvement followed by aplateau in which there is little improvement or even bya phase in which there is regression to lower levels ofbehavior. How soon the child recovers lost ground orrises from the plateau depends largely upon thestrength of his motivation.
When childhood comes to an end. most childrenare far from satisfied with the progress they havemade in social development. This is true even whentheir development has been normal. Studies of thesources of unhappiness reported by adolescent boysand girls put great emphasis on social problems.Adolescents feel, for example, that they are far fromthe goal of learning how to get along with people, howto treat friends to avoid quarrels and the breakup offriendships, how to be at ease in social situations, andhow to develop their leadership qualities (4. 35. 65).
If the child develops unfavorable behavior patternsor unfavorable attitudes toward people and socialactivities, it is possible that they can be modified ashe grows older and discovers what a handicap theyare. It is questionable, however, that they can everbecome as favorable as they might have been, had thechild's early social experiences given him a betterstart.
Meaning of Social Development
Social development means acquisition of the abilityto behave in accordance with social expectations. Ithas been defined by Child as the "process by whichan individual, born with potentialities of enormouslywide range, is led to develop actual behavior which isconfined within a much narrower range—the range ofwhat is customary and acceptable for him accordingto the standards of his group   (23).
Becoming socialized involves three processeswhich, although they are separate and distinct, are soclosely interrelated that failure in any one of them willlower the person s level of socialization.
The first process is the development of behaviorapproved by the social group. As every social grouphas its own standard of what is proper, the child mustknow what that is and model his own behavior alongthe approved lines.
The second process in socialization is the playingof approved social roles—the patterns of customarybehavior defined and expected by members of the
social group. Every social group has its own recog-nized patterns of behavior for members of the twosexes as well as for different areas of life. There are.for example, prescribed roles for parents and childrenand for teachers and pupils.
The third process is the development of social at-titudes so that the person likes people and socialactivities. He is a friendly person whose behaviorreflects his favorable attitudes toward people.
Relatively few people, either children or adults,totally succeed in all three of these processes. Most,however, wish to win social approval and. therefore,they conform to group expectations. They do so bylearning to usefronts to cover up thoughts and feelingsthat might be considered unacceptable. They learnnot to look bored, even though they may be bored: notto talk about tabooed subjects in the presence ofthose who disapprove: and not to look pleased whensomeone they dislike is hurt.
SOCIALIZATION VERSUS CONFORMITY
To many people, "socialization" and conformity"mean the same thing—that a person must be slavishlyconventional in his behavior and attitudes if he is tobe an accepted member of the social group. Withinlimits, this is correct in childhood. While the child islearning how to become a social person, he must havea stable model to copy, and he must copy it with aminimum of variation. After learning what the socialgroup expects of him. he may vary his behavior to fithis own needs and desires, provided he does not varyit too much or disregard social norms.
At no age is rugged individualism accepted. If aperson does not want to conform to group standards,the group does not want to accept him as a member.A slight variation, however, provided the group re-gards it as superior to the accepted pattern, not onlyis acceptable but will be imitated. Members of thegroup will make this deviant pattern their own.
SOCIAL AND NONSOCIAL PEOPLE
The terms social and "nonsocial" are so looselyused in everyday language that it is often difficult toknow exactly what the speaker means. Is a nonsocialperson unsocial or antisocial'' Is a social person trulysocial or only gregarious^ To distinguish betweenthese different categories, the accepted definitions,which are the ones used in this text, are given inBox 10-1.
In childhood, there Is a strong drive to be withothers and to be accepted by them. When this need Isnot met, the child will be unhappy. When it is met. hewill be satisfied and joyful. Some children, for example,can be satisfied with gregarious behavior, but mostare happy only when they are accepted members of asocial group. Some children derive satisfaction fromviolating social expectations, but when they discoverthat they are rejected by the members of the group forsuch behavior, their satisfaction Is short-lived. Any-thing which interferes with socialization and acts asa barrier to acceptance by the group will lead to un-happlness.
Social Expectations
What the social group expects of the child is definedin terms of developmental tasks, or learning experi-ences that have been found to be appropriate fordifferent age levels (58). Before he enters school, forinstance, the child is expected to relate emotionallyby showing affection for. and interest in. his parentsand siblings and other people: he is expected to dis-tinguish right from wrong in simple situations and actaccording to the socially approved pattern In thesesituations. During his elementary school years, thechild Is expected to learn to get along with his age-mates, to play an appropriate sex role, and to conformto more complex standards of right and wrong.
VARIATIONS IN SOCIAL EXPECTATIONS
One of the major difficulties the child encounters Inlearning approved social behavior is that each of thesubcultures of society has Its own definition of whatis acceptable. Aggressiveness, for example. Is ap-proved by some subcultures and disapproved byothers. Subcultures also differ in the standards theyset for children of different ages and for members ofthe two sexes.
Within a subculture, accepted patterns vary fromone age group to another. Girls may be tomboys ifthey like during the preschool years, but they discoverlong before childhood Is over that they must be girlsIn both appearance and behavior if they want to avoidridicule and social disapproval. Boys must learn adifferent pattern. As Koch has pointed out. 'It is moreserious in our culture for the boy to deviate from themale type than for the girl to deviate from the femaletype" (69). A man is known by the company he keeps.
and our culture considers it important that most of aboy's companions be male. While the social group maytolerate a tomboy, however, toleration does not meansocial approval. It means merely the absence of socialrejection.
Although the norms of sex-appropriate behaviorvary somewhat from group to group, certain fairly uni-versal stereotypes are in the American culture. Boys,on the whole, are aware of this earlier because sex-inapproprlateness is less accepted In boys. At times,peer group pressure is stronger than that of the largergroup. A boy who is sympathetic, kind, and thoughtfulof others may be admired by adults, but he learnsvery quickly that members of the peer group think heis a "sissy." That is why boys put such a high value onmasculinity. Similarly, a girl who is aggressive may beregarded by her parents as a potential leader, but thepeer group will dislike her because she is too bossy.Aggressiveness in a boy. on the other hand, is usually
Box 10-1
SOCIAL AND NONSOCIAL PEOPLE
■ A social person is one whose behavior reflectssuccess In the three processes of social de-velopment. He behaves in an approved manner,plays the role society prescribes for him, andhas favorable attitudes toward people and socialactivities. He fits Into the group with which hewishes to be Identified and is accepted as agroup member. By contrast, a nonsocial personis one whose behavior does not reflect successin these three processes.
■ A gregarious person Is a social person whocraves the presence of others and is lonely whenby himself. He is satisfied merely to be withothers, regardless of the nature of the contact.
■ An unsocial person Is a nonsocial person, whois ignorant of what the social group expects and,as a result, behaves in a manner that falls shortof social expectations. Because of this, he is notaccepted by the group and is forced to spendmuch of his time In solitude.
■ An antisocial person is a nonsocial person whoknows what the social group expects but, be-cause of an antagonistic attitude toward peo-ple, violates the group's mores.
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admired by other boys: they regard him as daring andoften choose him as a leader. By the time childrenenter school, they are well aware of what their peersexpect for members of each sex. As they grow older,their concept of what is sex appropriate comes to bemore and more like that of adults (15). Figure 10-1shows the adult-approved qualities for members ofthe two sexes.
DEGREE OF CONFORMITY TO SOCIAL EXPECTATIONS
How much conformity a particular social group de-mands of its members before it will accept them varies.In some cultures, a person may retain some individualqualities and still be acceptable. In others, no devia-tion is approved. By control of the environment anda uniform method of training in the home, school, andcommunity, an attempt is made to mold every childinto a prescribed pattern.
The child who grows up in a culture which toleratessome individuality will be accepted by the group eventhough his behavior is not a photostat of that of otherchildren of his age. In the regimented culture, a non-conformist of any degree will be punished by socialrejection. The more clearly defined the cultural group'sconcept of the "ideal person'—the person who willfit best into the pattern of life prescribed for themembers of the group—the greater the conformityrequired for social acceptance. This is true of thepresent-day Soviet and Israeli cultures.
Some specific examples of variations in demandfor conformity will show how cultural groups differ.A cultural group that places high value on educationas a stepping-stone to upward social mobility, as istrue of many Jewish families, expects great conformityto school standards as a means to the desired end.Members of such a group develop this conformity intheir children by using more authoritarian child-training methods than are used in families where lessemphasis is placed on social mobility. Because of thehigh value middle-class American families place onsocial  mobility, they expect  greater conformity to
Figure 10-1. Adult-approved sex-appropriate qualitiesshowing those more valued by men and those morevalued by women. (Adapted from E. M. Bennett and L.R. Cohen, Men and women: personality patterns andcontrasts, Genet. Psychol. Monogr., 1959, 59,101-155.Used by permission.)
socially approved standards of behavior on the partof their children than middle-class English families,who are less oriented toward upward mobility. Inaddition, the indifference to outside criticism by theEnglish results in less pressure for conformity on thepart of children than is found among Americanfamilies, who, on the whole, are anxious to avoidcriticism.
Variations in standards of conformity are by nomeans the only source of difficulty the child experi-ences in trying to satisfy social expectations. Thereare many others, some of which are as great as thevariations described above. The most important aregiven in Box 10-2.
CONSEQUENCES OF NONCONFORMITY
The social group judges and accepts or rejects theindividual on the basis of his ability or willingness tocome up to its expectations. The degree to which heencounters social rejection will vary according to hisdeviation from the groups accepted standard.
Living up to group expectations is essential not onlyto social acceptance but also to self-acceptance. Achild cannot have a favorable opinion of himself whenhe knows that he has failed to do what others expectof him and has. as a result, lost their esteem. Theolder child is especially sensitive to social interac-tions. He knows whether other people like him. dislikehim, or ignore him.
Some children become social misfits through nofault of their own. Others could make better socialadjustments than they do, but they have little motiva-tion to do so. Either they derive too little satisfactionfrom social activities or they find other pursuits moresatisfying. If they refuse to conform to social expecta-tions and do as they please, they must face criticism,scorn, and rejection.
The only way a nonconformist can improve hisstatus in the group is to sacrifice some of his in-dividualism and learn to conform, whether he approvesof the group's expectations or not. If being an in-dividualist means more to him than social acceptance,he must be prepared to pay the price for his individ-ualism, if being accepted by the group means more,he must be willing to pay the price demanded by thesocial group.
Being willing to conform to group expectations isnot enough. The child must know what the expecta-tions are and how he must behave to fulfill them. Achild whose home training stresses the values of the
group, emphasizes conformity, and provides a modelto imitate—either parents or older siblings—will notfind it difficult to learn to conform.
Essentials of Socialization
What the child s attitudes toward people and socialexperiences will be and how well he will get alongwith other people will depend largely on his learningexperiences during the early, formative years. Whetherhe will learn to conform to social expectations or notwill depend upon three factors.
Box 10-2
DIFFICULTIES IN CONFORMINGTO SOCIAL EXPECTATIONS
■ An inherent tendency may make conformity tosocial expectations difficult, if not impossible.A boy with a small build and weak musculatureis incapable of conforming in a culture wherethe male ideal is a well-built athlete.
■ A child who has been molded to fit the demandsof one cultural group may have difficulty con-forming if he is shifted to another group. Achild from an immigrant or socially mobilefamily may encounter this problem.
■ Conformity to social expectations is difficultif the child does not approve of the group'sideals.
■ The child who has learned the proper behaviorfor one age level may find it difficult to adjustto the approved pattern for an older level.
■ The child may be confused about what the ap-proved pattern of behavior is. A girl, for example,may not know that she is too old to be atomboy.
■ The child may be deprived of opportunities tolearn socially approved patterns of behavior.A boy without a father may have no male modelto imitate.
■ A child will have little motivation to follow theapproved pattern if social acceptance is lessimportant to him than following his owninterests.
First, ample opportunities for socializing are essen-tial because a child cannot learn to live socially withothers if he spends most of his time alone. Each year.he needs more opportunities to be not only with chil-dren of his own age and level of development but alsowith adults of different ages and backgrounds. Toomuch social participation, however, may be harmfulif it deprives the child of opportunities to developinner resources which will enable him to be happywhen circumstances force him to be alone.
Second, the child will learn to be social only if he ismotivated to do so. Motivation depends largely on howmuch satisfaction the child derives from social ac-tivities. If he enjoys his contacts with people, he willwant to repeat them; if he does not. he will tend toshun social situations. If he is anxious to be acceptedby others, his motivation will be great: if he does notcare about acceptance or feels that there is little orno chance of being accepted, his motivation will below. Social deprivation of short duration tends toincrease the child s motivation to win the attentionand affection of others. Prolonged social deprivationmakes the child afraid to try to establish social con-tacts.
Third, an effective method of learning underguidance is essential. By trial and error, the childlearns some of the behavior patterns necessary forgood social adjustment. He also learns b'^ role practice,that is. by imitating a person he identifies with. Hewill learn more quickly and the end results will bebetter, however, if he is taught by a person who canguide and direct his learning and choose his associatesso that he will have good models to imitate.
Should all these factors be favorable, the chancesare that the child will develop into a social person.Should any of them be unfavorable, the chances arethat he will t>e less social than other children his ageor will become unsocial or even antisocial.
A nursery school, kindergarten, or organized playgroup where there are many children of the same levelof development and where there is guidance in socialbehavior will provide excellent opportunities forsocializing. It will also motivate the child to try tolive up to social expectations so that he can be sureof acceptance by the group. The learning experiencesprovided by such an environment will contribute tothe child s socialization. As a result, he will spendless time in solitary activities and more in interactionswith others (104). Increases in interactions with peersand with teachers are shown in Figure 10-2.
Indiscriminate   sociability,   or   being   with   others
merely for the sake of social contact regardless ofcongeniality of interests, does little to develop healthysocial attitudes. Even vi/orse. the child who cravescompanionship of any kind just to avoid being alonebecomes unstable in his interests and values. Hechanges his personality to suit the child or adult heis with in the hope of winning acceptance. He thustends to be highly suggestible and easily influencedby anyone with whom he happens to come in con-tact.
Importance of EarlySocial Experiences
Since social or unsocial patterns of behavior areestablished during the formative childhood years,early social experiences largely determine what sortof adult a child will become. Predominantly happyexperiences encourage the child to seek more suchexperiences and to become a social person. Too manyunhappy experiences are likely to lead to unwhole-some attitudes toward all social experiences andtoward people in general. They encourage the child tobecome unsocial or antisocial.
Unhappy social experiences are detrimental at anyage. They are especially harmful during the earlyyears of life because this is the critical time for theformation of basic social attitudes—attitudes towardpeople in general, toward certain people or socialgroups, and toward social life as an experience. Thepatterns of behavior established at this time can bemodified later, but with each passing year, theybecome harder to change.
Early social experiences may be with family mem-bers or with people outside the home. As a generalrule, experiences in the home are more importantduring the preschool years while experiences withoutsiders become more important after the childenters school. Each year, as the desire for status inthe group grows, attitudes and behavior are increas-ingly influenced by pressures from the members ofthe group.
FAMILY INFLUENCES
No one member of the family or one specific aspectof family life is responsible for socializing the child.If the overall home environment favors the develop-ment of good social attitudes, chances are that thechild will become a social person, and vice versa.
Studies of social adjustment have revealed thatpersonal relationships in the home are highly influ-ential: relationships between parents, between thechild and his siblings, and between him and his par-ents. The position of the child in the family—whetherhe is the oldest, the middle, the youngest, or an onlychild—is also important (16). Only children or thosewith siblings widely separated in age or of a differentsex tend to be more withdrawn when they are withother children. Children with siblings of the same sexas they find it difficult to make associations withother children of the opposite sex but easy to makeassociations with those of the same sex (18. 70).
The size of the family in which the child grows upnot only affects his early social experiences but alsomarks his social attitudes and patterns of behavior.
Figure 10-2. There is a decline in hostile interactionsand an increase in friendly approaches to members ofthe peer group as children grow older and have moresocial experiences. (Adapted from H. R. Marshall, Rela-tions between home experiences and children's use oflanguage in play interactions with peers, Psychol.Monogr., 1961, 75, No. 5. Used by permission.)
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An only child often gets more attention than is goodfor him. He comes to expect a great deal of attentionfrom outsiders and is resentful when he does not getit (18. 91).
The social behavior and attitudes of a child reflectthe treatment he receives in the home. A child whofeels that he is rejected by his parents or siblings mayassume an attitude of martyrdom outside the homeand carry it even into adult life. Such a child may turnwithin himself and become an introvert. By contrast,acceptant, loving parents encourage extroversion inthe child (117).
Parental expectations motivate the child's efforts tobe socially acceptable. As the child grows older, forexample, he learns that he must overcome his ag-gressiveness and antisocial behavior if he wishes towin parental approval. He is expected to be courteousand polite in his relationships with all adults (114).
In the early years of life the most important influenceon the child's social behavior and attitudes is likelyto be the child-rearing methods used by his parents.The child who is brought up in a democratic homemakes the best social adjustments. He is active andsocially outgoing. One who is indulged, on the otherhand, becomes inactive and withdrawn. The child whois subjected to authoritarian child-rearing methods isquiet and nonresistant. and his curiosity and origi-nality are restricted by parental pressures (43, 82).
In sum, the home is the seat of learning ' for socialskills. Only when children have satisfactory socialrelationships with members of their family can theyfully enjoy social relationships with people outside thehome, develop healthy attitudes toward people, andlearn to function successfully in the peer group.
OUTSIDE INFLUENCES
Early social experiences outside the home supplementhome experiences and are important determinants ofthe child's social attitudes and behavior patterns. Ifhis relationships with peers and outside adults arepleasant, he will enjoy social contacts and want torepeat them. If they are unpleasant or frightening, hewill fall back on the companionship of family mem-bers.
When a child enjoys social contacts with outsiders,he will want to behave in a manner that will win theirapproval. Since the desire for acceptance is great inthe older child, the influence of the peer group isgreat, but it is strong even in the preschooler.
If a child's playmates are older than he, he strivesto keep up with them and, as a result, develops more
mature patterns of behavior. If the older children arebossy and he does not enjoy his contacts with them,he will then choose younger children as his playmates,bossing them as the older children tried to boss him.When his playmates or siblings are all of his own sex,he often has difficulty making good social adjustmentswith playmates of the opposite sex.
SCIENTIFIC REPORTS ON EARLY SOCIAL EXPERIENCES
Studies of people of all ages reveal the significanceof early social experiences not only in childhood butalso in later life. The most important lines of evidencewill be discussed.
First, the patterns of social behavior, establishedearly in life tend to persist. Aggressiveness, domi-nance, dependency, or autonomy developed in child-hood, for example, are likely to characterize thebehavior of the adolescent and adult. If these patternslead to good social adjustment, they will be an asset;if they do not. they will be a distinct handicap.
Second, an individual's attitudes toward people andsocial activities tend to be consistent at all age levels.Social attitudes are even less amenable to changethan social behavior (67, 99). Unless the child dis-covers that poor social attitudes make him unpopular,he is not likely to make an effort to develop favorableattitudes or to change the unfavorable ones alreadyestablished.
Third, early social experiences determine the extentof one's social participation both in childhood and asone grows older. Children whose early social experi-ences are unpleasant tend to avoid group activities(37, 67, 99).
Fourth, since there is a close relationship betweena child's liking for social activities and his acceptanceby other children, the child who makes good socialadjustments from the start derives the most enjoymentfrom social participation. The popular child becomesmore active in school and extracurricular affairsduring high school and college and in communityaffairs during adulthood than the unpopular (37. 57).Even the young child who, as a baby, had frequent andpleasant interactions with his mother is more readyto interact with strangers than one who had a lesssatisfying relationship with the mother. As a result,he is more popular (91, 123).
Fifth, early social experiences leave their mark onthe child's personality—a mark that is likely to remainconsistent throughout life. Positive attitudes towardself are most often found in the person whose earlysocial experiences were favorable (114, 123).
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The necessity of building good foundations in theearly years is apparent. Bain has said, "When thechild enters school, he begins to reap the rewards orsuffer the ills which flow from the first six years oflife" (9). If the home has done a good job, the child isprepared to adjust to the new social realities he willmeet at school. If the foundations laid in the earlyyears are such that the child gets off to a bad start, heis likely to acquire a reputation for being antisocial.If this occurs, he needs help in changing the behav-ioral and attitudinal patterns established in earlychildhood.
Influence of the Social Group
At all ages people are influenced by the social groupwith which they have constant association and withwhich they want to be identified. This influence isgreatest during childhood and the early part of ado-lescence, the time of greatest psychological plasticity.The pattern of influence in childhood is predictablethough it varies somewhat from child to child and evenin the same child at different ages. This pattern is souniversal that it is possible to predict which membersof the social group will have the greatest influence onthe child at a given age.
PATTERN OF INFLUENCE
During the preschool years, the family is the mostinfluential socializing agency. From 7 years of age on,group pressures are more important than they werewhen the child was younger or than they will be whenhe grows up.
When the child enters school, teachers begin toexert an influence over his socialization, though peerinfluence is usually greater than either teacher in-fluence or family influence (19, 108). A study of therelative influence of peers and parents in children'sdecisions at different ages found that, when advicefrom the two differs, children are more likely to beinfluenced by peers than by parents as childhoodprogresses (127).
The strong mfluence of the peer group during thelatter part of childhood comes partly from the child'sdesire to be acceptable to, and accepted by, the groupand partly from the fact that he spends more time withthe peer group (125, 128).
In spite of this predictable pattern, the influence ofthe social group varies. A number of factors are re-sponsible for the variations, and these, too, are largely
predictable: The most important are described inBox 10-3.
The group's influence on social development isespecially strong in three areas. It affects the child'smotivation to conform, his urge to achieve indepen-dence, and his formation of a self-concept.
CONFORMITY. Conformity is behavior intended tofulfill normative group expectations . It reflects a will-ingness to model one's behavior, attitudes, and valuesalong lines that measure up to group expectations.This willingness is motivated, either consciously orunconsciously, by a desire to ward off anxiety abouthow well one will be accepted by members of thesocial group. As such, it is a defense mechanism or aform of ego defense. Some people conform only inpublic and do what they please in private. Othersconform both in public and in private (111).
Conformity to the group is learned first from child-training methods used in the home. The child ispunished for nonconformity to parental wishes andrewarded for conformity. Later, conformity is learnedthrough identification. The child who identifies withan aggressive model, for example, conforms to thismodel and becomes aggressive in competitivesituations (97).
Willingness to conform is especially strong in thelatter part of childhood when the desire for socialacceptance reaches a peak. It is, however, part of apattern, as Strang (122) has explained:
. . . Conformity may be the price one pays for safety.An early-acquired fear of making mistakes may createenough anxiety to prevent an adolescent from being dif-ferent from the rest of the group. An early-acquired fearof losing the love of one's parents, which in childhoodled to model behavior, may also be manifested in con-formity to group standards; it may survive as a fear oflosing group acceptance.
Extreme conformity results in loss of individuality,submission to others, and rejection of personal de-sires. It may even lead to unsocial behavior, a changein values and strong feelings of guilt.
Nonconformity, can be just as detrimental to goodpersonal and social adjustment as extreme conform-ity. The child who refuses to conform to the acceptedpatterns of behavior finds himself a social outcast.He is deprived of the satisfaction of being a member ofthe group and of the learning experiences which cancome only from group belonging. Anticonformity,or choosing a behavior pattern diametrically opposite
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Box 10-3
FACTORS RESPONSIBLE FOR VARIATIONSIN SOCIAL GROUP INFLUENCES
Acceptability to the GroupPopular children, and those who see the possibility ofgaining group acceptance, are influenced more by thegroup and less by their families than children who do notget along well with their peers. Children who see slightchances of being accepted by the group have little moti-vation to conform to its standards.
Security of StatusThe child who feels secure in his group will feel free toexpress any disagreement he has with the judgments ofother group members. The child who feels less securewill conform closely and will follow the lead of others.
Type of GroupThe influence of the group comes from the social dis-tance—the degree of affective relationship—betweengroup members. In the primary group (the family or peergroup) bonds of intergroup relations are stronger thanin the secondary (organized play groups or social clubs)or tertiary (people the child comes in contact with onbuses, trains, and so on). As a result, the primary grouphas the greatest influence on the child.
Different Members of the GroupWithin a group, the greatest influence usually comes fromthe leader and the least from those who are least popular.
PersonalitvChildren who suffer from feelings of inadequacy or in-feriority are more influenced by the group than those whohave greater self-confidence and greater self-acceptance.
Children with authoritarian personality patterns are mostinfluenced by the group because they have a constantfear of not being liked by their peers.
Affiliation MotiveThe stronger the affiliation motive—the desire to beaccepted—the greater the susceptibility to influencefrom group members, especially those with high statusin the group. The more attractive the group seems to thechild, the more anxious he is to be accepted by it and themore willing he is to allow himself to be influenced by it.
to the one approved by the group, has the mostdamaging effect of all because it guarantees socialrejection and social scorn.
Achievement of Independence. The second importantway the group influences the child is by helping him toachieve independence from his parents and becomean individual in his own right. Through his associa-tions with his peers, he learns to think independently,to make his own decisions, to accept points of viewand values not shared by his family, and to learn pat-terns of behavior approved by the group.
Self-concept. The third important influence of thegroup is on the child's self-concept. Even before achild knows why people accept or reject him, he senseswhat their opinions are and what their reactions mean.If the opinions of others are favorable, he will thinkfavorably of himself; if they are unfavorable, he willcome to dislike himself.
The Pattern of Social Development
Social development follows a pattern, an orderlysequence of social behavior which is similar for allchildren within a cultural group. There are also pat-terns in children's attitudes toward and interest insocial activities and choice of companions. Becauseof this, it is possible to describe a timetable for social-ization.
In this timetable, the true "socialization age" beginswith formal entrance into school, either kindergartenor first grade. The child who has always acted uponhis own impulses now tries to use adult criteria toevaluate people and situations. By the time he is 10years old, he can modify some of his impulses to con-form to the demands of the social group.
Normally, all children pass through the severalstages of socialization at approximately the same age.As in other kinds of development, bright children areaccelerated, while dull children are retarded. Lack ofopportunities for social contacts and for learninghow to get along successfully with others will likewisedelay normal development.
REASONS FOR THE PATTERN OF SOCIAL DEVELOPMENT
In spite of individual age-level variations in socializa-tion, variations in the pattern itself are slight. Thereare two reasons. First, the pattern of physical and
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mental development is similar for all children, eventhough minor variations do occur, owing to differencesin intelligence, health, and other factors. Conse-quently, children are ready to master the develop-mental tasks of socialization at much the same age.
Second, within a cultural group, social pressures andsocial expectations lead to similar learning experi-ences for all children. When a child's social behaviorvaries markedly from that of other children of the sameage, it generally means that the child has made poorsocial adjustments or has developed unfavorablesocial attitudes. In either case, the trouble can gener-ally be traced to lack of opportunities to learn to besocial or lack of motivation to take advantage of theopportunities available.
VALUES OF KNOWING THE PATTERN
Knowing the pattern of development makes it possibleto predict what normal social behavior will be at agiven age. Consequently, parents, teachers, and otheradults are less likely to regard a child as backward orprecocious, or antisocial.
Another value of understanding the pattern of socialdevelopment is that it provides a schedule for training.The child can be encouraged to develop those skillsand attitudes which will be expected of him if he is togain acceptance in the group. When the child reachesschool age, for example, he is expected to be able tomake social contacts with his peers with reasonablesuccess without adult interference.
The remaining pages of this chapter present a sur-vey of the normal pattern of social development fromithe earliest months of life until adolescence. Thesurvey describes a timetable for socialization. Its aimis to show what is usual in social behavior at dif-ferent ages and what, as a result, will be expected atthose ages. At each major stage—babyhood, earlychildhood, later childhood, and puberty—only thebehavior and attitudes most characteristic of thatperiod will be discussed in detail. It should be as-sumed, however, that, once they have developed, theywill continue to play a role in the child's social rela-tionships unless environmental forces cause them tochange. Resistant behavior in babyhood, for example,may lead to negativism if the young child is notgrantedindependence in keeping with his developmentalstatus. Since prejudice and discrimination normallydo not develop until the child enters school, they willbe discussed in the section about social behavior inlate childhood but emphasis will be placed on thefoundations of prejudice developed earlier.
Beginnings of Social Behavior
At birth, the baby is nongregarious. He has nointerest in people as long as his bodily needs aretaken care of. During the first 2 months of life, hemerely responds to stimuli in his environment, and hisreactions come only when the stimuli are intense, asin the case of loud noises. He does not even distin-guish between the human voice and other noises.Beginning with the third month, gregarious behaviorpredominates.
Social behavior begins when the baby first distin-guishes between people and objects and respondsdifferently to them. By the time he is 2 to 3 monthsold, his eye muscles are strong enough and suffi-ciently coordinated to enable him to look at peopleand objects and follow their movements. His hearingis also developed enough to enable him to distinguishdifferent sounds (70).
At an early age, the baby responds to other babiesand children differently from the way he responds toadults. Since the baby spends much more time withadults, they have a greater influence on his social-ization.
REACTIONS TO ADULTS
The baby's first social responses are to adults because,normally, they are his first social contacts. By thebeginning of the third month of life, the baby turnshis head when he hears a human voice and smiles inresponse to a smile or clucking sound. He expressespleasure in the presence of others by kicking, smiling,and waving his arms.
During the third month, the baby cries when leftalone, but will stop crying when he is talked to ordiverted by a rattle or some other mechanical device.He recognizes his mother and other familiar people,and shows his fear of strangers in timid responses,such as turning the head and crying.
In the fourth month, the baby makes anticipatoryadjustments to being lifted, shows selective attentionto the human face, looks in the direction of the personwho leaves him, smiles at the person who speaks tohim. shows delight in personal attention, and laughswhen being played with.
From the fifth or sixth month, he reacts differentlyto smiling and scolding and distinguishes betweenfriendly and angry voices. He recognizes familiarpersons with a smile and shows definite expressions
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of fear in the presence of strangers. During the sixthmonth, social advances become more aggressive. Thebaby pulls the adult s hair; grabs his nose, eyeglasses,or clothes; and explores his facial features.
By 8 or 9 months, the baby attempts to imitatespeech sounds as well as simple acts and gestures.At 12 months, he can refrain from doing things inresponse to 'no-no,' and he shows his fear and dis-like of strangers by drawing away and crying when astranger approaches. From the age of 15 months, thebaby shows an increasing interest in adults and astrong desire to be with them and imitate them. At2 years, he can cooperate with adults in a number ofroutine activities.
Thus, in a relatively short period, the baby changesfrom a passive member of the family who receivesmuch attention but gives little in return, to an activemember who initiates social contacts and participatesin family activities.
be established. These early responses, outlined inBox 10-4. are the foundations upon which later socialbehavior develops.
The influence of early social behavior on later de-velopment has been emphasized by scientific studies.The baby who depends on his mother to take care ofhis needs and wants, even after he is maturationallyready to learn to take care of them himself, developsa generalized dependency on all adults and even onchildren. This makes the achievement of indepen-dence difficult for him. The baby who is permitted todo as he pleases finds it very difficult to conform tothe rules of the playground or school (2. 123).
While social attitudes and responses which lead topersonal- and social-adjustment problems can bemodified as the child grows older, it is far easierto avoid the problems by laying good foundations inthe first place. That is why babyhood is regarded as acritical age in socialization.
REACTIONS TO OTHER BABIES
The first indication that a baby perceives anotheroccurs between the ages of 4 and 5 months, when hesmiles at another baby or shows an interest in his cry.Friendly contacts between babies 6 to 8 months oldconsist of looking, smiling, and reaching out andtouching. Unfriendly contacts consist of blind attemptsto grasp something held by another baby and oftenresult in impersonal fights. Between 9 and 13 months,the baby explores other babies by pulling their hairor clothes, imitates the behavior and vocalization ofof others, and shows for the first time cooperationand social use of material. When a toy is taken awayby another, the baby becomes angry, fights, andcries.
Social reactions toward other children developrapidly during the second year. From the thirteenthto the eighteenth months, the baby smiles and laughsin imitation of another child. His interest shifts fromplay materials to the playmate himself, and there isless fighting over toys and more cooperative play.During the last half of the second year, the baby re-gards play materials as a means of establishing socialrelationships. He cooperates with his playmate,modifies his behavior to adjust to his playmatesactivity, and engages in games with other children.
BEHAVIOR IN SOCIAL SITUATIONS
As a result of the baby s contacts with others, bothadults and babies, certain social responses begin to
Social Development inEarly Childhood
From 2 to 6 years of age. the child learns how to makesocial contacts and get along with people outside thehome, especially children his own age. He learns toadapt himself to others and to cooperate in group playactivities. Follow-up studies of groups of childrenreport that the social attitudes and behavior estab-lished during these years persist with little change(37).
Early childhood is often called the "pregang age."The number of contacts the child has with other chil-dren during the pregang age determines in part howfar his social development will progress. Children whoattend kindergarten have a decidedly larger numberof social contacts and make better social adjustmentsthan those who do not have this preschool experi-ence (104). They are better prepared for active groupparticipation when they enter school. The kind ofsocial experiences the child has is more importantthan the number, however. If his contacts with chil-dren and adults outside the home are satisfying, eventhough infrequent, he will want to repeat them. If hiscontacts are primarily frustrating, he will go out ofhis way to avoid meeting people and thus will deprivehimself of important learning opportunities.
One of the many advantages of nursery school orkindergarten is that it provides social experiencesunder the guidance of trained teachers who promoteenjoyable contacts and try to see that no child is
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subjected to treatment that might condition him toavoid social contacts. As a result, overall negativereactions to other children decrease. Negative reac-tions to teachers, how/ever, sometimes increaseslightly as the child becomes more child- and lessadult-oriented (104).
RELATIONS WITH ADULTS
With each succeeding year, the young child spendsless time with adults and derives less enjoyment frombeing with them. At the same time, his interest inplaymates of his own age mounts and his enjoymentfrom being with them increases. With his growingdesire to be independent of adults, he becomes re-sistant to adult authority.
In spite of their desire for independence, youngchildren still try to gain attention and approval fromadults. An experiment with older and younger pre-
schoolers found that the younger children more oftenlooked to their teachers before making their choiceof a toy, while the older preschoolers more oftenlooked to their peers. This suggests that adult influ-ence was still strong but waning (54). There is alsoevidence that, among preschoolers, outside adultsoften have more influence on their behavior thanparents (119).
However strong the child's desire for peer contacts,parents and teachers are still largely responsible forproviding a model for his developing social attitudesand for determining whether these will be attitudesof good will and friendly cooperation toward all or ofintolerance and prejudice against those who aredifferent.
RELATIONS WITH OTHER CHILDREN
Before the age of 2 years, young children engage insolitary or parallel play. Even though two or three
Box 10-4

        
        [image: Picture #101]
        

        Imitation. The baby becomes a part of the socialgroup by imitating others. He first imitatesfacial expressions, then gestures and move-ments, then speech sounds, and finally, totalpatterns of behavior.
Shyness. By the third or fourth month, the babycan distinguish between familiar people andstrangers. Until late in the first year, he reactsto strangers by whimpering, crying, hiding hishead, and clinging to the person who is holdinghim.
Dependency. The more the baby is cared for byone person, the more dependent he becomeson that person. He shows his dependency byclinging to the person, crying when he is leftwith someone else, and expecting to be waitedon even when he is capable of doing thingshimself.
Acceptance of authority. Whether the baby willlearn to conform to the requests of those inauthority will depend on how insistent the per-sons in authority are. Permissive attitudes en-courage the baby to reject authority.
Rivalry. Rivalry develops in associations withother babies or children. It is shown by attemptsto snatch toys or other objects from them, notbecause the baby wants them but because itgives him pleasure to assert his superiority.
Attention seeking. During the second year, thebaby tries to get the attention of adults byvocalizations, especially crying, by grabbing attheir clothing, by hitting them, and by doingforbidden things. If he is successful, he showshis satisfaction by smiling or laughing.
Social cooperation. The baby's cooperative playwith adults is usually successful because theyare willing to do most of the sharing. With peers,social cooperation is usually unsuccessful.
Resistant behavior. During the middle of thesecond year of life, resistant behavior begins.It is expressed by tensing the body, crying, andrefusing to obey. Unless the baby is given op-portunities to be independent, resistant be-havior usually leads to negativism.
children play in the same room and with similar toys.little social interaction takes place. Their contactsconsist primarily of imitating or watching one anotheror of attempting to tal<e one another's toys.
From the age of 3 or 4. children begin to play to-gether in groups, to talk to one another while theyplay, and to select from the children present thosewith whom they prefer to play. The most commonbehavior of these groups consists of watching eachother, holding conversations, and making verbalsuggestions.
A study of children in pre-school has revealed that aschildren advance in age, there is an increase infriendly approaches to other children and a decreasein hostile interactions. Age for age, boys made morefriendly as well as more hostile approaches to otherchildren (82).
COMMON FORMS OF SOCIAL BEHAVIOR
Some of the forms of social behavior developed inearly childhood are based on foundations laid inbabyhood. Some are new. based on new foundations.Many appear to be unsocial or even antisocial, but.in reality, each is important in the socializing process.The foundations laid in early childhood will determinehow the child will adjust when his environment be-comes broader and he does not have the protectionand guidance of his parents.
Negativism. Macfarlane ef al. have defined negativ-ism as a combination of self-assertion, self-protec-tion, and resistance to excessive pressures. Children,they add, learn that resistance is the best defensewhen training is erratic or when "quick-temperedpersons push slow-tempered persons too fast" (81).
Negativism is a product of social situations. It isthe child s response to aggressive discipline or anintolerant adult attitude toward normal childish be-havior. It generally appears in connection with theestablished home routine, when the child refuses toperform a certain activity at a scheduled time. It alsoappears in situations involving strangers. The morethe child is frustrated by adult interference, the morenegativistic his behavior will be.
Resistant behavior begins at about 18 months ofage and reaches a peak between 3 and 6 years, afterwhich it recedes rapidly. Boys often experience asecond peak between 10 and 11 years of age. Declinein  negativism  comes  partly from social influences.
partly from the child's realization that it is to his ad-vantage to comply, and partly from adults learning torespect the child's wishes.
Among young children, negativism may be ex-pressed by physical tenseness, the opposite of cud-dliness; by failing to carry out requests; by pretendingnot to hear or understand; by stubbornness in con-nection with routine activities, such as eating andtoileting; and by many little acts of self-assertiveness,such as commanding, demanding, walking away, orhiding when called. Very negativistic children mayhold their breath until they become blue in the face;they may force themselves to vomit, or refuse toswallow food or urinate.
Negativism is commonly associated with tempertantrums, destructiveness. moodiness, and somber-ness. The well-adjusted child generally expresses hisnegativism in direct forms, while the poorly adjustedchild expresses his negativistic feelings in diffuse andgeneralized ways, most often in temper outbursts.
Between 4 and 6 years, physical expressions ofresistance decline and verbalization increases. Thereis a growing use of protective lying. The child usesNo ' as an answer to all sorts of suggestions, ques-tions, and amiable approaches. He annoys others andmakes repeated complaints. He subtly pretends notto hear or understand, refuses to see the point, in-sists upon referring to a subject that has been closed,and is careless in carrying out requests or duties.
Parents and teachers may regard negativism as anuisance, but it is of considerable value in socialdevelopment. Banham (13) has written:
Contra-suggestibility, negativism, and obstinacy inchildren may be taken as signs of potentiality for goodsocial adjustment. They are forms of behavior that areunsatisfactory in themselves, but that at least showvitality, motivation, and the beginnings of selectivesensitivity to a complex social situation. They indicatethat the child is capable of developing social and emo-tional attachments and antagonisms. . . . Childrenbecome excessively obstinate when demands are madethat are impossible for them to execute, when the de-mands are humiliating, unfair, or exceedingly dis-agreeable or painful. Obstinate contrariness is a com-pensatory adaptive reaction, only partially successful,in the interest of self-preservation, growth, and develop-ment. It is likely to change to cooperative behavior whenthe child finds something he can do that will bringsatisfaction to him while complying with the wishes ofthose for whom he cares.
Social Development
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Aggression. Aggression is an actual or threatenedact of hostility, usually unprovoked by another person.Almost all young children are aggressive to someextent, and such behavior may be regarded as normalduring the early years. Ordinarily, aggression reachesa peak between 4V2 and 5V2 years and then graduallydiminishes in frequency and intensity. Before thechild is 4 years old, he has fewer and briefer contactswith other children and, as a result, fewer opportuni-ties for aggressiveness. As contacts with other chil-dren become more frequent, so does aggressive-ness.
The child who learns from experience that aggres-sion will lead to reward, either in attaining his goal orin reducing his anxiety, will continue to use aggressionwhenever he is frustrated The child who has lesssatisfying aggressive experiences learns that with-drawal and renunciation of his goal are more effectiveways to deal with frustration or allay anxiety. Aggres-siveness is aroused when something happens to keepthe child from achieving a goal that is important tohim personally. It sometimes comes from poor socialadjustments while, at other times, it indicates animproved sociability. The most common causes ofaggressiveness are given in Box 10-5.
Aggressiveness is expressed most commonly inprovoked physical aggression, as when a child engagesin a physical attack after provocation; in outburstsof aggression, or a display of uncontrolled temper-tantrum behavior; in verbal aggression, as when achild verbally attacks another with threats, scoldings,or lies; and in indirect aggression, which consists ofan attack through another person or object, as whena child talks about another person or breaks thingsbelonging to a person he would like to attack directly.With repetition, aggressive expressions becomehabitual, and the child is labeled an "aggressivechild."
The young child may express his aggressiveness inmild physical attacks with the hands and feet or inmore dangerous ways, actually hurting the otherperson. The younger the child, the more completelyhe expresses his aggression. He attacks more vigor-ously and cries more, thus getting it out of his system.From the age of 4 or 5. direct expressions of aggres-siveness gradually decrease, and indirect or de-flected expressions—especially verbal attacks, blam-ing others, tattling, and name calling—progressivelyincrease.
Aggressiveness varies according to time of day,setting, familiarity with other children in the setting,
and the presence or absence of adults. It is likely tobe strongest during fatigue periods, just before eatingand sleeping. The better the child knows the otherchildren he is playing with, the more aggressive he islikely to be. A child may restrain his aggressivenesswhile parents or other adults are present because offear of punishment or unfavorable social attitudes.This restraint, however, usually increases his frus-tration and leads to even greater aggressiveness laterwhen no adults are present. Twins tend to be lessaggressive than singletons, especially during theearly years (68). This is illustrated in Figure 10-3.
The kind of aggressive behavior children displaylikewise varies. If they have been trained in socialconformity, they will be more likely to displace theiraggressive behavior than to attack directly. Popularchildren express their aggressions within the context
Box 10-5
COMMON CAUSES OF AGGRESSIVE BEHAVIORIN YOUNG CHILDREN
Frustrations which predispose the child toattack a person or object that stands in his way
Displaced anger when the child cannot expressanger directly toward the offending person orobject
Parental rejection
The desire to win attention
The child's desire to show his superiority
Need for self-protection when the child feelsinsecure or is on the defensive
Jealousy
Identification with an aggressive adult or older
child
Identification with aggressive characters in themass media
Physical punishment for misbehavior, arousingthe desire to strike back
Permissive attitudes of parents or other adultstoward aggression
Emotional tensions resulting from family stressnot involving the child
,y
of their play and have a definite single recipient oftheir aggression; they rarely displace it. Unpopularchildren more often displace their aggression, at-tacking anyone who happens to be around.
Quarreling. Quarrels are angry disputes that generallystart when a person makes an unprovoked attack onanother. They are thus an outgrowth of aggression.Quarreling differs from aggression, however, in twomajor respects. First, quarreling involves two or morepeople, while aggression is an individual act. Second,one of the people involved in a quarrel plays a de-fensive role, while, in aggression, the role is alwaysaggressive.
Quarreling is like aggression in that both are highlycharged with emotions, mainly anger; both involveattacks on another person; and in both, the attack maybe physical or verbal. Because quarreling usually hasits origin in aggression, the course of its developmentclosely parallels that of aggression. It reaches itspeak between the ages of 3 and 4 years and thenbegins to decline as the child learns to make bettersocial adjustments.
A child quarrels because he does not know how to
Figure 10-3. Twins tend to be less aggressive thansingletons during the preschool years. (Adapted fromC. C. Kim, R. J. Dales, R. Connor, W. Walters, and R.Witherspoon, Social interaction of like-sex twins inrelation to intelligence, language and physical develop-ment, J. genet. Psychol., 1969, 114, 203-214. Used bypermission.)
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make social contacts in a more mature way. Quarrelingbegins when one child attacks another's person orproperty. Among young children, a conflict over prop-erty is the usual starting point.
When children quarrel, it does not mean that theydislike each other. In fact, most quarrels occur amongfriends. Once a quarrel is ended, regardless of how itwas ended, the children are cheerful and friendly,taking up where they left off when the quarrel started.Rarely do they show resentment or break off thefriendship.
Quarreling may involve destroying another child'swork, taking away his toys, screaming, crying, biting,kicking, hitting, name calling, and making derogatorystatements. Most young children use physical attacks.If punished, they gradually substitute verbal forphysical attacks. Quarrels among young children areshort but intense; on the average, they last about 30seconds and occur every 5 minutes while the childrenare together. As children grow older, quarrels occurless frequently but last longer, and the fighting isharder.
The kind of activity engaged in influences thefrequency and intensity of quarreling. Constructiveplay of all kinds as well as meddlesome, destructiveactivities result in a great deal of quarreling becausethey involve comparisons of performance. The leastquarreling occurs when play is individual, quiet, andintellectual. Boys at every age quarrel more thangirls; boys start more quarrels, they retaliate more,and their quarreling is more aggressive, dynamic, andoutgoing. Within the home, quarrels among siblingsare common. During early childhood, siblings of thesame sex quarrel more than siblings of oppositesexes.
Unpleasant as quarreling may be for those who liveand work with children, it is an educational experiencefor the child. It teaches him, in a practical way, whatother people will and will not tolerate. The child finds,for example, that if he grabs a toy from another child,the child will grab it back and start a quarrel. Further-more, he discovers that picking fights makes himunpopular and can lead to physical pain.
Teasing and Bullying. Teasing and bullying are ag-gressive forms of behavior that usually lead to quar-reling. Teasing is a verbal attack on another in anattempt to "get his goat" and thus arouse an angryresponse. It may involve calling someone by a nick-name that emphasizes his physical or mental weak-nesses.   In   bullying,   the   attacker   inflicts   physical
pain on another because of the pleasure he derivesfrom watching the victim s discomfort and attemptsto retaliate.
In the home or at school, younger children are oftenteased or bullied by the older ones. Not all children.however, engage in these aggressive acts. Boys teaseand bully more, on the average, than girls, and chil-dren who feel inferior or insecure do more teasing andbullying than better-adjusted children.
Rivalry. Rivalry is characterized by a desire to outdoothers. It may take many different forms, one of themost common of which in young children is braggingabout being first in some activity or about owningsuperior material possessions.
Studies have shown that children of 2 years exhibitno signs of rivalry. When placed in a competitivesituation, they merely look at each other occasionally.A year later, some competition appears, but it iseclipsed by other social attitudes, especially imitation.By 4 years of age. children have a better idea of ex-celling, and by 6, most have a well-developed competi-tive spirit (40, 45, 121, 128).
Children from the lower socioeconomic groups,boys especially, are more competitive at every agethan those from the higher socioeconomic groups.When competing with strangers, children are quieterthan when competing with friends. With their friends.they become noisy and excited. Young children, as arule, will persist in a task longer when competingwith others than when working alone.
Rivalry, followed by quarreling, is more common inthe presence of a third person, especially an adultfor whose attention the children compete. Up to thetime the child begins to associate regularly withother children in the presence of an adult, as in anursery school, he is more anxious for adult than forpeer attention and uses any means he can to get it.Gradually, as his interest shifts to the peer group, hebrags and shows off his skills in an attempt to asserthis superiority and capture the spotlight.
In the home, rivalry is very common, especiallywhen jealousy exists between siblings. Rivalry betweena male and a female sibling or between male siblingsis likely to be stronger and lead to more quarrelingthan rivalry between female siblings. This is especiallytrue when the mother shows a preference for ason.
Cooperation.    Since the child of 2 or 3 years is self-centered and quarrelsome, it is difficult to get him to
play in a cooperative manner with other children. Bythe end of the third or fourth year, however, coopera-tive play becomes more successful. The more oppor-tunities the little child has to be with other children.the sooner he will learn to cooperate with them. Co-operative group work is not understood much beforethe child is 6 or 7.
Delay in developing cooperative behavior is oftendue to lack of opportunity to learn work skills in thehome. Far too often the young child who wants to•'help' his mother is not allowed to because shethinks he will be more of a hindrance than a help orbecause she feels childhood should be a happy, care-free time.
Where authoritarian child-training methods areused in the home to force cooperation, children oftendevelop negative attitudes and tend to be unco-operative when parental authority is absent. Childrenbrought up by more democratic child-training methods,by contrast, usually enjoy being cooperative. Theydevelop the habit of cooperation at home and carryit into their out-of-the-home activities (40, 47, 128).
Ascendant Behavior. In ascendant behavior, asMummery has explained, the individual "attains ormaintains mastery of a social situation, or attemptsto do so, so he is in control of his own act and cancarry out his purposes" (92). The tendency to domi-nate others, or to be bossy, is nearly universal inyoung children: it usually shows itself first in theirrelationships with adults. Beginning at about the ageof 3 years, ascendancy increases as opportunities forsocial contacts increase: it reaches a peak around theage of 5 and then declines.
Among nursery school children, girls are signifi-cantly more dominating than boys in play situations.In kindergarten, the reverse is true: except whenchildren are paired with those of the opposite sex.then the girls are bossier than the boys (92).
Children who are especially assertive toward theircontemporaries derive this pattern of behavior fromtheir home environments. They usually come fromdiscordant homes where there are arguments overdisciplinary policies, excessive restriction on thechildren's behavior, and many coercive suggestionsfrom parents.
When properly directed, ascendant behavior canbe of great value to a child. Whether it develops intoleadership, bossiness. or undifferentiated ascendancewill be influenced, to a large extent, by the environ-ment and the people the child associates with. He will
be bossy, for example, if he is with an adult whotolerates bossiness or with a younger child who hasno alternative but to accept such behavior. Withother children, he will use commands, threats, orforce to try to gain his objective. Ascendant behavior,tempered by a democratic approach to social relation-ships, puts the child in line for a leadership role.
Generosity. Typically, the young child is egocentric.He demands what he wants, and if it is denied, he willprotest by crying or displaying his anger in a tempertantrum. Only after he begins to play with others doeshe begin to learn to submerge self-interest in theinterests of the group. Selfishness usually reaches apeak between the ages of 4 and 6 years. It then de-clines as the child discovers that it leads to socialrejection. By the end of childhood, selfishness hasalmost completely disappeared in children who makegood social adjustments, though it continues to be acommon form of behavior in others (22, 55, 94). Gen-erosity, as shown in a willingness to share with others,increases as selfishness decreases.
The most selfish children come from the richesthomes—where egocentrism is permitted or evenencouraged. The most generous come from middle-class homes—where parents place strong emphasison social acceptance and good social adjustments.Children from large families are more generousthan children from small families, while only chil-dren tend to be the most selfish.
Whether children will be selfish or generous de-pends not so much upon the size of their family asupon the kind of training they receive and their ex-periences in the peer group (116, 118). They do notbecome generous simply because they grow older.Guidance and a deliberate effort by parents, teachers,and others play a large part in developing generosity.It is a case where practicing and setting a good exam-ple produce better results than preaching. Childrenmust have a model of generosity to imitate and theymust be given approval when they imitate it success-fully (22, 55, 87). They also learn to be generous by ob-serving how another child benefits from his gener-osity; if his social acceptance is improved by a gen-erous act, that is evidence that generosity pays (33,110). All children tend to be more generous towardtheir friends than toward nonfriends. There are nomarked sex differences in generosity or selfishness.
Desire for Social Approval. Even a baby likes to benoticed. Long before he can talk, he senses that he
is the center of admiration and attention. With eachsucceeding year, the desire for approval, first ofadults and later of peers, increases. This desire toimpress others often brings the child into conflictwith adult rules and the codes of the social group.
Lack of social approval makes the child unhappyand often drives him to behave in a way that, he haslearned from experience, invariably gets attention.The young child equates attention and social approval,and so he may seek attention in socially unacceptableways. That is why a child who feels neglected will"cut up" and noisily demand attention from anyonewho happens to be present. The child learns that someattention devices, especially verbal ones, are moreapproved than others. He then asks questions, makesurgent requests for help, and boasts.
Unlike the baby, who is usually afraid of strangers,the young child seeks the attention and approval ofstrangers more often than that of parents or otherfamiliar adults. This has been demonstrated in anexperiment in which the influence of unfamiliar ex-perimenters, both male and female, was comparedwith that of parents (119).
Some children have a greater need for socialapproval—a higher approval motive—than others. Ifthe approval motive is high, the child will conform tosocial expectations, even when they are contrary tohis interests or standards of behavior. If it is low, hewill be directed by his interests and standards, whetherhe wins social approval or not.
Sympathy. In sympathy, one is affected by the emo-tional states of another. This is possible only when oneis able to empathize or imagine himself in the positionof another. Because of their inexperience, young chil-dren are incapable of sympathetic behavior in manysituations. As they become older and have themselvesbeen in a situation similar to that of the other personthey can respond with sympathy.
Young children express sympathy by helping, pro-tecting, or defending others: by removing, attemptingto remove or punishing the cause of distress; by com-forting others with pats, hugs, and kisses; by reportingthe situation to an adult or another child and appealingfor help; by asking questions to find the cause ofdistress; and by suggesting or effecting solutions.Some show sympathy by being kind to a newcomer ina group or by defending the rights of younger childrenor those who are unable to defend themselves. Un-sympathetic responses include laughing at the personin distress; using the situation to play one's own role.
usually a dominating one; attacking a child in distress;or merely staring (93).
Dependency. A child depends on others for help indoing things he cannot do himself or believes hecannot do. He also depends on others for love andattention and for ego support in situations where hequestions his own adequacy. Thus, the independence-conscious child who constantly says, "I can do it,"is still fundamentally dependent. At first, the child isdependent on his parents; later, he shifts some of hisdependency to his siblings, especially older ones whoare viewed as parent substitutes. From 2V2 to 4V2years, he becomes somewhat dependent on the peergroup (69, 84).
Dependence on others for attention and affectionpersists throughout the early years of childhood. Itdoes not decrease as the need for help decreases. Itoften increases. When this happens, dependency islikely to become generalized, spreading to all be-havior.
A habit of dependency is fostered in the home, butit leads the child to depend on his playmates as wellas on outside adults. As a result, he is highly suggest-ible and easily influenced. He is unhappy unless peoplegive overt manifestations of their interest, and thushe seeks attention by asking for help, asking ques-tions, doing things that are forbidden, and revertingto infantile behavior. Since young children derivemore satisfaction from their dependency on adultsthan on age-mates, most of their attention-seekingbehavior is directed toward adults.
In overdependency, the child looks to others for morehelp, attention, and affection than is normally neces-sary at his age level. It generally stems from feelingsof insecurity. Those feelings, in turn, are the effectsof domination or rejection by the parents. In time, theylead to a generalized state of overdependency inwhich the young child depends on anyone who isavailable, whether an adult or another child. Over-dependency is especially common among childrenwho suffer from a chronic illness, such as asthma, andin firstborn children whose status in the family isthreatened by the arrival of siblings (18, 69. 81).
Friendliness. Young children are friendly towardboth adults and other children. They crave socialcontacts and are unhappy when deprived of them.Much of the young child's behavior—his aggressive-ness, his lack of sympathy, his demands for attention—may suggest that he regards others as potential
enemies and that he is self-bound. Such, however, isnot the case. The child wants to be friends; in hischildish, bungling way. he tries to let the other personknow this. He simply has not learned how to establishsocial contacts in a more acceptable way.
Studies reveal that affectionate approaches inyoung children are more frequent than aggressiveapproaches. While girls have a more friendly attitudetoward their age-mates than boys, both boys and girlsinitiate most of their social contacts by friendlyovertures. Once a social contact has been made, itmay quickly lead to a quarrel, but the quarrel will beshort, and a friendly relationship will soon be re-established. If the young child were not friendly, hewould have little motivation to resume a friendly re-lationship after the quarrel ended. Like an older child,he would be more likely to break off the friendship andseek new friends (57, 69, 82).
Young children express friendliness by such overtacts as hugging, kissing, and stroking; by giving raptattention to what the other person says or does; bytrying to protect the person against aggressive acts;by comforting the person; by wanting to be with theperson constantly; and by helping in whatever waythey can. As their ability to speak improves, theyverbalize their feelings in such remarks as "I loveyou, " "You are my friend," or "I want to go with you."
IMPORTANCE OF EARLY SOCIAL BEHAVIOR
If young children are to develop into social people,they must be encouraged to do so, rewarded for theirefforts even when their behavior falls short of adultstandards, and guided into methods of coping withsocial situations that will win the approval they crave.To achieve this goal, parents, teachers, and otheradults responsible for the training of young childrenmust keep four points in mind. These four points,stated as cautions, are given in Box 10-6.
Social Development inLate Childhood
After the child enters school and comes into contactwith other children, family picnics and parties becomea bore. At the same time, individual games give wayto group games, and solitary play loses its charm.Since group games require a large number of play-mates, the older child's circle of friends graduallywidens (36). With changes in play interests comes an
increasing desire to be with, and to be accepted by.children outside the home. This is just as true of girlsas of boys, though girls' play outside the home isfrequently more restricted.
Upon beginning school, the child enters the "gangage —an age when social consciousness developsrapidly. Becoming socialized is one of the major de-velopmental tasks of this period. The child becomes amember of a peer group which will gradually replacethe family in its influence over his Liehavior and atti-tudes. The peer group, as defined by Havighurst. isan "aggregation of people of approximately the sameage who feel and act together   (58).
During the transition from the pregang age of earlychildhood to the gang age of late childhood, the child
Box 10-6
CAUTIONS IN DEALING WITH
YOUNG CHILDREN'S BEHAVIOR IN
SOCIAL SITUATIONS
Give overt recognition to social behavior.Since unsocial behavior has more attentionvalue than social behavior, adults tend to over-look the social and concentrate on the unsocial.Also, they often judge children s behavior byadult standards, and thus regard it as worsethan it actually is.
Show the right kind of tolerance and under-standing of unsocial behavior. Adults mustrecognize that young children cannot be ex-pected to behave in a socially acceptable man-ner until they are taught how to do so. Childrendo not just outgrow unsocial behavior, and if itis not restrained they will assume that it isacceptable.
Provide guidance to help children learn how toact in a socially approved manner and to under-stand why social behavior is more satisfyingthan unsocial behavior.
Provide motivation so that children will wantto behave in a socially approved manner. Whenbehavior is guided into channels that willsatisfy the need for attention and approval,children s motivation to behave as parents,teachers, and society in general expect willincrease. Lack of guidance is likely to lead tosocial rejection and this will lessen motivation.
shifts from one group to another or from group toindividual activities. The shifting-group stagebridges the gap between the pregang and the gangages. The informal play group of the early schooldays consists of only two or three children. It isformed to carry out a specific play activity and is thustransitory. The activity itself, not friendship, is thebasis for the organization of the group. Within thegroup, leadership swings from one child to another,depending on which child takes the initiative in aspecific activity. There are many brief quarrels, butthese have no permanent effect on the makeup of thegroup.
The experience of being suddenly thrown into alarge group does not cause an abrupt change in thechild's social relationships. Instead, there is a gradualincrease in group play from the sixth to the eighthyear. With this change comes a gradual increase insocialization. The child becomes less selfish, self-centered, and aggressive and more cooperative, out-going, and group-conscious.
CHILDHOOD GANGS
The gang is a spontaneous local group having noauthorization from outside and no socially approvedaim. Although adults may know that it is being or-ganized, it is formed by the children themselves,without support from parents, teachers, or youthleaders. It is an attempt by children to create a societyadequate to meet their needs. As such, it is a sub-stitute for adult society and for what that society failsto give. It offers relief from adult supervision, thoughit may not be hostile to the adults in authority. Thegang is not necessarily a product of substandardenvironments: it is also found in good environments.
Gang Makeup. Gangs have a more definite structurethan the informal groupings of younger children.Gang members are selected because they are able todo things the others enjoy doing, not because theylive near each other or can do what one or two mem-bers want to do at the moment. The gang exists inde-pendently of activities and then selects the variousactivities it will engage in.
The typical gang is ap/av^owp. made up of childrenwho have common play interests: its primary purposeis to have a good time, though, occasionally, havinga good time may lead to mischief-making. From theage of 6 or 7. boys and girls normally find increasingpleasure in being with groups of their own sex. As aresult, gangs are unisexual in makeup. Some of the
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most important characteristics of childhood gangsare shown in Box 10-7.
Sex Differences in Gangs. Boys, as a rule, start toform gangs earlier than girls. Both tend to lose in-terest in gang life at puberty. Since girls matureearlier than boys, the girl s gang experience is shorterthan that of the boy. Girls gangs are usually smallerthan boys": they are much more closely organized andare surrounded with more secrecy. Their leaders aremore autocratic, and they are less likely to welcomenew members than boys gangs.
Boys are more likely than girls to include in theirgangs children of slightly different ages, thus makinga hierarchic social system possible. Leaders arechosen from the older, stronger, more ambitious, ormore adventuresome boys. The leaders of girls gangsare generally selected because they are more sophis-ticated and more attractive in appearance than theother gang members.
The activities of gangs as well as their makeup re-flect sex differences. The activities of boys gangsoften border on rowdyism, in that boys tend to benoisy, happy-go-lucky, careless, and trick-playing.Members of a boys gang often try to test the barriersimposed by adults: as a result, they may engage inbehavior which, in adolescents, would be classed asdelinquent.
Girls gangs, by contrast, engage in socially un-acceptable behavior far less often. Usually theirworst offenses are occasional attempts to be grown-up and sophisticated by smoking and by engaging inscandalmongering. Because games and sports meanless to girls than to boys, girls spend much of theirtime talking about their parents, siblings, teachers,and other classmates, especially members of rivalgangs: making things to sell to raise money forcharity: putting on plays after making the costumesand scenery: going to the movies together or watchingtelevision: trying to solve their grooming problems:playing card games: cooking food and eating: andpicnicking or exploring remote parts of the commu-nity together. A few girls gangs go in for more stren-uous activities, such as games and sports, and some,especially in poor neighborhoods, spend their timein mischief-making or even in occasional fights withboys' gangs
Influence of Gangs. As the child s interests turn fromthe home to peer group activities, the gang begins todominate his life. It sets the style in his clothing andin his language: it determines his play activities and
his standards of behavior. Belonging to a gang notonly gives the child companionship and an oppor-tunity to have fun but also a feeling of pride andachievement.
As Havighurst has pointed out. there are four majorways the gang can help the child to become a socialperson.
" The gang helps teach the child to get along withhis age-mates and to behave in a way that is sociallyacceptable to them.
" The gang can help the child develop a rationalconscience and a scale of values to replace the moralvalues of his parents, which he accepted as an au-thoritarian conscience.
■ Through gang experiences, the child learns ap-propriate social attitudes, such as how to like peopleand how to enjoy social life and group activities.
* The gang can help the child achieve personal in-
BoxlO-7
CHARACTERISTICS OF CHILDREN'S GANGS
Gangs identify themselves by names, many ofwhich are taken from the street or neighbor-hood where the members live or from popularbooks, comics, or movies.
Gang members use secret signals, passwords,communication codes, or a private language tomaintain their secrecy.
Childhood gangs often use insignia—caps,armbands, or other decorations—to identifytheir members.
Gangs sometimes have initiation ceremoniesto test a new member s skill or physical en-durance, to create loyalty within the group, andto make each member feel that he is importantbecause he is accepted.
The preferred meeting place of the gang mini-mizes adult interference and maximizes oppor-tunities for favored gang activities. Girls usuallymeet close to home, while boys meet as farfrom home as possible.
Gang activities include all kmds of group playand entertainment, making things, annoyingother people, exploring, and engaging in for-bidden activities, such as gambling, smoking,drinking, and experimenting with drugs.
dependence by gaining emotional satisfaction fromfriendships with peers (58).
For the most part, gang life in childhood favors thedevelopment of good qualities. It teaches the child tobe democratic, to fit his desires and actions into thoseof the group, to cooperate with the group, to developskills which will enable him to do what his peers do.and to eliminate selfishness and antisocial individ-ualism. In his competition for status, the child triesto improve himself and to redirect his egocentricinterests into channels that promote the groupsinterests.
On the other hand, gang life favors the developmentof certain undesirable qualities. It often encouragesthe use of slang and swearing, the telling of salaciousstories and jokes, truancy, mischievousness. attitudesof contempt for rules and those in authority, thebreaking of home ties and the shifting of loyaltiesfrom home to group activities, snobbishness, dis-crimination against members of minority groups orrival gangs, and the breaking down of ideals estab-lished in the home. Most of these undesirable effectsof gang life are transitory. As the child grows older,many of them can be eliminated.
One of the most valuable lessons a child learnsfrom being a member of a gang is to evaluate himselfrealistically. In the home, where personal bias, stem-ming from parental affection, is strong, the childlearns to think of himself as his parents think of him—as a "superior" person. In the gang, this personalbias does not exist. If his contemporaries like him.the child thinks favorably of himself and becomes aself-acceptant person.
A child who has no gang experience is deprived ofmany learning opportunities. As a result, his behavioroften falls short of social expectations. He is likely todevelop a distorted, unrealistic concept of himself.If he does not belong to a gang because no gang willaccept him. he thinks of himself as an inferior andunworthy person. Should his lack of membership bedue to geographic isolation, he is likely to developfeelings of martyrdom and envy. If his nonmembershipis voluntary, he will learn to think of himself as dif-ferent' because no one can understand why he scornsthe activities his age-mates favor.
In time, a child who has been rejected by a gang orwho voluntarily withdraws from gang membershipbecause he derives too little satisfaction from it islikely to have a generalized negative attitude toward allsocial activities. He is then likely to become an un-social or antisocial adult.
PATTERNS OF SOCIAL BEHAVIOR IN LATE CHILDHOOD
Gang life contributes to the development of a numberof different kinds of social behavior. Some are out-growths of habits and attitudes established during thepreschool years: others result from the broader socialcontacts of the older child. Some interfere with socialadjustment, although, on the whole, with modifica-tions and changes as the child grows older, theyfavor social adjustment. They are the foundations ofthe social behavior normally found in adults.
Susceptibility to Social Approval and Disapproval. Assoon as the child begins to crave the companionshipof others, he also craves their approval of his dress,speech, and behavior. Should a conflict arise betweenthe standards of the home and the school and thoseof his playmates, the child will invariably side withthe latter. In discussing the child s susceptibility togroup approval and disapproval. Church and Stonehave said that for a 7- or 8-year-old the worst 'sin'is to be in any way different from other children"(24).
The craving for attention and social approval stemsfrom feelings of insecurity and inadequacy. It is asso-ciated with such traits as timidity, jealousy, moodiness,and overdependency. While all children want socialapproval and do all they can to avoid disapproval, themore secure the child, the less he submerges his owninterests, needs, and desires and accepts those ofthe group. Among girls, demands for attention, in thehope of winning social approval, begin to decline atthe age of 8 years. Among boys, such behavior showsa sharp rise between 8 and 10 years of age and thenbegins to decline at 11.
Oversensitiveness. A common outgrowth of thechild's susceptibility to social approval and dis-approval is oversensitiveness—the tendency to beeasily hurt and to interpret what others say and doas hostile. Macfarlane et al. have pointed out thatoversensitiveness  at  this  stage of  development  is
like the common cold —almost everybody has it(81). In fact, it is the most frequently reported form ofproblem behavior among normal children as theyreach school age.
To some extent, oversensitiveness is a measure ofthe child s desire for social acceptance—a desirewhich makes him highly susceptible to the attitudesof both adults and members of the peer group. It isalso an effective device for coping with parents. Whenfrustrated in what he wants to do, the older child soon
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discovers tinat putting up a fight and being negativisticare poor weapons; tliey rarely bring the desired results.Hurt feelings, however, baffle parents and often makethem feel guilty because they have "hurt" their childin an attempt to do what they feel is best for him. Aslong as the child can use this device to get the upperhand in a conflict situation, oversensitiveness willpersist. It is seldom used outside the home becauseother children can see through it too easily.
Suggestibility and Contrasuggestibility. a person whois suggestible is easily influenced by others. Likeoversensitiveness, suggestibility is an outgrowth ofthe craving for attention and social approval. Thesuggestible child believes that his willingness tofollow others in what he thinks and does will guaranteeacceptance by them. Perhaps at no other age is thenormal individual so suggestible as during late child-hood. Studies of school children show that the peakof misdemeanors usually comes between the ages of7 and 8 years, when loyalty to the group renders thechild highly subject to the influence of other members,especially the leader (71, 140).
Contrasuggestibility means thinking and actingcontrary to suggestions from others. While acceptingin a more of less unquestioning manner the sugges-tions of the peer group, the older child begins torevolt against adults and to act in direct contradictionto them.
Contrasuggestibility is similar to negativism in theyounger child; the older child, like the younger, doesjust the opposite of what he is asked to do. or he re-fuses to do anything. Negativism normally reaches itspeak between the ages of 3 and 6 years and then re-cedes as parents adjust their demands to the capaci-ties of their children and as children, in turn, becomemature enough to understand why their parentsrestrict their behavior. In boys, however, another peakoccurs just before puberty.
At this time, boys who are members of gangs arebreaking away from adult authority as much as theycan and asserting themselves as individuals. Sincegirls' gangs are never given as much freedom as boys'gangs, the older girl is more accustomed to beingrestricted; as a result, she is less likely to experiencea period of contrasuggestibility as she approachespuberty.
Competition. During the gang age of late childhood,competition takes three forms: rivalry among groupmembers   for   recognition   within   the  group   itself,
conflicts between the gang and rival gangs, andconflicts between the gang and organized agenciesof society. Each of these has a different effect on thesocialization of the child. The first is likely to lead tohostility and quarreling within the gang, thus servingto weaken the group and the loyalty of each member.The second serves to build up solidarity and feelingsof loyalty, while the third, if it can be kept withinconstructive bounds, serves to develop indepen-dence.
Competition among older children is likely to leadto much quarreling. It may be expressed in aggressivefighting or in more subtle ways, such as criticism ofothers, ganging up on a single child who is dislikedfor his annoying behavior or because he belongs to aminority or rival group, teasing and bullying, ignoringa child or a group of children, or arguing without anyreal provocation and with the apparent desire to makethe other person uncomfortable or annoyed.
Good Sportsmanship. Good sportsmanship is theability to cooperate with others to the extent of sub-merging individual personalities and promoting thespirit of the group. While it can be learned at home, itis far more likely to be a product of group life. Frombeing a member of a gang, the child soon learns thathe must play according to the rules of the game. Anyinfringement upon these, such as cheating, tattling,lying, or using underhanded methods, will not betolerated. When working together for a common re-ward, children show positive interactions, such ashelping each other and sharing materials. When com-peting, they have negative interactions, such as ap-propriating materials, making unfriendly remarks, andtrying to obstruct or dominate others.
Good sportsmanship entails a willingness not onlyto cooperate with others but also to share. As waspointed out in the earlier discussion of generosityamong young children, generosity develops rapidlyafter the child enters school but especially rapidlyduring the fourth and fifth grades, when the desire tobe an acceptable member of a gang reaches its peak.The child who wants to be considered a 'good sport"must be generous with his material possessions, buthe must also be generous in his attitude toward losingto another, whether in school or in games. No matterhow badly he wants to win, he must share the pleasureof victory with the winner instead of pouting, com-plaining, or accusing him of being unfair.
For all children, good sportsmanship, which is oneaspect of conforming to social expectations, is essen-
tial to social acceptance. It is more important for aboy than for a girl, however, for two reasons; First,the boy spends more time with gang members thanthe girl, and second, other boys in the group place ahigher value on good sportsmanship than do girls ina group.
Responsibility. Closely related to good sportsman-ship is responsibility—the willingness to assumeone's share of the load. The young child, because ofhis helplessness, must depend on others to do manythings for him. This dependency should decrease asmotor and speech skills develop, but it cannot do sounless the child has opportunities to learn to takecharge of his own affairs or assume a role in thegroup s affairs.
Too many burdens placed on the child too suddenlywill undermine his confidence, especially if he meetswith failure. For that reason, the development ofresponsibility must be gradual, starting with simpletasks and increasing as the child gains confidence.
Studies of how responsibility is developed revealthat it, like many other kinds of social behavior, is"homegrown' ; it has its roots in the child's earlytraining. Children from large families, through neces-sity, must develop responsibility for their own affairsand for the care of younger siblings. Girls, on thewhole, are expected to show more responsibility inthe home than boys. Boys, however, often have somework experience outside the home as they approachthe end of childhood, and this gives them the samekind of training that girls get in the home (18, 69).
Children who are not given opportunities to acquirethe self-confidence needed to be independent tend tofall far short of what one would normally expect.While the actual trend may closely approximate theideal by the time the child reaches legal maturity, itfalls short of the ideal in the latter part of childhood.
Social Insight. Social insight is the ability to perceiveand to understand the meaning of social situationsand of people in those situations. It is dependentupon empathy—the ability to put oneself in thepsychological shoes of another and to perceive asituation from his perspective. Stated differently,empathy is the ability to feel imaginatively and to thinkof oneself in the total mental-emotional attitude ofanother person
To make good social adjustments, a person must,as Lee (75) has explained, be able to perceive andpredict the behavior, thoughts, and feelings of others.
If you can learn a simple trick, Scout, you'll get alonga lot better with all kinds of folks. You'll never reallyunderstand a person until you consider things from hispoint of view—until you climb into his skin and walkaround in it.
Prediction of another person's behavior, thoughts,and feelings is based first on observing the indi-vidual's behavior, then on understanding the meaningof his behavior, and last on perceiving his deeperattitudes or feelings. The ability to identify the emo-tional reactions mirrored in another's facial expres-sions is one of the earliest forms of social insight.
Social insight normally increases with age, owingpartly to mental maturation and partly to learningfrom social experiences Only in very late childhood,however, is it sufficiently developed for the child tobe able to understand the behavior and feelings ofother children to any great extent. Children whosesocial perception is superior to that of their peersusually make better social adjustments and receivegreater social acceptance.
There is a slight sex difference in social insight, withgirls a bit more mature than boys. The higher theintelligence of the child, the more perceptive he islikely to be: this contributes to the popularity ofbright children. The connection between the child'sstatus in the group and his insight, noted above,works both ways. The more popular the child, themore social insight he develops. The more perceptivehe is, the more popular he is likely to be. The un-popular child, because he lacks social acceptance,has limited opportunities to develop social insight.As a result, he often says and does things whichantagonize his playmates and thus increase his lackof acceptance. Social insight also varies accordingto the personality of the child; the better adjustedthe child, the more interest he has in others and viceversa.
Until social insight is well developed, the olderchild, like the younger one, tends to behave in a cruelway. With social insight, however, comes the abilityto understand a situation, to be affected by theemotional states of another, and to share a fellowfeeling. A delay in the development of sympathyleads to poor social acceptance; the child who wantsto improve his social acceptance must improve hissocial insight and. through it. his sympathy for others.In a discussion of the relationship between empathyand aggression, Feshbach and Feshbach (41) ex-plain:
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The distress response of a child who is the object of anaggressive act may serve several adaptive functions. It~tells" the aggressor that the act has been effective aswell as producing distress responses through empathyin the aggressor. Empathy, then, is the mechanism whichrrmy help terminate aggressive behavior before theobject of aggression suffers serious injury.
Social Discrimination. Social discrimination appearsearly in childhood but is not well developed until thechild becomes a member of a gang. Gang membersassume the attitude that any member of their groupis all right but that anyone who is not a member isinferior. This is a form of snobbishness, based onwhether or not one belongs to the group. It soonbecomes generalized to include anyone who is dif-ferent because of religion, race, socioeconomicstatus, age. or sex.
The child who discriminates against others treatsthem as inferiors because they are different, notbecause they are actually inferior. He regards themas belonging to an 'outgroup ' or a minority groupbecause their status is considered inferior, notbecause their numbers are few. The child who belongsto a gang feels that his status is superior to that ofa child who does not belong, and he feels that if hisgang is recognized as superior, all other gangs are"outgroups ■ and hence inferior.
Prejudice. Back of discrimination is prejudice—a tendency to classify all who belong to othergroups, whether they are social, religious, racial, orsex groups, as inferior and to treat them accordingly.It is based on a set of attitudes which cause, support,or justify discrimination. In prejudice, there is atendency to prejudge as inferior all those who belongto a group against which there are unfavorable socialattitudes, not because of what they are, but becauseof their identification with that group. Prejudice ismade up of three elements, each of which influencesbehavior (6). These three elements are shown inBox 10-8.
Prejudices are the product of social learning. Veryearly, a child becomes aware of differences betweenpeople, but awareness of differences, per se, does notmean that he will be prejudiced. (See Fig. 10-4.) Onlywhen he becomes aware of the social attitudes towardthose who are different and only when pressure isplaced on him to accept these social attitudes doesprejudice develop (3. 25. 119).
Awareness of differences comes during the pre-school years. Racial awareness, for example, growsrapidly from the ages of 3 to 5 years (133). Prejudicedattitudes generally appear between 3 and 4 years,while prejudiced behavior comes slightly later. Thereare few indications of prejudiced behavior beforechildren are 4 years old (28, 98. 119).
Box 10-H
ELEMENTS IN PREJUDICE
Beliefs. Underlying prejudice are widely ac-cepted beliefs about the inferiority of thoseagainst whom prejudice is directed. Thesebeliefs are rarely based on personal experience.Instead, they are usually based on stereotypesconcerning the personal qualities of those whobelong to a specific group.
Emotional accompaniment of beliefs. Accom-panying all beliefs that form the basis forprejudice is an emotionality that ranges fromcold indifference to bitter and violent hostility.
Treatment of victims of prejudice. In all prejudice,widely accepted beliefs define the appropriatetreatment of those against whom the prejudiceis directed. This treatment ranges from in-difference to exclusion or active persecution.
Figure 10-4. Some  ways  in  which prejudice is ex-pressed among children.
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        What is sometimes interpreted as prejudice may notactually be such. Instead, it may indicate racial bias,not racial prejudice (90, 98). Similarly, children mayprefer to be with other children whose background issimilar to theirs because they feel more at home withthem. This does not mean that they dislike members ofanother group or feel superior to them. Prejudiceinvolves hostility and discrimination. If the preferenceis for others of one's own kind, without any hostilitytoward members of another group, the cleavage be-tween the child and members of another group maybe due to a "comfort differential "—a feeling ofgreater "at homeness " with one group than withanother—but not to prejudice (84, 134). In explainingthe comfort differential's effect on children of differentethnic backgrounds. McCandless and Hoyt havepointed out: "Children in one ethnic group do notactively avoid members of the other group, butdifferentially approach the members of their owngroup" (84).
Hou- Prejudices Are Acquired. Prejudices are not apart of the hereditary endowment: instead, they arelearned. Some prejudices are learned through un-pleasant experiences with a person of a certain group.This conditions the child to dislike not only thatperson but all who are identified with him because oftheir group affiliation (126). Some prejudices comefrom an uncritical acceptance of the cultural valuesof the home and of the social group. When certaingroups are segregated in school or in the community.for example, the child assumes that they are inferiorbecause society treats them as if they were. Or. ifcultural values emphasize the inferiority or superi-ority of certain accents, age levels, or nationalities,the child learns to think of them as inferior or superior.Most prejudices come from imitating the attitudesand behavior of parents, teachers, peers, neighbors.and characters in the mass media with whom thechild identifies (27).
Few parents, teachers, or other adults actuallyteach children to be prejudiced. Their attitudes andbehavior, however, their restrictions on playmatechoice, and their tendency to stereotype—to attributecertain physical, behavioral, and mental characteris-tics to all individuals in a given racial or religiousgroup—result in a pattern of prejudice which childrenimitate. In the case of parents, for example, it is notthe parents' attitudes alone but the entire home in-fluence that is responsible for the development ofprejudice
As children spend more and more time with the
peer group, they "catch" some of their prejudicesfrom the group members. In their desire to gain statusin the group, older children accept the prejudices ofthe group because it is the "thing to do." In addition,prejudice gives the older child a feeling of self-im-portance, often serving as an outlet for frustration andthwarted aggression. Allport has said that prejudicemay be a ""psychological crutch" used by immatureand psychologically crippled children, or it may comefrom a desire to conform to group expectations (3).
Targets of Prejudice. Almost anyone at any agemay be the target of prejudice. In childhood, however,certain children are more likely to be the objects ofprejudice than others. Traditionally, children fromminority groups, whether the minority status be basedon religion, race, nationality, socioeconomic level, orother condition, are likely to be discriminated against.
In prejudice based on sex. girls are far more oftenthe target than boys. Girls themselves are more likelyto discriminate against other girls than against boys.Young children and elderly adults suffer more fromchildish prejudice than do older children and youngadults. Children from deprived areas of cities are oftenthe target of prejudice (28.108). Children with physicalor mental handicaps face greater obstacles to socialacceptance than members of minority groups (108).There is strong prejudice against a child who comesfrom a deviant family pattern, as in the case of ille-gitimacy or divorce (where divorce is relatively un-common) or family stigmas arising from the sociallydisapproved behavior of some family member (109).
Effects of Prejudice. Prejudice affects the childwho is prejudiced just as it does his victim, though in adifferent way. The child who is prejudiced often be-comes rigid, cruel, intolerant, and vindictive—traitswhich may become habitual and affect his relation-ships with people against whom he has no prejudice.The child who is the victim of prejudice comes to be-lieve that the social environment is hostile and thatno one likes him. He is subjected to ridicule, teasing,bullying, and physical aggression and is ignored andleft out of things. He may respond to this treatmentby withdrawing from the social group, becoming ex-cessively aggressive in his defensive reactions, orby turning his hostility against society in general andbecoming a delinquent. Seldom will he accept dis-crimination as a challenge to show others his worth(28, 59. 135). In time, the weight of prejudice tends tocramp and distort his personality development. Indescribing the psychological damage to the childwho is the target of prejudice, Allport (3) has said:
Social Development
245
A child who finds himself rejected and attacked on allsides is not likely to develop dignity and poise as hisoutstanding traits. On the contrary, he develops de-fenses. Like a dwarf in a world of menacing giants, hecannot fight on equal terms. He is forced to listen totheir derision and laughter and submit to their abuse.There are a great many things such a dwarf-like childmay do, all of them serving as his ego defenses.
The more aware the child is of the prejudice peopledirect against him, the more damaged he will bepsychologically. Being called 'nigger" or 'kike"leaves no question in his mind about the group's at-titude toward him. Similarly, being discriminatedagainst in an integrated school communicates to thechild that he is regarded as inferior. Williams andByars (135) have written:
If society communicates to the Negro child that he is asecond-rate, subservient individual, it is probable thathe will come to view himself as an inferior person.There is no social institution that emphatically com-municates to the Negro that he is an inferior individualmore than segregation.
Attempts to Curb Prejudice. Preventing prejudiceor modifying it is very difficult, though the younger the
child, the more hope there is. If prejudice fills a deep-seated need in the child's life, age alone is not animportant factor. The child who uses his prejudice todisplace thwarted aggression, for example, will beless motivated to change than the child whose prej-udice comes from the belief that everyone feels thatway."
Many attempts have been made to break down thebarrier of prejudice by bringing children together sothat they can get to know one another better. If prej-udice is based on stereotyped beliefs, personalcontact might correct the stereotype and thus reducethe prejudice. If it is based on unfavorable personalexperiences, however, or if the contact is involuntary,as in many desegregated schools, personal contactswill not necessarily reduce the prejudice. They mayeven intensify it, especially in the short run.
Helping the child to develop better social insightabout people against whom he is prejudiced, by ex-plaining why they are different, may help to reduceprejudice. This has been done with considerablesuccess through the use of multiethnic or "integrated "readers for elementary school children—readerswhich contain characters from several different racial
or ethnic groups. Even in the absence of direct contactwith children of other racial or ethnic groups, childrenwho use these readers can improve their socialinsight and develop more favorable attitudes (77).
Since most prejudice in children comes not frompersonal contacts but from social contagion, " themost hopeful way of combating it is to make prejudiceunfashionable. No child can be expected to have atolerant attitude as long as members of the peer groupapprove intolerance. He will not modify his prejudiceuntil the rest of the group leads the way.
Peer group prejudice is learned by social contagionfrom adult groups—mainly from parents—and childrencannot be expected to modify their attitudes as longas they have a constant pattern of prejudice to imitatein their homes. Thus far, efforts to reduce prejudicehave made little headway; the hopes of eliminating itcompletely are still very dim.
Sex Antagonism. In the early years of childhood,boys play with girls much as they did during babyhood:social harmony between the two is common. As lateas the first, and sometimes the second, grade, boysmay be willing to play with girls, provided the girlscan keep up the pace the boys set. A boy may evenprefer to play with some particular girl whom he es-pecially likes. See Figure 10-5. Some boys at thistime actually prefer girls play activities, and somegirls prefer boys' activities (129. 131). These are ex-ceptions, however. Most children during kindergartenand first grade begin to prefer persons—both childrenand adults—of their own sex. This tendency becomesmore pronounced each year, reaching its peak justbefore and during puberty (21, 53, 105).
As the preference for members of their own sexdevelops, so does a cleavage between the sexes.Accompanying this cleavage is an antagonism towardmembers of the opposite sex. Boys and girls belittleone another's interests, skills, and activities; theyrefuse to associate with one another even at parties;and they are constantly bickering, name calling, andquarreling (105. 129). For the most part, boys are theaggressors in this battle of the sexes. Girls retaliateby refusing to associate with boys and return in kindthe treatment they receive from them.
There is no evidence that sex antagonism comesfrom physical causes or from the maturation of anymental ability. Rather, all evidence points to culturalinfluences. There are cultural pressures on both boysand girls to develop interests appropriate to theirsex. to engage in activities that are culturally sex-
V '
linked, and to regard one sex as superior and theother as inferior, instead of different. This pressure,which is stronger on boys than on girls, comes fromparents, teachers, peers, and other adults. See Figure10-6. Little boys, for example, are told that boysdon't cry." If they display behavior that is traditionallyregarded as feminine, they are labeled sissies orbabies. Another common source of cultural influenceis the mass media, most of which stress, either directlyor indirectly, the superiority of the male.
Sex antagonism affects the child who belittlesmembers of the opposite sex just as it affects thevictim of the belittling. This means that boys are un-favorably affected just as girls are, but in a differentway. Some of the important effects of sex antagonismare shown in Box 10-9.
There is no scientific evidence that women who areactive in the Women's Lib movement were victims ofunusual sex antagonism during their childhood days.It is not unlikely, however, that the resentment builtup at that time, as a result of belittlement by brothersand male classmates, has consciously or uncon-sciously pushed them to demand equal treatment inmarriage, jobs, and all other areas of life. How im-portant a role this resentment has played will becomemore evident if scientific investigations are made oftheir childhood experiences.
Social Development at Puberty
With the beginning of puberty comes a change insocial attitudes, a decline in interest in group activi-ties, and a tendency to prefer solitude. As pubertyprogresses and the rate of puberty changes speedsup, social attitudes and behavior become increasinglyantisocial.
Because of the antisocial behavior of this age,puberty is sometimes called the negative phase" anda "period of disequilibrium." (Refer to Chap. 6 for anearlier discussion of the meaning of "negative phase.")These labels suggest that the child's attitude towardlife is "anti," that he is negating some of the socialcharacteristics developed so slowly and laboriouslyduring the childhood years.
At this time, the pattern of social development isinterrupted. The child is not, however, on a plateauin the curve of social learning; instead, he is skiddingdownward, often abruptly, from the point where heseemed to be close to the adult level. For most chil-dren, this interruption of the socialization process is
only an interlude, unpleasant while it lasts but leavingfew if any permanent scars.
Since the antisocial behavior of the prepubescentor pubescent child is not the result of ignorance ofsocial expectations, it cannot be called unsocial."Typically, the child knows what society expects of himand has. in later childhood, conformed to those ex-pectations. During puberty the child mtenhonaZZy doesthe opposite of what is expected of him. He knows, forexample, that harassing little children is regarded aspoor sportsmanship, and yet he teases and bulliesyounger siblings or neighborhood children.
BEGINNINGS OF ANTISOCIAL BEHAVIOR
It is impossible to predict exactly when antisocialbehavior and attitudes will begin because there are
Box 10-9
SOME EFFECTS OF SEX ANTAGONISM
Boys often develop unjustified feelings of malesuperiority. See Figure 10-7.
Girls may develop inferiority or martyr com-plexes which affect their lifetime personal andsocial adjustments—just as feelings of superi-ority affect boys' adjustments.
Girls frequently develop a resentment overbeing born female and rebel against theirculturally approved sex roles.
Even when girls prefer to play with boys andboys with girls, it is difficult or impossible to doso because of social ridicule and rejection.
Boys and girls find it difficult to become child-hood friends.
Since it is unlikely that boys and girls will de-velop common interests, the difficulties ofheterosexual adjustments in adolescence areintensified.
Boys are discouraged from developing "sis-sified" social skills, and thus feel inadequatein social relations with girls as they growolder.
Both boys and girls develop anxieties abouttheir sex appropriateness.
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Figure 10-5. A little boy may prefer to play with girlsrather than with boys, provided he is not seen playingwith them when other boys can tease him. (From Ket-cham, "Dennis the Menace." The Philadelphia EveningBulletin, Publishers-Hall Syndicate. Nov. 20. 1970.Used by permission.)
Figure 10-6. <Below) Pressures from adults are animportant factor in sex-antagonism in childhood. (FromKeane. "The Family Circus." The Philadelphia EveningBulletin, Register and Tribune Syndicate, May 23.1970.Used by permission.)
such marked individual differences in the age ofsexual maturing. On the average, however, pubertystarts about a year earlier in girls than in boys. (SeeChap. 6 for a more complete discussion of the age ofsexual maturing.) The average age for the beginningof puberty changes in girls is 11 years, and in boys,12 years. The first signs of antisocial behavior, there-fore, can be expected at approximately these ages.
The worst aspects of antisocial behavior occur inthe 6- to 12-month period preceding sexual maturity.This means, for girls, at some time between thetwelfth and thirteenth birthdays, and for boys, be-tween the thirteenth and fourteenth birthdays. Afterthe peak has been reached, there is normally a ratherrapid decline in antisocial behavior. Because girls,on the average, mature more rapidly than boys, theantisocial behavior characteristic of girls at this ageis generally more pronounced than that of boys. Manyboys, however, experience as pronounced reversalsin their social development as girls.
After the worst of the negative phase has passed,with the advent of sexual maturity, the young adoles-cent begins to climb upward again, slowly at first butthen at increasing speed, motivated by a strong desireto be socially acceptable to the peer groups of bothsexes. Whether the effects of the negative phase onhis future socialization will be left behind dependson many factors: when puberty occurs, how long itlasts, how closely it conforms to the norm of his age-mates, and how parents, teachers, and peers treat himduring this transitional period.
CAUSES OF ANTISOCIAL BEHAVIOR
Without question, antisocial behavior at puberty ispartly the result of rapid and far-reachingp/ijsica/ andglandular changes. A physical  upheaval of the type
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        "Boys are lots smarter than girls! DADDY said so!"
that occurs during puberty could not occur withoutaffecting behavior.
Antisocial behavior is also, perhaps to a very largedegree, due to environmental factors. Since the childis beginning to look more like an adult—not only insize but also in body contour—parents and teachersdecide that the time has come for him to "put awaychildish things" and assume the responsibilities ofmaturity. The result is that new duties and respon-sibilities are assigned to him at a time when he is notready, physically, to assume them. Furthermore, afterthe carefree days of childhood, the child resents thesudden imposition of new duties and responsibilitiesand is likely to develop feelings of martyrdom. Thesefeelings alone would be enough to lead to antisocialattitudes and behavior.
Feelings of martyrdom are most likely to occur whenthe child's sexual maturing deviates markedly fromthat of his age-mates, either in the time it occurs orin the time needed to complete it. The early-maturingchild, for example, shows characteristic negative-phase behavior sooner than his friends. Such behavioris met with intolerance because neither parents norteachers expect or understand it.
Physical   changes,   accompanied   by   unfavorable
Figure 10-7. Boys often develop an unjuatijieU feeling of mascu-line superiority. (From Turner, "Wee Pals." The Sunday Bulletin,Register and Tribune Syndicate, July 26, 1970. Used by per-mission.)
physiological states, lead to self-concern and anxiety.The child who is excessively worried about himselfbecomes excessively self-bound and thus unsocial.
EFFECTS OF PUBERTY CHANGES
Reversals in attitudes and behavior are inevitable atpuberty. Sometimes the changes are so pronouncedthat the child literally reverts to behavior characteris-tic of the preschool years; sometimes he seems to beon the path to juvenile delinquency. In many respects,the changes seem worse than they actually are, partlybecause they follow so closely the socialized behaviorcharacteristic of the gang age and partly because thechild, who now looks almost like an adult, is judged bystandards more in keeping with his size and generalappearance than with his level of development. Themost characteristic changes in social attitudes andbehavior during the puberty period are given in Box10-10.
Changes in Self-concept. Studies of changes in self-concept have revealed that children change theirfeelings about themselves as their bodies change andas the attitudes of significant people in their liveschange (4, 35, 65). A study of boys and girls from 9 to13 years—when puberty changes are most rapid and
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their effects on behavior are most pronounced—shows a downward trend in self-evaluation of in-telligence, cooperativeness, generosity, sociability,popularity, and ability to be entertaining and amusing(4).
Changes in Attitudes and Behavior. The radicalchanges that occur at puberty, however devastatingthey may seem, are a normal part of the pattern of
Box 10-10
CHARACTERISTIC ATTITUDES ANDBEHAVIOR AT PUBERTY
■ The pubescent child has an antagonistic at-titude toward everyone. He goes around with achip on his shoulder, a snarl on his face, and aclenched fist.
■ The pubescent is even more aggressive thanthe preschooler, instigating fights with peersand criticizing, arguing, and finding fault witheverything adults do.
■ The child quarrels over the most trivial mattersand picks fights with members of his gang,criticizing whatever they do and delighting inhurting their feelings. As a result, many long-standing friendships are broken.
■ According to the pubescent child, social ac-tivities "bore" him. Why don't people get "offhis back," both at home and in school?
• The pubescent spends much of his time inisolation, engaging in daydreams in which heplays the role of a martyr or thinking about sex,exploring the genital organs, and mastur-bating.
■ The pubescent child intentionally refuses tocommunicate with others except when neces-sary. When questioned, he shuts out otherpeople by answering. I cant remember" or"I don't know."
■ The pubescent is shy in the presence of allpeople, not only strangers. His shyness stemsfrom anxiety over howothers judge his changingbody and behavior. See Figure 10-8 for agraphic illustration of the puberty 'shy age."
	50S40
V)
re
:f3o
o
5 20
Q.   10
0
	
	

	
	
	
	
	
	
	
	
	
	
	
	
	

	
	
	
	
	
	
	
	
	/
	\
	
	

	
	
	
	
	
	^
	
	^
	/
	\
	
	/

	
	
	
	
	
	/
	\
	A
	^
	X
	^
	/

	
	
	
	
	
	r
	N
	/
	
	
	
	\

	
	|3/4 3    4    5    6    7    8    9   10 11  12 13 14
Age in years Boys     Girls


Figure 10-8. Shyness in childhood follows a differentdevelopmental pattern for boys and girls. (Adapted fromJ. Macfarlane, L. Allen, and M. P. Honzik, A develop-mental study of the behavior problems of normal chil-dren between twenty-one months and fourteen years.University of California Press, 1954. Used by per-mission.)
social development. Many kinds of antisocial behaviorwane and disappear as sexual maturity is completedand as the young adolescent's desire for social ac-ceptance motivates him to conform to social ex-pectations. Even though he may have antagonizedfriends and alienated parents, teachers, and otheradults while in the negative phase, his later behavioris so improved that ordinarily he is forgiven.
If the time when he matures sexually approximatelycoincides with the time his friends mature, they areall behaving in much the same way. As a result, hisantisocial behavior is actually in conformity with thegroup pattern at that time. It is not likely to developinto a habit because it lasts for a relatively shorttime and is followed by a period in which he has astrong desire to behave in a socially acceptablemanner.
Deviant sexual development, by contrast, oftenresults in individual variations that are difficult toovercome. The early maturer shows exaggeratedforms of antisocial behavior earlier than the averagechild of his age primarily because he cannot convincehis parents and teachers that he wants to be treatedin accordance with his level of physical maturity, notin accordance with his chronological age. If he suc-cessfully gains the status he feels he deserves, hewill generally abandon  his antisocial behavior and
become a well-adjusted person. If he is thwarted inhis attempts to gain status and this thwarting persistsuntil his age-mates catch up to him, however, he isvery likely to develop the habit of being antisocial—a habit which may persist into adult life.
This habit is even more likely to develop and persistin the late maturer. The child who lags behind hiscontemporaries in sexual maturing is usually treatedby both age-mates and adults in accordance with hisphysical appearance rather than his chronologicalage and academic status. People treat him like a childbecause he looks like one. In his fight to gain thestatus he feels he deserves, he develops antisocialattitudes and patterns of behavior. The longer he lagsbehind in sexual maturing, the longer he reinforceshis immature feelings and behavior through rep-etition.
DAMAGING ASPECTS OF ANTISOCIAL BEHAVIOR
Not only does the child lose ground in social develop-ment during puberty, but he also injures his socialadjustments, his self-concept, and his reputationamong peers, family members, and teachers by hisnegative behavior.
Most children are able to counteract the harm theyhave done and resume the upward trend in the curveof socialization with no permanent damage. As withany setback, however, more effort and time are nec-essary than would be required had the setback notoccurred. There are three important reasons for thisin the case of antisocial pubescent behavior.
First, the most difficult aspect of the upward climbis the rebuilding of broken friendships. Most pubes-cent quarrels with peers are verbal. A psychologicalhurt conditions a child to have an unfavorable at-titude toward the person who inflicted the pain, eventhough he may forget the circumstances under whichit was inflicted.
Second, negative-phase behavior gives the child abad reputation. If his social milieu could be changedafter the negative phase ended and if he could buryhis old reputation and establish new friendships, thematter would not be so serious. But most childrencontinue to live in the same neighborhood, attend thesame school, and associate with the same people asthey did during the negative phase. The job of build-ing a new reputation is especially difficult becausethe pubescent child has behaved antisocially in somany groups that his bad reputation is widely known.
Third, the upward climb is steepest for the deviant
maturer because he has a longer time to establishantisocial habits and to acquire an unfavorable rep-utation. In addition, the deviant child is subjected togreater criticism and disapproval from every socialgroup than his age-mates are. Social criticism anddisapproval at any age lead to poor self-acceptance.Thus the deviant maturer must add to the other tasksof improving his social adjustments that of improvinghis self-concept. This task is never easy, especiallywhen a poor reputation makes social acceptancedifficult.
In conclusion, it must be recognized that the impactof negative-phase behavior and attitudes need not beunfavorable after sexual maturity has been achieved.How damaging the phase will be and how persistentlyit will affect the child will depend to a large extentupon the kind of early foundations he has laid and thetreatment he receives from parents, teachers, andpeers as he passes through these difficult years.
Highlights of Chapter 10
1. Becoming socialized involves three processes:the development of proper performance behavior,the playing of approved social roles, and the de-velopment of social attitudes.
The kind of behavior the social group expects thechild to develop is defined in terms of developmentaltasks which vary somewhat for different social groups.
3. The child whose behavior conforms to socialexpectations makes better personal and social ad-justments than the one whose behavior falls short ofsocial expectations.
4 Essentials in socialization include opportunitiesfor learning socially approved behavior, motivationto learn, and learning under proper guidance.
5 Early social experiences with family members andoutsiders are important for five reasons: Social be-havior, once established, tends to remain consistent;attitudes toward people and social activities tend toremain consistent; early social experiences determinethe extent of the child's social participation when heis young as well as when he grows older: pleasantsocial interaction aid the child's acceptance by thegroup; early social experiences affect the child'spersonality.
6 The social group influences the child's social-ization by encouraging him to conform to group ex-
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pectations. by helping him to act independently, andby influencing his self-concept.
7. Knowing the pattern of social development makesit possible to predict social behavior at a given age andprovides a timetable for helping the child develop thebehavior and attitudes the social group expects himto develop at different ages.
8. The foundations of social behavior and attitudesare laid mainly through associations with adults.
9. Social behavior patterns developed in early child-hood include negativism, aggression, quarreling,teasing, bullying, rivalry, cooperation, ascendantbehavior, generosity, desire for social approval,sympathy, dependency, and friendliness.
10. In the school years, the gang plays a dominantrole in socialization by helping the child learn how to
get along with his age-mates, helping him develop arational conscience, helping him to learn appropriatesocial attitudes, and helping him achieve personalindependence.
11. The most important patterns of social behaviordeveloped in late childhood include susceptibility tosocial approval and disapproval, suggestibility togroup influences and contrasuggestibility to adultinfluences, competition, good sportsmanship, re-sponsibility, social insight, social discrimination,prejudice, and sex antagonism.
12. During the early part of puberty, antisocial at-titudes and behavior develop partly as a result of
physical and glandular changes and partly as a resultof environmental factors. This negative-phase be-havior is normally only temporary and is especiallypronounced in deviant sexual maturers.
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IN A CULTURE that puts a high value on social ad-justments, as in America today, parents and teach-ers provide the child with opportunities to learn tomake good adjustments. They motivate him to do soby rewarding him with approval when he comes up totheir expectations.
Most parents realize that there is a close relation-ship between a child s social adjustments and hishappiness. Middle-class parents are especially con-cerned because they are future-oriented. They feelthat their children will be happier if they are popularwith both girls and boys, and they begin to providesocial experiences involving members of both sexeseven before childhood ends. They feel that good socialadjustments will lead to successful marriage and willbe a stepping-stone to success in business and toupward social mobility. Thus, they urge their sons tobelong to gangs and be "regular boys." Todays teach-ers are more concerned about behavior that leads topoor adjustment than about behavior that disrupts thesmooth running of the classroom. Most teachersknow, from their classroom experience, that childrenwho make good social adjustments tend to be moresuccessful academically.
The attention given to good adjustments in child-hood is justified because the behavior and attitudesdeveloped and approved at that time persist. Theypersist because any behavior that is rewarded bysocial approval gives satisfaction to the child, is re-peated, and soon becomes habitual.
The kind of social adjustment the child makes alsoleaves its mark on his self-concept. This, likewise,contributes to its persistence. A child who makesgood social adjustments develops a favorable self-concept; if other people like him. he likes himself.By contrast, the child who makes poor social adjust-ments is unhappy and dislikes himself. As a result, hemay develop into a self-centered, introverted, un-social, or antisocial person whose adult happiness andsuccess are seriously jeopardized (10, 38, 49).
Meaning of Social Adjustment
Social adjustment means the success with which aperson adjusts to people in general and to the groupwith which he is identified in particular. A well-adjusted person has learned such social skills as theability to deal diplomatically with people—bothfriends and strangers—so that their attitudes towardhim will be favorable and they will want to accept
him. He has developed good social attitudes, such asa willingness to help others, even if he is personallyinconvenienced. He is not self-bound.
Children are expected to become better adjusted tosocial life each year and to conform to the social ex-pectations for their age. No one expects a baby to bea well-adjusted person: he is too self-bound toconsider others and too ignorant of social expecta-tions to know how to conform to socially approvedpatterns of behavior. The older child, however, isjudged more critically.
CRITERIA OF SOCIAL ADJUSTMENT
To determine how well adjusted the child is socially,four criteria must be applied; any one applied aloneis inadequate. These four criteria are given in Box11-1.
It is not easy to apply these criteria and be sure thatthe results obtained are true indications of the kindof social adjustment the child has made. Since socialacceptance is an indication of how closely the child'sbehavior conforms to social expectations, one candetermine the progress the child has made towardgood social adjustment by finding out what othersthink of him. How well is he accepted by the peergroup? How do his teachers evaluate him? Does heplay the role of leader, follower, or rejectee in thepeer group?
The first two criteria—overt performance and abilityto adjust to various groups—can be applied fairlysuccessfully. Objective techniques of assessing at-titudes and satisfactions, however, are more difficult.One must ask the child what his attitudes are, howmuch he likes social activities, and how people treathim. Or one must try to infer his attitudes and satisfac-tions from what he says about himself, about otherpeople, and about group activities. When a child saysthat he does not want to go out to play with otherchildren, for example, that their play bores him. orthat he would rather read or watch television, it isobvious that he derives less satisfaction from socialthan from solitary activities.
A word of caution is needed about inferring toomuch about social adjustment from what a child saysor does. Only when there is a consistent pattern ofbehavior is it safe to predict that this is a true indica-tion of attitudes. The child who claims, day after day,that he does not want to play with other children butprefers to do things at home has unquestionably de-veloped an unfavorable attitude. Many children, how-
ever, when annoyed or angry, say things that they
actually do not mean or that they mean only at thattime. Later, they may even claim they never said them.Evidence from studies of prejudice reveals that manychildren, especially those who feel insecure in theirsocial relationships, behave in a discriminatory way.When the majority of their peers treat minority-grouppeers as inferiors, many children will follow the crowdin the hope of increasing their acceptance by thepeers whose approval they crave. (This kind of be-havior was discussed in Chap. 10 in the section onprejudice.)
DIFFICULTIES IN MAKING GOOD SOCIAL ADJUSTMENTS
Making good social adjustments is far from easy. Asa result, many children are poorly adjusted bothsocially and personally. Their childhood is unhappy,and unless they learn how to overcome their diffi-culties, they will grow up to be unhappy, maladjustedadults.
Many conditions contribute to the difficulties chil-dren experience in making good social adjustments.but two are paramount.
First, if poor patterns of social behavior are de-veloped in the home, the child will find it difficult tomake good social adjustments outside the home eventhough he may be strongly motivated to do so. Thechild brought up by authoritarian methods, for ex-ample, frequently develops attitudes of resentmenttoward all in authority. With too permissive trainingin the home, the child comes to disregard the wishesof others, feeling that he can be a law unto himself.
Second, if the home provides poor models for thechild to imitate, he will be seriously handicapped inhis outside social adjustments. The child who is re-jected by his parents or who imitates deviant parentalbehavior may develop an unstable, aggressive per-sonality, which will push him into revengeful acts oreven into criminality.
Role of Companions in SocialAdjustments
Every child wants and needs the companionship ofpeople if he is to develop into a personally and sociallywell-adjusted individual. The need for companion-ship is shown early in life when the baby cries untilsomeone comes to be with him. As the child growsolder, the need increases.
KINDS OF COMPANIONS
Different companions play different roles in the social-ization process. If the child's companions are appro-priate for his age and level of development, they willcontribute heavily to good social adjustments. If theyare developmentally inappropriate, they will not onlyinterfere with his social adjustments but will alsocontribute to poor personal adjustments and add tohis unhappiness.
Children's companions may be divided into threemajor classifications: each influences socializationat different periods. These three kinds of companionsand their characteristics are explained in Box 11 -2.
PATTERN OF COMPANIONSHIP NEEDS
The kind of people who meet the child's companion-ship needs is determined by the stage of his socialdevelopment. In the gregarious stage of early baby-hood, the baby is satisfied with associates who areavailable for him to watch and listen to. What littlesocial interaction occurs is initiated by others moreoften than by the baby.
Before the baby is a year old. he wants playmates aswell   as  associates.   Adults   and   older  children   are
Box 11-1
CRITERIA OF SOCIAL ADJUSTMENT
Overt performance. When the child s socialbehavior, as judged by the standards of thegroup with which the child is identified, comesup to group expectations, he will be acceptedby the group.
Adjustment to any group. The child who canadjust to any group with which he comes incontact is regarded as well adjusted.
Social attitudes. Jhe c\\\\6 must exhibit favorableattitudes toward people, toward social par-ticipation, and toward his role in the socialgroup if he is to be judged a well adjustedperson.
Personal satisfaction. To be well adjusted, thechild must be reasonably satisfied with hissocial contacts and with the role he plays insocial situations.
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preferred companions during the last half of the firstyear and the second year. They satisfy the baby sdesire for playmates because they will play with himwhen he wants to be played with and in the way hewants. A baby of his own age will not cater to his ego-centric needs. The 1- or 2-year old is definitely family-oriented in his choice of companions.
In the preschool years, companions are usuallyadults in the family, siblings, and. later, children fromthe immediate neighborhood or the nursery school,kindergarten, or Sunday school group with which thechild is identified. Adults in the family and siblingsoften serve as playmates. Between the ages of 2 and4 years, the child finds that family members are unableor unwilling to devote enough time to playing with himto meet his companionship needs. As a result, hecraves the companionship of his peers. Not having hadan opportunity to learn to play with them in a co-operative way. however, he at first merely watchesthem or joins them in parallel play—playing indepen-dently beside them but not with them. His peers arethus associates, not playmates.
Gradually, with more opportunities to be with hispeers, the child learns how to play with them. He en-ters the "associative play stage" of social developmentin which he plays with other children in similar if notidentical activities. Much of the time he is still an on-
Box 11 -2
COMPANIONS IN CHILDHOOD
Associates are people who satisfy the child scompanionship needs by being in his environ-ment. He can watch and listen to them, but hasno direct interaction with them. They may be ofany age or either sex.
Playmates are people with whom the child en-gages in pleasurable activities. They may be ofany age or either sex, but the child ordinarilyderives greater satisfaction from those of hisown age and sex whose play interests are sim-ilar to his.
Friends are people with whom the child can notonly play but also communicate by exchangingideas and confidences, asking advice, andcriticizing. Children of his own age. sex, andlevel of development are preferred.
looker. Consequently, his companions are more often
associates than playmates.
Before the child is 4 years old, he normally wantshis companions to be his playmates, and he tries toengage in play activities with them. The child nowselects one or two children from those who areavailable, and prefers to play with them. At first, theymay be of either sex. but even before he is ready toenter school, he shows a preference for playmates ofhis own sex. They have more interests in common withhim because they, like he. will have learned, throughsocial pressures, to play in a sex-appropriate way. Atthis time. also, the child begins to show a preferencefor playmates of his own racial and religious groupsbecause, as is true of playmates of his own sex. theyhave more play interests in common.
In the strictest sense, the young child's companionscannot be called his "friends" even though he oftenuses this label. They are not friends because there islittle communication between them. In the discussionof speech development in Chapter 8. it was explainedthat the talk young children engage in when they areplaying with peers is mainly egocentric, not social.They may engage in name calling, boasting, and crit-icism, but there is seldom an exchange of ideas andrarely an exchange of confidences.
When the child enters school and begins to be in-terested in group play, he sets up new criteria, inaddition to old ones, for the selection of playmates.He must select his playmates from the immediateneighborhood in which he lives, but within thisneighborhood, he prefers children of the same size,sex, chronological age, mental age. social maturity,and interests (1, 11, 92), As he grows older, per-sonality traits become important, especially suchtraits as cheerfulness, generosity, friendliness, co-operativeness. honesty, even-temperedness. sense ofhumor, and good sportsmanship (46. 50).
The older child shows a definite preference forplaymates of his own racial group. By the fifth grade,he also takes socioeconomic status into consideration(30. 50. 97). In the lower social classes, the child hasmore freedom in the selection of playmates than inthe middle classes, where parents pressure the childto choose the "right" playmates. Thus the lower-class child often finds himself barred from participa-tion in social activities with children of the middleclass and is forced to select his playmates mainlyfrom his own social class (17, 62). Regardless of socialclass, almost every child likes to have playmates whoare successful in games and who. as a result, have
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prestige in the eyes of the peer group. From asso-ciating with them, the child feels that his own prestigeis increased (69).
During late childhood, boys and girls select fromtheir playmates those who are most congenial to themand with whom they can communicate as well as play.These children then become their friends. Girls tendto prefer friends who are similar to them, while boysselect those who are complementary (97). A girl, forexample, derives greater satisfaction from the friend-ship of another girl whose interests and abilities aresimilar to hers, while a boy looks for friends who havecharacteristics he admires but lacks. A boy withmediocre play skills may develop a warm personalrelationship with a boy who is a good athlete. Theathlete, may in turn, derive satisfaction from the heroworship of his nonathletic friend and from not havingto compete with him for prestige in the peer group.
Each year, the need for friends becomes stronger,reaching a peak when the puberty changes begin. Asinterest in play decreases, owing to the physicalchanges which sap the pubescent child s energy, andas anxiety about these changes increases, the childwants a confidante rather than a playmate. Sincefamily members rarely meet his needs for companion-ship at this age, the pubescent child chooses asfriends members of his former gang or adults who"understand'  him and welcome his confidences.
QUALITIES NEEDED FOR SUCCESSFUL COMPANIONSHIP
Whether companions play the role of associates,playmates, or friends, they must have certain qualitiesif they are to satisfy the child's needs. Some of thesequalities are important in all three companionshiproles: others, in only one or two of the roles.
Of these qualities, three stand out. They are listedin Box 11 -3 together with an explanation of the waythey help meet the child's companionship needs.
NUMBER OF COMPANIONS
How many companions a child should have to satisfyhis companionship needs will vary with his age anddevelopmental level. As a general rule, the number in-creases as the child grows older. The preschool childis happy with one or two playmates, either familymembers or peers. The gang-age child needs threeor four, and the number increases as gang play be-comes more highly organized. But, by puberty, onecompanion who can play the role of a trusted friend
—or, at the most, two—will usually be adequate.
Within an age group, children differ in the numberof companions required to satisfy theircompanionshipneeds. As Barclay (8) has pointed out;
Some children prefer the company of one or two closefriends because they share a deep and genuine under-standing, a real mutuality of interests. Others mayteam-up with an easygoing pal because the bigger groupis too demanding, too rough on their illusions or self-deceptions, too unpredictable to be borne with comfort.. . . There are those who thrive on the variety and stim-ulation a big group offers. And there are others, unsureof themselves and their opinions, who shrink from closerelationships . . . and seek comfort and safety in doingwhat the crowd dictates.
SUBSTITUTE COMPANIONS
When a strong need for companionship is not satisfied,the child will find substitutes. An older child who does
Box 11-3
QUALITIES ESSENTIALTO THE SATISFACTION OF COMPANIONSHIP NEEDS
Interest in and Affection for the Child
In all three kinds of companions, the child must feel thathe is the recipient of interest and affection. The interestand affection however, must be appropriate for the child'sdevelopment level, or they will frustrate his companion-ship needs.
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Interests in common lead to a comfortable feeling ofbeing at home with others, and this facilitates communi-cation and expressions of affection. This is true of allcompanions, but especially of friends.
Similaritx of ValuesA child has more respect for and greater congenialitywith those who see things from the same frame of ref-erence as he and, as a result, "speak his language. "This is true of playmates as well as friends, becausesimilar values contribute to enjoyable play just as theycontribute to successful communication.
not win the acceptance of the peer group may fallback on the family. If this does not provide him withadequate satisfaction, he will seek other substitutes.The substitutes he chooses will depend upon his ageand upon what is available. Young children generallyfind imaginary playmates a satisfactory substitute forreal playmates. Older children, who have outgrown,mentally, the ability to endow imaginary companionswith the life qualities of real friends, are more likelyto turn to a pet.
Imaginary Companions. To the young child, imag-inary companions are lifelike, possessing names,physical characteristics, and the ability to do thingsone normally associates with real children. The childderives keen pleasure from playing with his imaginaryplaymates because they fill a gap in his social life.
The usual age for imaginary companions is between3 and 4 years, with 3V2 years the high point. By thetime the child enters school and has playmates of hisown, he usually abandons his imaginary companions,though he may occasionally play with them when heis lonely. The common characteristics of imaginarycompanions, the kind of child who usually has them,and many related matters will be discussed in Chap-ter 13.
Pets. All children enjoy the companionship of petsand regard them as playmates with whom they canromp and play when they have no human companions.While young children like pets of all kinds—hamsters,mice, turtles, rabbits, chameleons, or birds—theolder child gains little satisfaction from pets that donothing to show their affection for him or to hold hisattention. Instead, he wants playmates. He finds adog or a cat a far more satisfactory substitute forhuman playmates than the pets he liked when he wasyounger.
Studies reveal that children's interest in dogs andcats increases rapidly from 7 to 14 years, with a peakaround the twelfth year. Both boys and girls preferdogs to cats. Cats have a large enough repertoire ofactivities to make them interesting companions, butthey are egocentric animals that show little affectionfor anyone, even the person who takes care of them.Dogs, by contrast, show great affection for theirmasters (3, 14, 65).
HOW COMPANIONS SOCIALIZE CHILDREN
Associates, playmates, and friends are valuable to achild for two reasons: First, they give him satisfaction
by fulfilling his need for companionship, and second,they contribute heavily to the socialization processbegun in the home. If the child has companions whogive him personal satisfaction and help him learn tobehave in a socially approved manner, he will live upto society's expectations.
All three kinds of companions contribute to thechild's socialization, though the roles they play dif-fer. From imitating his associates, the child learnspatterns of behavior that lead to good or poor socialadjustment. If. for example, he imitates aggressiveassociates, either adults or peers, that will militateagainst good adjustments with his playmates.
From his playmates, the child learns patterns ofbehavior that he uses in adjusting to social situations.He learns to be a good or poor sport, to cheat or toplay fairly, to be kind to those who are different or todiscriminate against them, and to play the role ofleader or follower successfully or unsuccessfully.
Above all other kinds of companions, friends exertthe greatest influence on the child's socialization. Thecontribution of friends has been explained in this wayby Barclay (8):
Good friends—either in one's or two's or by the group—offer companionship in pleasure and comfort in pain.They broaden or sharpen one another's interests; en-hance one another's fun. They provide sounding boardsfor the exploration of ideas too personal (or too fantas-tic) to discuss with adults; mirrors in which to evaluatethe effectiveness of new approaches; measuring sticksby which to judge the value of new attitudes. They repre-sent standards of comparison against which youngsterscan gauge personal progress and growth. They act asallies, supporting one another as they test their abilityto resist adults—a difficult but necessary part of de-veloping independence. They understand. They ap-preciate.
Some children can be satisfied with one companion
while others need a larger group. The number, how-ever, is not as important as having the right kind—as-sociate, playmate, or friend—at the right time.
Several friends can generally contribute more tothe child's socialization than one, because each cancontribute something different. One friend may helpa child to see why he should act in a sex-appropriateway, another may show him the value of being co-operative instead of aggressive, and still another mayhelp him to develop social insight and learn to besympathetic. A single child, no matter how desirablea friend he may be, is too young and inexperienced
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to do the entire job of socializing his friend; a group,made up of children of different interests and back-grounds, can do the job better.
As to the children themselves—those who are ex-pected to help socialize the child—some have a goodinfluence, whereas others, with equally good familybackgrounds, can have an undesirable influence. AsBarclay has pointed out. Some relationships, in-dividual and group, are—like it or not—poison.'Through the mysterious action of group dynamicseven thoroughly nice' youngsters can bring out theworst in each other. When reasonable efforts atguidance fail the only answer may be to break it up" (8).
Some children, if they feel inadequate, seek outcompanions whose behavior they admire because itcontains the elements their own behavior lacks. Thequiet, self-effacing child, for example, may try to winthe friendship of one who is as daring and reckless ashe is timid. Should such a child accept the admirationof the quiet child, the influence he will have on thequiet friend may lead to good or to poor social adjust-ments. If he tries to reform the quiet child by daringhim to do things he is too timid to do on his own. thedaredevil may either increase the quiet child's feelingof inadequacy or convince him that he is more worthythan he thought.
Although pets as substitute companions do not havea direct socializing influence on the child, they areoften effective social aids. The companionship of apet. for example, helps the timid child make manycontacts with children and adults that he would hesi-tate to initiate if he were alone. Furthermore, thegive-and-take relationship that the child has with apet does not foster the development of the unsocialtraits so often found among children who have sub-stituted imaginary playmates for real ones.
In addition to this slight contribution to the child ssocialization, a pet gives companionship to a childwho is. for conditions beyond his control, deprivedof the companionship he craves. In a pet. especiallyin a dog, the child finds an outlet for his affection.The child-pet relationship also serves as a source ofego satisfaction for the child and helps to fulfill hisdesire for dominance. All of these, either directly orindirectly, contribute to the kind of social adjustmentthe child makes.
Shifts in Childhood Companions
Children's companions come and go. This is true ofassociates, playmates, and friends. In parallel play.
the young child may play side by side with one childtoday, another tomorrow, and still another the nextday. When his play becomes cooperative, he shiftsfrom one playmate to another and from one group toanother. Until the child learns to get along with otherswith a minimum of quarreling, his friendships are alsolikely to be short-lived.
The coming and going of companions throughoutthe childhood years is not due to one cause alone. It
Box 11-4
WHY CHILDHOOD COMPANIONS COME AND GO
Changes in InterestsAs interests in play activities, academic work, or con-versational topics change, children shift to companionswhose interests are similar to theirs.
Changes in ValuesWith changed interests and with greater maturity of be-havior, children attach importance to different play ac-tivities or ways of behaving in social situations. Theythen choose companions whose values match their own.
Antisocial Behavior
A child whose behavior is antisocial beyond the timewhen his age-mates begin to behave in a more sociallyapproved way finds his former playmates and friendsshifting to companions whose behavior is more socializedthan his.
Lack of Social InsightA child whose social insight is less developed than thatof his age-mates is regarded by his friends as tactless andheartless. When he fails to show sympathy for their dis-tress, they reject him.
Pressures from OthersParental or peer pressures to select other playmates orfriends, because of their sex. religion, race, socioeco-nomic status, or characteristic patterns of behavior,often cause children to give up an old companion infavor of one approved by parents or peers.
Social MobilityWhen   a  child s family moves  up  or down the socialladder and goes into a new neighborhood or new com-munity, the child is forced to find new companions.
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depends upon the age of the child, his personality.and many other conditions, the most important ofwhich are given in Box 11-4.
While children change companions frequently atall ages, shifts are more frequent and more noticeableat some ages than others. Around the age of 5 years,there is a marked shift as children begin to preferplaymates of their own sex. Boys drop their girlplaymates, and when girls must then choose newplaymates, they generally select members of their ownsex.
During the gang age of late childhood, shifts inplaymates and friends are common. Today s playmateis replaced by a different one tomorrow, a best friendbecomes an enemy, or a casual acquaintance be-comes a best friend—quickly and often for littlereason. At no time are shifts more frequent and morepronounced than at puberty. The antisocial behaviorof a pubescent child frequently leads to the breakingup of friendships that have persisted for years. Figure11-1 shows the pattern of fluctuations in children splaymates and friends from 5 years until the end ofadolescence. Note that, for both boys and girls, theshifts gradually decrease as childhood progresses andthen remain relatively constant throughout adoles-cence.
While boys begin to shift playmates earlier and doso more frequently than girls, girls show an earlierstability in the choice of both playmates and friends.
Figure 11-1. Friendship fluctuations throughout child-hood and adolescence. (Adapted from C. A. Skorepa,J. E. Horrocks, and G. G. Thompson, A study of friend-ship fluctuations of college students, J. genet. Psychol.1963. 102, 151-157. Used by permission.)
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        Since girls mature earlier, both physically and emo-tionally, this leads to greater stability in interests andand values—and in companions. In addition, girls areless aggressive than boys at every age; thus, one ofthe main causes of fluctuations is minimized (42,77. 96).
When there are plenty of children available for play-mates or friends, as when a child enters school, he canafford to break off relationships and not find himselfcompanionless. Consequently, as his interests andvalues change and he no longer derives satisfactionfrom his former companions, he breaks off his oldties and establishes new ones with children who meethis companionship needs better.
With broader social experiences, the child normallyincreases his social insight, thus removing one of thecauses of shifts in companions. With greater socialinsight, the child selects his playmates and friendsmore carefully, choosing them because they havecommon interests and values rather than just becausethey like to play the same games. As a result, the re-lationships are more stable.
Effects of Shifts. The constant coming and goingof companions during the childhood years may bebeneficial or detrimental to social adjustments. If arelationship is broken, even temporarily, the childexperiences a period of loneliness. Because of hisstrong desire for companions, he may fall back onanyone who will accept him. This may be a child withinterests and values different from his. which he willaccept in any event just to guarantee companionship.This may be a step backward in his socialization,especially if he accepts interests and values that donot conform to those of the larger social group.
If he falls back on the companionship of youngerchildren, of parents or other adults, or of pets or imag-inary companions, he is likely to be deprived of thesocializing influence of peers. This, likewise, will be astep backward in his socialization.
A child s companions provide not only enjoymentbut a sense of security. When fluctuations lead to aloss of that anchorage of security, they can be damag-ing, especially if they lead to permanent breaks withplaymates and friends. Such breaks may come from asevere quarrel, a radical change in interests andvalues, and pressures from parents and peers to dropa playmate or friend because of his racial, religious,or socioeconomic status.
On the positive size, the effect of fluctuations inchildren s companions may be to promote socializa-
tion. When a child realizes that his playmates orfriends will break off their relationships with him ifhe treats them in an antisocial way or if his behaviorfalls short of their values, it provides him with a strongmotivation to conform to social expectations. It alsoencourages him to put group interests and activitiesfirst, and. thus, to become social rather than ego-centric.
A child may learn by trial and error to meet theproblems that changing companionships give rise to.He may also learn through guidance or by imitation ofthose whose playmates and friends fluctuate lessthan his. Of these methods, learning through guid-ance is far superior.
Social Acceptance
Companionship is a two-way experience. To haveplaymates or friends, the child must not only want thecompanionship of others, but he must also be ac-cepted by those whose companionship he craves.Social acceptance is thus crucial in the socializationof the child.
Meaning of Social Acceptance, in everyday speech,it is usual to refer to a child who achieves social ac-ceptance as "popular." To the sociologist and psy-chologist, there is a subtle distinction between socialacceptance and popularity. Social acceptance meansbeing chosen as a companion for an activity in a groupof which one is a member (84). It is an index of thesuccess with which a child has taken his place in thesocial group and the extent to which the other groupmembers like to work or play with him.
Popularity, on the other hand, means the generaladmiration in which a person is held even by thosewho do not associate with him. A popular child, forexample, may have few playmates or friends but manyadmirers. He is liked because he exhibits qualitiesother children admire even though they may not envyhim for them. Furthermore, since many of his peersadmire him, he is in line for selection for leadershiproles, especially if his popularity is based on respectfrom the group.
An active member of a group is not necessarilypopular or accepted. Sometimes a child who partici-pates in many school activities and pushes himselfinto a dozen different groups is thoroughly dislikedby his classmates. There is no direct relationshipbetween the child's desire for social contacts and his
social acceptance. Furthermore, there is no indicationthat any child is completely lacking in the desire torelate to his peers. Some children, however, preferclose, personal contacts with others; they are sociable,companionable, or chummy. Others prefer to keeptheir distance and are considered aloof.
Conditions Affecting Acceptance. Whether a child willbe accepted in a given group depends not only uponthe child himself but also upon the tastes and interestsof the group. As Barclay has commented, in discussingthe problem of a child who craves social acceptancebut enjoys little, "Sometimes such a youngster issimply the victim of the peculiar chemistry of a par-ticular group that passes adult understanding. Some-times the qualities in him that those in his immediatecircle resent would be major assets in another setting."Children's friendships fluctuate so markedly that,even as childhood comes to a close, "today's outcastmay be tomorrow's leader" (8).
Within a group, not all children agree either uponthose whom they will accept or reject or upon thedegree to which they will accept or reject them. Thereis generally more agreement on those they dislikethan on those they like. This means that unpopularchildren are more or less universally disliked by theirage-mates, though they are disliked for differentreasons and in different degrees. Furthermore, chil-dren tend to dislike many of their age-mates and tolike only a few.
When there is high agreement among children re-garding likes or dislikes for certain age-mates, thegroup tends to split into cliques, with little of the"stick-together" quality that makes for group loyalty(82). For the social climate or morale of a school classto be good, the majority of the children must enjoythe acceptance of their classmates.
If social acceptance is viewed as a straight line,along which different degrees of acceptance are pin-pointed, the category of star will lie at one end of theline and that of social isolate will lie at the other. Fewchildren fall in either of these extreme categories.Instead, most fall between the two extremes, enjoyingvarying degrees of social acceptance. The categoriesof social acceptance are defined and explained inBox 11-5 and illustrated in Figure 11-2.
Awareness of Acceptance. Ability to perceive one'sstatus in the group—socioempathic ability—is essentialto good social adjustments because it determmeshow one will behave in a social situation. A child who
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Box 11-5
CATEGORIES OF SOCIAL ACCEPTANCE
Star
Almost everyone in the group claims the star as an in-timate friend, even though he does not reciprocate manyof these friendship choices. Everyone admires him be-cause of some outstanding quality. Very few childrenfall in this category.
Accepted
The accepted child is liked by many members of thegroup. His status is less secure than that of the star, andhe can lose it if he persistently does or says things toantagonize members of the group.
IsolatrThe isolate has no friends among his peers. Very fewchildren fall in this category. There are two kinds ofisolates; The voluntary isolate withdraws from the groupbecause of lack of interest in group members or theiractivities: the involuntary isolate is rejected by thegroup even though he would like to be identified with it.The subjective" involuntary isolate may think he isunwanted and isolate himself from the group. The ob-jective" involuntary isolate is actually rejected by thegroup.
Printer
The fringer is a child who is on the borderline of ac-ceptance. Like the climber, he is in a precarious positionbecause he may lose what acceptance he has by doingor saying something that would turn the group againsthim.
Climber
The climber has gained acceptance in one group butwants to gain acceptance in a socially more favoredgroup. His position is precarious because he can easilylose his acceptance in the original group and fail togain acceptance in the new one if he does or says thingsthat antagonize members of either group.
NeglecteeThe neglectee is neither liked  nor disliked. He is ne-glected because he is shy. withdrawn, and nondescript.He has so little to offer that members of the group over-look him.
does not perceive his lack of social acceptance willbehave as if he were liked. This is apt to increase hislack of acceptance because it will make other childrenthink he is pushy. On the other hand, a child whoperceives correctly that he is well-accepted will haveself-confidence, which will be reflected in good socialadjustments. A child who is unsure of his status willtry to play safe and will create the impression that heis vacillating or suffering from feelings of personalinadequacy. The more accurately a child can deter-mine what his status is. the better he will know howto behave.
Up to the age of 4 or 5 years, most children are un-aware of how others feel about them. Gradually, theirawareness grows as their social horizons broaden.Even before they enter school, they are able to verbal-ize this awareness in such comments as He doesn tlike me or No one wants to play with me. Gradually,the child recognizes levels of preference; he perceivesthat some children are better liked than others andthat some people like him. some dislike him. and someignore him.
Variations in Awareness. When sociempathic abil-ity normally improves with age. marked variationsexist at every age level (9. 23. 26. 37). Also, the abilityto perceive one s own status in the group generallydevelops more slowly than the ability to perceive thestatus of others. This is to be expected, because onecan be more objective about matters which affectothers than about those which affect oneself.
The correlation between intelligence and soci-empathic ability is very close (6. 90). Sex differencesare also apparent in early childhood, with girls beingsuperior to boys in this ability. Among older children,the gap between boys and girls narrows (23).
The more anxious a child is to be accepted, the moreaware he is of how others feel about him and the moreaccurate he is in judging his acceptance (111). Thechild who is psychologically immature, owing to paren-tal overprotection and authoritarian child-training,tends to be less accurate than his peers (26).
Finally, accuracy of perception of social acceptancevaries according to how popular the child is. Thepopular child has close contacts with his peers and.as a result, is quite aware of how others feel abouthim (34. 51, 110). The very unpopular child tends tounderestimate his unpopularity, mainly because hislack of social acceptance has deprived him of op-portunities to gain social insight (45. 76). The abilityto recognize indifferent attitudes is generally poorerthan the ability to recognize acceptance or rejection.
In spite of these variations, most children are wellaware of how others feel about them by the time theyreach the fifth grade (46, 103).
Sources of Awareness. The child's awareness ofhis own social acceptance comes from many sources.First, the tone of a person's voice and his facial ex-pression tell the child how that person feels abouthim. Even before he can comprehend words, theyoung child can use these cues to determine how wellaccepted he is.
Second, from the treatment he receives from others,the child gets a good clue to their opinion of him.If they fight with him, grab his toys, and refuse toallow him to play with them, for example, he can befairly sure that they do not like him, especially if theydo not treat other children this way.
Third, if others are willing to do what he wants them
to do, or if they voluntarily imitate his behavior, speech,or clothes, the child can be sure that he is liked.
Fourth, if he has a number of playmates or friends,the child knows that he is better accepted than thechild who has only a few.
Fifth, from what others say to or about him. thechild can easily tell how they feel about him. If he isconstantly accused of blowing his top, griping abouteverything, or being a poor sport, he should know thatthe peer group does not accept him.
Sixth, what others call the child is one of the mostobjective and most accurate clues to his level of ac-ceptance. If they call him by his given name, this sug-gests that he may not be on intimate terms with them.If they call him by an affectionate nickname, thissuggests a close relationship. If the nickname isderogatory,   such   as   "Stink-pot"   or  "Fatso,"  this
Figure 11-2. Varying degrees of a child's social acceptance.
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means lack of social acceptance. Similarly, if he iscalled a "pest, " a "nut," or a "big show-off," he knowsthat he is not well accepted.
Seventh, the category in which the child is groupedby his peers is a good indication of his acceptance orrejection. Levels of acceptance are designated bysuch names as "wheels ' (the top crowd or the oneswho run everything), "brains" (those who have littleinterest in anything but studies), "mice" (the quietones who are inoffensive and ineffectual), "drips"(would-be wheels who make others uncomfortable),and "dopesll (would-be brains who arouse antag-onism).
Traits Leading to Acceptanceand Rejection
There is no such thing as a "popular" or "unpopular"personality pattern—a pattern that invariably leadsto social acceptance or rejection. Even the mosthighly accepted child has some traits that are dis-liked. The child who is not accepted, on the otherhand, may have some traits that are liked. In the ac-cepted child, the disliked traits are compensated forby socially approved traits; in the rejected or neglectedchild, the desirable traits are overshadowed by theundesirable ones. No child needs to be a paragon ofperfection to be accepted. Social acceptance comesfrom others' reactions to the child's total personalityrather than to specific traits; thus, his dominanttraits will determine whether he will be accepted orrejected. That certain traits contribute to social ac-ceptance does not mean that the more developedthose traits are, the greater the child s acceptance.Having any trait in excess is likely to lead to poor ac-ceptance, even when the trait per se is a highly ad-mired one. For example, a child has a better chanceof social acceptance if he is generous rather thanstingy, but if he is overgenerous, handing out giftsright and left, he is likely to give the impression thathe is trying to  "buy " acceptance.
ACCEPTANCE SYNDROMES
Two personality syndromes—or constellations oftraits—are found among children who are well ac-cepted. The success-oriented acceptance syndromeis characteristic of those who want to achieve statusand advancement. The children participate freely ingroup activities and always contribute their share or
more to the group's success. As a rule, such childrenare highly accepted. The goodness-oriented acceptancesyndrome is characteristic of children who put highvalue on friendship traits, such as love, sympathy,and faith in others. They are less aggressive in groupactivities and expend less energy trying to attract andwin the admiration of the group.
Both syndromes contain socially admired traits.They differ in the quantity of outgoing energy thechild expends, and in the direction in which it is ex-pended. A child who talks, for example, is more likelyto win social acceptance than one who does not. Butif he constantly turns the conversation in the direc-tion of himself, he will be considered stuck-up, con-ceited, and boastful.
Traits in Acceptance Syndromes. Studies of childrencharacterized by either the success-oriented or thegoodness-oriented acceptance syndrome reveal thatpractically all well-accepted children have certaintraits. Almost universally, they are friendly and co-operative. They adjust without making a disturbance,comply with requests, accept gracefully what happens,and have good relationships with adults as well aschildren. They are kind to others, share what theyhave, are willing to take turns in any game the groupplays, and show impartiality toward other members ofthe group. They assume responsibilities, participatein and enjoy social activities, feel secure in theirstatus, and compare themselves favorably with theirpeers.
The well-accepted child is primarily group-centeredrather than ego-centered; he thinks first of others,building up their egos instead of tearing them down toinflate his own. He also flatters others by focusinghis comments on their good qualities instead ofcriticizing their undesirable ones. The child who issuccessful in games or in academic work tends to behighly accepted because being associated with himinflates the egos of the less successful.
Instead of being slavishly conventional, the well-accepted child is original and yet conforms to thebroad pattern of the group, observing its rules, reg-ulations, and mores. He is flexible in the sense thathe can readily adapt his way of doing things to con-form to social expectations. He is mature emotionally,intellectually, and socially. He shows his social matur-ity by accepting people as they are—by not criticizingthem or trying to change them to suit his own whims—and by social insight, which enables him to size upand  adjust  quickly to different people  in  different
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social situations. His emotional maturity is apparentin well-controlled, even-tempered behavior, free fromanxiety, temper outbursts, or displays of jealousy. Heis intelligent and alert, but not so intelligent that heis a misfit in the group. He is usually a good student,not so much because of greater intelligence but be-cause he is conscientious in his studies (32, 61, 68,69).
Variations in Acceptance Traits. Variations in thetraits found in well-accepted children are fairly pre-dictable. They are due in large measure to differencesin age. socioeconomic status, and sex.
Age. The traits regarded as desirable by membersof the peer group vary with age. Consequently, thebetter-accepted child possesses traits which hispeers regard as desirable at that age. For example.as the child approaches adolescence, loyalty to thesmall group, or gang, becomes less important tosocial acceptance than being able to adjust success-fully to complex social situations that involve thelarger group (79).
Socioeconomic Status. Acceptance values differaccording to the socioeconomic status of the indi-viduals who dominate the group. Boys of the lowersocioeconomic levels, it has been reported, are moreadmired by their peers if they do not conform tooclosely to adult standards of behavior, while those ofthe upper socioeconomic classes are admired if theydo (84. 101).
Sex. Sex differences in traits that lead to socialacceptance exist at every age in childhood. Boysadmire real boys —those who are adventuresome,assertive, and competitive in sports. Girls admireother girls who are on the quiet side, reserved, andwell-mannered—the 'lady type"—rather than the•tomboy type" (101. 107).
ALIENATION SYNDROMES
There are three alienation syndromes, or constella-tions of traits leading to rejection or neglect. Theseare explained in Box 11 -6.
A child's acceptance by a given group dependspartly upon his own qualities and partly upon thegroup. If a child differs from the group members inappearance, personality, interests, and so on. he islikely to be regarded as different and therefore notacceptable. In a group whose members interests andabilities are more nearly like his. his chances ofsocial acceptance will be greater.
Traits in Alienation Syndromes. Every child who lackssocial acceptance has an ingrown, self-bound, andself-centered personality pattern. In the preschoolyears, the child who is not fully accepted by his peersattacks vigorously, strikes others, and pushes or pulls.He tries to escape responsibility by depending on anadult or running away: he dawdles over his tasks,refuses to comply with requests of others, and failsto conform to the routine of the home or nurseryschool (63. 75. 101).
As he grows older, the child who is rejected or ne-glected not only antagonizes his peers by his be-havior, but also tries to spoil their fun. He suffers fromfeelings of inferiority and lacks any sense of belong-ing. He is more likely to have personality disturbancesthan the accepted child. Frequently, he feels so frus-trated that he becomes aggressively antagonistic to
Box 11-6
ALIENATION SYNDROMES
Recessive Syndrome
The recessive syndrome is characterized by listlessness.quietness, reserve, social disinterest, and a tendency towithdraw from social activities. Such children are rarelytroublesome at home or in school. Peers may not dislikethem, but generally say. They are not my friends." Theyare usually overlooked or rejected because they do notfit into the activities of the group.
Socially Uninterested Syndrome
Children typified by the socially uninterested syndromemay have most of the characteristics found in the reces-sive syndrome plus a cluster of traits that cause them tobe self-bound and selfish. Such children are neglectedrather than rejected.
Socially Ineffective Syndrome
The socially ineffective syndrome is descriptive of chil-dren who turn their energies into channels that makeother children dislike them. They try to win attention andacceptance by annoying, aggressive behavior or bydawdling, doing things their own way, failing to carry outassigned tasks, and being silly. They often complain andbid for sympathy and help from adults. They pick fightswith others, stir up trouble, tattle, and make sarcasticcomments. Because of their antisocial behavior, they aremore likely to be rejected than neglected.
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their families, who enjoy participating in activitieswith different family members, and who are encour-aged by their families to participate in social activitiesoutside the home make the best social adjustmentswith the peer group (33). The relationships betweensocial acceptance outside the home and parentalsatisfaction with children are shown in Figure 11 -3.
Family Size. Only children, if they come from asuperior socioeconomic group, may make good socialadjustments, but generally they are less acceptedthan children with siblings. The explanation given forthe acceptance of children from large families is thatthey have learned to make social adjustments in thehome and have developed a pattern of behavior whichhelps them to gain acceptance outside. On the otherhand, children from small families are likely to bebrought up under more democratic child-trainingmethods, and this helps to develop qualities thatcontribute to good social adjustment and to successin leadership roles (82. 93l.
Socioeconomic Status, it has been reported thatthe majority of well-accepted children come fromhomes that provide a superior cultural, social, andeconomic environment. By contrast, children fromdisadvantaged homes, especially if they are membersof minority groups, are more often neglected or re-jected by their peers (4. 95. 119).
This does not mean that a child from a low socio-economic group will aluays lack social acceptance inhis school class. He can enjoy high peer acceptance,but only when he assumes as his own the values andbehavior patterns of his higher-status classmates. Indiscussing the reasons why lower-class childrenfrequently lack social acceptance. Mussen et al. (83)have pointed out:
Economic factors may partially account for the rela-tively poor social standing of lower-class children.Poverty may mean poor health, poor clothes, and littleparticipation in social activity. Any of these factors mayreduce the child's opportunities for establishing stablepeer relationships, and may thus handicap him inlearning good social techniques. Moreover, the lower-class child's awareness of his lack of social know-howmay produce feelings of inferiority and inadequacy andhence withdrau-al from social interactions.
Group E.xpcctations. A child who shows socialmaturity by acting his age and conforming to thegroup s expectations in interests and values is moreacceptable than the child who acts babyish or fails toconform. Similar interests and values lead to similar
ways of expressing and receiving affection and tofavorable feelings about others. They lessen the socialdistance between the child and others, thus makingfriendships possible (90. 107. 110).
Degree of Differentness. When a child is differentfrom his age-mates. t>ecause of his religion, race, orsocioeconomic status, he tends to interpret this tomean that he is "inferior. The child with foreign-born parents whose home reflects the culture of hisparents native country feels different, and this maylead to feelings of inadequacy which are reflected inpoor social adjustments (4. 20).
Halo. While a child s reputation and status in thegroup are determined partly by his actual behavior,they are highly influenced by the halo that surroundshim. A psychological halo is the picture others carryin their mind of a person and the group with which heis identified. It comes from his behavior and from thepeople he associates with. As such, it is an extensionof the person s reputation which provides others witha basis for making judgments about him. If two chil-dren get into a fight, for example, the child who is
Figure 11-3. Relations between children's social ac-ceptance and parental satisfactions with the child.(Adapted from D. Elkins, Some /actors related to thechoice-status of ninety eighth-grade children in a schoolsociety. Genet. Psychol. Monogr.. ^9.^8. 58. 207-272.Used by permissionj
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known asagoodsportwill bejudged far more favorablythan the child who is known as a crybaby or bad sport.Consequently, a favorable reputation contributes tosocial acceptance just as an unfavorable reputationdetracts from it.
Persistence of Social Acceptance
in general, persistence in sociometric status beginsat the preschool level; children consistently choosethe same friends day after day. From then on, less andless shifting from one group to another occurs, thoughsocial acceptance varies somewhat with the activityengaged in.
Even when there is a large turnover in the class—as the population cTianges or as children go fromelementary to junior high school—social status withinthe group remains constant. Social-acceptance scoresare almost as constant as intelligence- and achieve-ment-test scores. The child's acceptance score in onegroup, therefore, is a reliably accurate index of whathis acceptance score in any similar group will be (25,29, 38, 68).
Most changes in social acceptance occur in themiddle of the group of socially accepted children—those who are already partially accepted. It is highlyunusual for those who are stars to fall from grace orfor those who are quiet, withdrawn, and neglected togain wholehearted acceptance. Those who are re-jected because they are disliked tend to be more dis-liked the more often they come in contact with others.
Reasons for Persistence. The persistence of thechild's social acceptance standing can be explainedin a number of ways. Five are especially worth noting.
First, the personality characteristics that lead toacceptance, rejection, or neglect tend to remain stableor to intensify as the child grows older. Only when hisvalues regarding what he likes or dislikes in com-panions change will he be likely to change his ac-ceptance status.
Second, the fundamental values, such as honesty,good sportsmanship, generosity, and courage, bywhich people judge the child remain stable. If hisbehavior does not conform to these values at one age,he is unlikely to gain acceptance at a later age unlesshe acquires characteristics that conform more closelyto socially accepted values.
Third, within a group, a child acquires a reputation,and even if he changes, his reputation generally doesnot. Each year, he discovers that his peers give more
attention to reputation in selecting their playmates andfriends than they did when he was younger.
Fourth, the more contacts the child has with groupmembers and the closer these contacts are, the morelikely he is to retain a stable status in the group.
Fifth, a favorable background in terms of familysocioeconomic status contributes to stability of socialacceptance because it helps the child to acquire pat-terns of behavior and values that will continue to winsocial approval as he grows older.
Importance of Persistence. In commenting on thestability of sociometric status during childhood,Jersild (57) has said:
When we consider the forces that, in a sense, render ac-ceptance or rejection a self-perpetuating condition, itappears that there is a kind of fatalism in a child's lifeas a member of his peer group. The child's fortunes (ormisfortunes) with his age-mates often seem to follow therule that to him that hath shall be given and from himthat hath not shall be taken away even that which hehas. We might ask, is the wheel of fate, after its firstfew rounds, destined to move in the same course, tohigh ground for some and into a deeper rut of mis-fortune for others? . . . We might take the view that whena child leaves the confines of the home and is thrownupon the mercies of his peers and teachers his fate isalready pretty well determined by the combined forcesof his heredity and the kind of upbringing he hasreceived.
It must be recognized that this persistence does notnecessarily guarantee that the child is well adjustedor that his social development is progressing in amanner that will ensure wholesome adjustments inadult life. If the child is accepted by his peers becausethey admire and respect him, well and good. If, on theother hand, he is accepted because he is willing toplay a role imposed upon him by the group, even if thatrole is contrary to his own values and standards ofbehavior, then the price of acceptance is too high. Thetemporary satisfaction he derives from this accept-ance will be outweighed by the permanent damage itmay do to his personality and moral values.
Importance of Social Acceptance
The kind of personal and social adjustment the childmakes is greatly influenced by the extent to which hispeers find him acceptable. Therefore the impact of
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peer acceptance or rejection is great. It is more pro-nounced in some areas of development than others.Box 11-7 lists the chief effects of social acceptanceon personal and social adjustment.
In a culture where high value is placed on socialacceptance and where parents, teachers, peers, andothers use acceptance as an index of social success,the child comes to evaluate himself in these terms. Hemeasures his success or failure by the number offriends he has and by the security of his status in thegroup. As a result, many a child who buries himself ina group and loses his identity as an individual does sobecause this is an escape from a feeling of worth-lessness. He may get little real satisfaction from beinga group member or from engaging in group activities.
Another aspect of this problem is of even greatersignificance. It affects not only the individual but theentire social group. Since most children in the societylack wholehearted social acceptance and since thenumber of poorly accepted children increases withage. many more children are psychologically damagedand make poor social adjustments than is healthy forthe social group Children who are constantly con-fronted with the high cultural value placed on socialacceptance cannot fail to be psychologically damagedwhen they realize that their level of acceptance isinterpreted as failure. Barclay (8) has made the fol-lowing constructive suggestions for coping with thisproblem;
structive one. Most children are liked by some, dislikedby some others, and of merely neutral interest to thegreat majority. Being actively disliked, however, can bepainful and at times destructive. Children in such aspot should be spared harsh criticism and exhortationsand helped instead to feel better about themselves, tosee how their assets can be put to use and their liabil-ities corrected in the interest of achieving the kind ofcompanionship for a happier, livelier life.
Improving Social Acceptance
Every possible effort should be made to improve thechild's social acceptance before the group gets intothe habit of neglecting or rejecting him and before hegets into the habit of withdrawing or using undesir-able means of trying to win acceptance. While someboys and girls gain greater acceptance as they growolder and as the values of the group change, it is toogreat a risk to sit back and hope that this will happento every child.
Improving social acceptance is difficult at any age.The older the person and the longer he has been ne-glected or rejected, the harder the task becomes. Onthe other hand, if poor social adjustments are recog-nized early and if remedial steps are taken to correctthem, the chances of some success will be greatlyincreased.
Not every child can be a social lion. "Being liked byall" is neither a realistic goal nor an especially con-
Aids to Improving Social Acceptance.    Difficult as thetask of improving social acceptance may be, studies
Box 11-7
EFFECTS OF SOCIAL ACCEPTANCE AND REJECTION
The Child Who Is Well AcceptedIs happy and secure
Develops a favorable self-concept becauseothers approve of him
Has opportunities to learn socially acceptablepatterns of behavior and social skills whichfacilitate his poise in social situations
Is mentally free to turn his attention outwardand to become interested in people and thingsoutside himself
Conforms to group expectations and does notflout social traditions
The Child Who Is Poorly Accepted
• Is unhappy and insecure
■ Develops an unfavorable self-concept based onwhat he believes others think of him
■ Often tries to force himself into the group andthis increases group rejection of him and re-duces his opportunities to learn social skills
• Lives in a state of uncertainty about socialreactions toward him and this makes him anx-ious, timid, and hypersensitive
■ Often slavishly conforms in the hope of in-creasing his social acceptance
show that certain techniques bring reasonably sat-isfactory results. These are discussed below. If thechild is to learn to behave in such a way that otherswill accept him. however, he needs guidance. He mustbe shown how to behave and how to replace sociallyundesirable behavior patterns with more acceptableones. In addition, he must be motivated to want toimprove his behavior.
Opportunities to Play with Other Children. If chil-dren who are shy and withdrawn are given opportu-nities, under guidance, to work and play with otherchildren in group projects, and if leadership roles arerotated, they learn to cooperate and to have confi-dence in their ability to make a contribution to thegroup.
Acquisition of Play Skills. Since most social activ-ities in childhood are centered around play, the childwho lacks the skills needed to keep pace with theactivities of his peers can be given help in acquiringthese skills.
Acquisition of Conversational Skills. As wasstressed in Chapter 8. most children s speech is ego-centric. When children speak to and about others,they often criticize, boast, or ridicule rather thantalking in a way that is ego-inflating to others. Withguidance, they can learn to talk about things thatinterest their peers and in a manner that wins socialacceptance.
Group Discussions of Popularity. Schoolroom orplay group discussions of what makes children ac-ceptable to their peers and of how lack of acceptanceaffects children can improve the child's social insightand make him more understanding and tolerant.
Association with Well-accepted Children. Throughparent or teacher guidance, a poorly accepted childcan usually be brought into a group of children whosegood social adjustment leads to group acceptance.From this association, the child can not only learnhow to behave in a socially accepted way but he canalso become identified, in the minds of his peers,with accepted children, thus acquiring the begin-nings of a halo of popularity.
Increased Self-insight. If. through guidance, achild can see himself realistically instead of in theunrealistic way he likes to think of himself, he will bemotivated to try to acquire traits that lead to greatersocial acceptance. He will also understand more fullywhy he has not been as well accepted as he wouldlike.
Changed Attitudes toward Social Behavior. Whena child's attitudes toward social activities and group
members are unfavorable, owing to unpleasant earlysocial experiences, parents and teachers can helpchange his attitudes by providing pleasant socialexperiences and opportunities to learn social skills.
Elimination of Annoying Behavior. A child may notrealize that annoying behavior, such as grabbing,pushing, tattling, or making derogatory comments.leads to social neglect or rejection until it is pointedout to him. Therefore, those who are responsible forthe child's development should make him aware ofwhat he is doing or saying to annoy others and helphim correct his behavior.
Demonstration of Abilities. Some children,through excessive modesty or circumstances beyondtheir control, do not let others know about theirtalents or skills. As a result, they are neglected bytheir peers. Since it is difficult for a child to show offhis abilities without creating the impression that heis boasting, a parent or teacher can focus group at-tention on him by praising him for his achievements.Whether this will increase the child's acceptance,however, will depend on how the praise is given. Ifthe praise is for the child's contribution to the group,it will have a favorable effect on the group's reactionto him. If it is solely for the child's personal glory, itis likely to increase his rejection: his peers will inter-pret it to mean that he is the parent s or teacher's pet.
Limitations in Improving Social Acceptance. No adult,whether parent or teacher, can dictate to childrenwhom they will like or be willing to accept as a mem-ber of their play group. This is the prerogative of thegroup. All the adult can do is provide situations whichwill enable the group to see the child in a more favor-able role. For example, when social cleavages developin a classroom, they tend to persist. Even by seatingchildren side by side, the teacher cannot force themto be friendly if they do not want to be. As Elkins hasstated, it is "easier to adjust the academic require-ments to the needs of the youngster than it is to adjustthe social needs of the child to the group in which heis a misfit or to attempt to adjust the social responsesof the group to such a child " (33).
Because there are limits to what one can do to im-prove another's social acceptance, the importantthing is to help the child gain self-confidence. Thenhe can make a more satisfactory effort to win accept-ance before he becomes resigned to playing the roleof an isolate or develops forms of compensation whichwill militate against later acceptance. This should bedone before the group gets so accustomed to thinking
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of him as a fringer that they overlook any potentialitieshe may have. Gaining the reputation of being an iso-late or a fringer may result in a persistence of thatstatus. Jersild (57) has pointed out:
A youngster who, for one reason or another, has receiveda bad reputation in the elementary grades may still beplagued by it in junior high school, for even thoughmany of the children there are new to him, one first-class gossip from the former grade may be able to stirup doubts and suspicions against him.
Social Mobility
One of the major obstacles children encounter inachieving social acceptance or in feeling secure aboutthe acceptance they have achieved is social mobility.While it is true that many children come from statichomes, the trend is toward greater and greatermobility.
Meaning of Social Mobility. Social mobility is theprocess of changing ones status in the social struc-ture. With change in status there is inevitably a changein social relationships, and this involves problems ofadjustment. Two kinds of social mobility and some ofthe characteristics of each are described in Box 11 -8.
The person in the process of changing his status inthe social structure has been given a specific label bysociologists and psychologists—a label which indi-cates not only the direction of his mobility but also hissuccess in adjusting to the new group. If the personclimbs up the social ladder, he is known as a climber."If he climbs, or falls, down, he is known as a ■slider,"a "decliner." or a "skidder." depending on how rapidhis descent is.
Between the climber and the slider are those whoare trying to move upward. They are usually called"strainers" and 'dingers. A strainer is a person whois only tentatively accepted: as a result, his statusgives him little satisfaction and security, and his socialadjustments are poor. The dinger is peripheral to thegroup because he has not completely adopted itsapproved patterns. While he is not rejected, his statusis precarious, and. at any time, should he say or dosomething the group disapproves of. he may forfeitwhat status he has (88. 89. 117),
Reasons for Social Mobility. Whether the child willbe  static or  mobile will  depend  largely  upon  his
family. Some families are content to remain, yearafter year, in the same neighborhood, the same com-munity, or even the same house. The child is thus notforced to meet the problems mobility gives rise tounless he. himself, wants to move up the social ladderor identify with a different group.
Since World War II. social mobility has become anincreasingly serious problem for children as well asfor their families. Many parents are anxious to havetheir children "better themselves." and so they moveto neighborhoods or communities where their chil-dren will have greater advantages. Children them-selves may have a strong drive to identify with a groupthat is regarded as superior to their present one.
Downward mobility is, likewise, a growing problemfor children today. There are two major reasons: First,divorce and the breaking up of the home is far morecommon than in the past, and second, with the growthof big business, men are far more likely to lose theirjobs than was true when business was on an individ-ual or a smaller-group scale. If the financial stabilityof the family is threatened, downward mobility isoften inevitable.
Box 11-8
SOCIAL MOBILITY
Horizontal MobilityIn horizontal mobility, there is a transition from onegroup to another on the same level. The move is generallymade for personal reasons. The child, for example, movesto a group he finds more congenial just as his parentsmove to a neighborhood they believe will be morecongenial.
Vertical MobilityIn vertical mobility, there is a transition from one socialstratum to another. The move may be ascending (upwardmobility) or descending (downward). In upward mobility,the person tries to improve his status by indentifyingwith a higher-level social group. He is motivated by adesire for advancement. In downward mobility, the personbecomes identified with a lower-level social group. Themove is usually involuntary. A family misfortune, forexample, may force the person to give up his associationwith a group because he is no longer able to afford theclothes or private schooling approved by the group. As aresult, he loses his status in it.
No one—adult or child—likes to skid down the socialladder. It is an ego-deflating experience because itimplies failure. Furthermore, the person resents havingto associate with people of a lower class; he considerstheir values, interests, and behavior patterns inferiorto those he has been accustomed to. Because down-ward social mobility means living in a less desirableneighborhood, having a house that is inferior to theold one. and having fewer material possessions, thechild will be unhappy about his new status. All this,added to the belief that the new group is inferior.'weakens his motivation to try to identify with it. Tomake the situation worse, the child is likely to findthat his old social group will not accept him since hehas changed his status and. with it. his neighborhood,his school, and his ability to have the status symbolsthey consider important.
Difficulties Children Encounter in Mobility. Of themany difficulties a child must face when he is sociallymobile—regardless of what kind of social mobility isinvolved—two are particularly damaging because thechild is intellectually, emotionally, and socially tooimmature to know how to cope with them. The first isachieving acceptance in the new group and thesecond is accepting as his own the values and be-havior patterns of the group.
Achieving Acceptance. To gain social acceptancein a new group, regardless of the child's age, thereare two essentials: making a favorable impression onthe group and showing enough aggressiveness toattract the attention of the group members without,at the same time, antagonizing them.
The importance of making a favorable first impres-sion was well illustrated in a study of assimilation ofnewcomers into groups. The study found a high cor-relation between acceptance on the first day in theclassroom and 11 weeks later. Older children tend tobe more choosy about the acceptance of newcomersthan younger children. The difficulty of gaining ac-ceptance varies, however, according to the nature ofgroup and the age of its members (120. 121).
Well-controlled and well-camouflaged aggressive-ness on the part of the newcomer is necessary to gainentree into the group. Rarely do established groupstake the intiative in making contacts with a new childunless he makes an extraordinarily favorable firstimpression. Under most conditions, the new childmust himself make the contacts by trying to talk withmembers of the group, by trying to attract their atten-tion, or by observing and imitating their play.
Since aggressiveness is often interpreted as pushi-
ness, a newcomer seldom knows just how much hemust do to win the group's attention and acceptance.The only kind of aggressiveness that a socially mobileperson can use successfully, without running the riskof social rejection on the ground that he is pushy, isaggression which Davis described as congenial anddisarming" (21). Few children have the social sophis-tication to know when pushiness replaces congenialand disarming " aggression.
Conformity to .\ew Standards. The second majordifficulty the child encounters in social mobility islearning to conform to new standards of approvedattitudes and behavior. When mobility is vertical, thechild encounters all the difficulties associated withgaining acceptance in a new group plus the necessityof learnmg to conform to new beliefs, new values, andnew behavior patterns. Adjusting to a new group isnever easy, even when it is composed of children ofsimilar backgrounds, interests, and values.
Upward mobility means improved standards ofliving and more prestigious social contacts. Parentsare thus anxious to help their children make a suc-cessful adjustment to the new social group, and theystress the importance of learning approved behaviorpatterns. Unless they know just what the new stan-dards are, however, it is difficult for them to offervery much guidance. Once a child gains some accept-ance, he can observe the approved patterns andvalues and model his behavior along those lines in thehope that, in time, the group will accept him fully.
Downward mobility has no appeal for the child orfor his parents, and so they are not motivated to iden-tify the approved standards of the new group or toconform to them. As a result, the child has littlechance of acceptance by the group, and even if hedoes win acceptance, he gains little satisfaction fromassociating with children whom he and his parentsregard as inferior.
Effects of Social Mobility. Whether social adjustmentis judged by objective or subjective standards, theoverall affects of mobility are usually unfavorable. Afamily may improve its standard of living, but the ef-fects on the social adjustment of the child can bedamaging. The most common effects and the onesthat lead to the greatest unhappiness and insecurityare described below.
Lack of Social Acceptance. Lack of acceptance isdifficult for any child. It is especially difficult for onewho enjoyed social acceptance in the neighborhoodfrom which he moved. Furthermore, it is hard for himto understand why he is not accepted in his new neigh-
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borhood or school. The more popular he was in hisformer group, the less satisfied he will be to have toform friendships with fringers or social isolates in thenew group (35. 102).
A child who has not enjoyed much social accept-ance in the old setting may be promised by parentsthat "things will be different" when the family moves.If they are not different, he will be more dissatisfied.
Effects on Family Relationships. Mobility alwaysputs a strain on family relationships. The strain may beespecially severe if the mobility is upward. Studies ofupwardly mobile families reveal that the children areconstantly driven by their fathers to achieve a higher-status position in their peer groups. The children are
closely supervised to prevent behavior that mightreflect unfavorably on the family and thus militateagainst its acceptance by the group with which itwants to be identified. Children are expected to excelin both school and social affairs. As a result of thispressure, the home atmosphere becomes emotionallycharged, and family relationships deteriorate (2. 88).Mobility also tends to weaken intergenerationalties. Families that have risen above their kin, or skid-ded below them, tend to break off the close ties thatgive children a feeling of security. Even in horizontalmobility, kinship ties weaken as families move intonew communities or new neighborhoods (2, 56).Figure 11 -4 shows how social mobility affects kinship
Figure 11-4. How social mobility affects kinship ties. (Adaptedfrom B. N. Adams, Occupational position, mobility and the kin oforientation, Amer. sociol. Rev., 1967, 32, 364-377. Used bypermission.)
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ties. While the relationships between socially mobileadults and their parents and siblings are. on the whole,fairly good, they are distant. This means that childrenhave fewer close kinship ties with grandparents,uncles, aunts, and cousins.
Effects on Schoolicork. Since social mobility isusually accompanied by geographic mobility, the childalmost always must shift to a new school. He oftenfinds that there are gaps in his schoolwork and. as aresult, may have to go back a grade in the new school.If he is not as well prepared as his new classmates, hemay do work far below his former standards. This is asource of concern for him and is likely to lead to fric-tion in the home, especially when parents put a highvalue on academic achievement i56  88).
Confusion about Social Expectations. Every grouphas its own values and social expectations, and achild may be confused when he discovers that t>e-havior judged acceptable in the old group is frownedupon in the new group. Until he learns the culturalvalues of his new group, he not only will be deprivedof social acceptance but may even be the object ofridicule and scorn (88. 89)
Lack of a Sense of Identity. The most common andmost serious source of dissatisfaction the sociallymobile child experiences comes from lack of a senseof identity. He feels that he does not belong anywhereeither in the old group with which he no longer hascontact or in the new group which has not acceptedhim as a recognized member (99. 102).
Lack of identity has three serious consequences forthe mobile child. The first is lack of opportunity tolearn what the group expects so that he can developvalues and patterns of behavior that will lead to socialacceptance. The child who is in a group but not of thegroup has no real way of knowing what group ex-pectations are.
The second is a feeling of insecurity. Lacking firmties with either the old or the new group, the childfeels insecure with everyone.
The third is the feeling of social isolation—of tieingfriendless. Because social mobility involves a sever-ance of emotional ties with former friends withoutcompensatory ties with new friends, the child lackswhat every child craves—playmates who want to playwith him and who accept him as a member of thegroup.
Overconformity. To compensate for their feelingsof insecurity, most socially mobile children tend tooverconform in appearance, speech, beliefs, and ac-tions. They are afraid that any differences they have
will t>e considered a sign of social inadequacy. Beingunsure of their status, they become status-consciousand want every possible status symbol—money tospend, a big home, and as many cars as the otherchildren s families have. Since parents are anxiousto have their children accepted by the right children,they are usually only too willing to supply the neces-sary status symbols, even if it means going in debt (88).
Hostility touard Inferiors. Closely related to statusconsciousness—and motivated by the need to com-pensate for feelings of insecurity—is the tendency tobe hostile toward all who are considered sociallyinferior, even family members. Much of the prejudicechildren have against minority-group members comesfrom feelings of insecurity, one common cause ofwhich is social mobility (88. 89).
Embarrassment. The insecurity of the sociallymobile child makes him self-conscious and embar-rassed in social situations. Age for age. he usuallyshows less poise than age-mates who have been morestatic. This creates the impression that he is immaturefor his age.
For the downwardly mobile child, embarrassment isintensified by feelings of shame. He realizes that hehas lost status in the eyes of others because he hasgone down on the social ladder rather than remainingstatic or climbing upward. The further his social de-scent, the more embarrassed and ashamed he is—reactions that play havoc with his personal andsocial adjustments.
In conclusion, it should be apparent that the dam-aging effects of social mobility on children far out-weigh the advantages. Bossard and Boll summed thesituation up correctly when they said that mobilityhas its advantages but we wouldn't wish them onanyone   (14).
Leaders and Followers
No matter what their ages, children in any groupseldom have a relationship of complete equality. Onechild usually stands out as the recognized leader,even when the group is made up of only two or threechildren. Shakespeare said, "As two men ride of ahorse, one must ride behind." So it is with children.Because of the prestige associated with leader-ship, every child at some time or other wants to be aleader. He is encouraged in this desire by his parents.Not only do they believe that leadership is a sure in-dication that their child has made superior social
Social Adjustments
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adjustments, but they also derive vicarious pleasurefrom the child's status. Few children, how^ever. achievethe status of a leader: most are follow/ers.
Whether a child w\\ play the role of a leader or afollower does not depend so much upon the qualitieshe has as upon the relationship of his attributes tothose of the group.//e may be a leader in one group anda follower in another. As long as he is able to meet theneeds of the group, he will be accepted as their leader.When he is no longer able to do so. he will be forced torelinquish his leadership role.
A leader is an accepted member of the group whomore nearly represents the group s ideal than othergroup members. The other members are willing tofollow him because he has demonstrated his masteryof social relationships, is able to elicit positive reac-tions toward himself from the group members, andcan contribute more than the other members to sat-isfying the needs of the group as a whole. A leader isnot just a person in authority: he is one who canarouse emotional reactions. Because of this, he has theability to get others to act in a certain way (22. 44. 59).
Leaders can be divided, roughly, into two categories.The first is the authoritarian leader—one who is abully and despot and who can lead by power alone.The authoritarian leader may win the respect of thegroup, but he rarely wins its affection. The second isthe democratic leader—one who shows great concernfor the feelings and interests of the group members.Such a leader leads by making suggestions ratherthan by giving orders. In contrast to the authoritarianleader, he wins both the respect and the affection ofthe group members.
Followers, like leaders, are accepted members ofthe social group with which they are identified: theyretain this status as long as they are willing to do whatthe majority of the group members want to do and aslong as they are willing to follow the leader.
Just as there are different kinds of leaders, so arethere different kinds of followers. Some follow be-cause following is easier than leading: others lack thequalities to be leaders. Some followers contributelittle to the group and are content to go along with thecrowd: others carry a heavy load for the leaders andwill do the work while the leaders get the credit.
Some followers are constructive members of thegroup: others are destructive—the tear-downers."who constantly criticize the leader and his policies.These are usually the children who wanted to be lead-ers but were not chosen: as a result, they are bitter andvindictive toward those who were chosen.
CHARACTERISTICS OF LEADERS AND FOLLOWERS
The qualities that distinguish leaders from followersdiffer in degree rather than in kind. That is why a childmay be a leader in one group and not in another. If achild has athletic skills superior to those of the othergroup members, for example, he will have a goodchance of being their leader. In another group, hisskills may be inferior to those of one or more of thegroup members: consequently, he will have littlechance of being selected as the leader.
Many of the characteristics commonly found in bothleaders and followers are more highly developed inthe followers. They may make the child a potentialleader—a potentiality which may or may not be real-ized, depending on the group he is in and on whatother traits needed for leadership he possesses. Thevery bright child, for example, is less likely to be aleader than the one whose intelligence is high but notso high that it sets him apart from the group. If thevery bright child is to be a member of the group, hemust often be content to be a follower. Similarly, achild from a very high socioeconomic background isless likely to be a leader than a child whose socio-economic background is only slightly higher than thatof the rest of the group. In the former, there is toomuch difference between the child and the group forthe members to feel comfortable with him. They mayfeel that his background has given him a false senseof his importance.
Certain differences between leaders and followersin childhood are predictable. While the traits thatdistinguish leaders also appear in followers, they are,as a rule, less developed in followers. Studies revealthat members of the peer group rate their leaders ashaving the best ideas, being best at getting others todo things, knowing best how others feel, and beingthe best looking (19. 86). Box 11 -9 lists the character-istics that most clearly distinguish leaders from fol-lowers.
DEVELOPMENT OF LEADERSHIP
Tradition holds that some people are born leaders.while others are born followers. As has just beenpointed out. however, many children who are followershave the same traits as the leaders, perhaps even in amore highly developed form. The use the child makesof his abilities determines whether he will be a leaderor follower; this, in turn, is determined largely by thetraining he has during the early years of life.
Box 11-9
nFFERENGES BrrWEEN LEADERS AND FOLLOWERS
' Appatranee. The header is not neoessa'  . z~^^'Hooking than the follower, tMjt he usua ., ~. • e;
a better overall appearance because c" -5clothes and grooming. He is usually larger, and
this commands attention and respect.
Popularity. The leader is always popular but apopular child is rtot always a leader. Some fol-lowers are popular because they are fun to bewith, while the leader Is liked because he has
won the group s respect.
Security. The leader has a sense of security,resulting from his realization of the groupsattitudes toward him. His security encourages
him to be flexible and creative.
Conformity to group ideal. The leader conformsmore closely to the group s ideal in appearance,behavior, and attitudes than the follower. Thisincreases the respect and esteem the group hasfor him.
Personal and social adjustment The leadermakes good personal adjustments because heis self-acceptant and confident that he hassomething to contribute to others. As he fssocially more active than a follower, he developssocial insight and learns how to deal demo-cratically and diplomatically with the groupmembers.
Maturity. Because of his age or training, theleader creates the impression that he is moremature than the other group members. He notonly controls his emotions better than they, buthe takes a realistic approach in everything hedoes.
Motivation. The leader's motivation is expressedin his willingness to make the sacrifices of time,effort, and personal desires required to playthis role. He is willing to accept responsibilityfor his failures as well as his successes.
Extroversion. The leader is able and willing toexpress his feelings toward others and to turnhis energies to activities that will benefit thegroup. The larger the group, the more importantextroversion is in the leader.
Studies of leadership reveal that it is not an inborntrait but is one which dlevetops over a reliatjivelly longperiod and with considierable effort on the part of thepotential leader. The child must learn the skills andhabits which contribute to social effectiveness, andhe must learn to play the roles essential for a leader.
of Eariy Expcheaces. The roots of leader-ship are found in earty childhood experiences. Withina family, some chiklren seem more predeposed toplay leadership roles tiian others. This is not so mucha difference in inlierent abilities as in thetreoinwnilhechiM receives from his parents and what they expectof liim. Only chiklren and oldest chikfcen are morelikely to develop leadership abilities than youngerchiklren. The oMest children in a family are givenmany responsibiities, while only diiklren becomemature for ttieir age because of their constant asso-ciation with ttieir parents (14).
of ChM TraiM^ Democratic chikJ trainingduring ttie early, formative years is far more likely toprovide an environment conducive to ttie developmentof leadership qualities than strict auttioritariantraining. Unfler democratic chiM training, family re-lationships are generally good, and ttie chiM devetopseffective patterns of social adjustment in ttie Imme. Hecarries these outside the tiome and is ttius able tomake satisfying peer adjustments. The child wtmmakes good peer adjustments has, in torn, many op-portunities to learn to be a leader.
Pattern of Leadersliip Devetopment
The pattern of development of leadership is predict-able and is similar for all leaders. Leadership ability
shows itself as soon as two children are placed to-gether. The dominant chiM takes ttie toys ttiat appealto him. Should the toy tie in ttie possession of ttieother child, he will push, pull, kick, and do everythingwithin his power to get it The leader inpnsehcoiyearsis usually superior to other memliers of the group insize, in intelligence, and gerterally in ageL Because ofhis superior age and intelligence, he lias more sug-gestions to offer for play, and thus ttie other chiMrenare willing to folk>w his lead. Sex is an unimportantfactor in leadership at this age. Girts often assume ttierole of leadership over boys as weti as over ottier girts.Likewise, social status, nationality, and ptiysicalattractiveness are not so important now as ttiey willbe  later.   Fairness and social responsitiility to the
^    *
4«  I
Snsa Jkiiiusmrann
^onip^. am ttre ottne* ttarc, sr^ imnpErt&Ttt (zrsrscrehs-ticiaf tt^&inicrl^HlEr TrTeGJTiittllteBdterSTEM«5rTTa--«s±s^f-contf CefTcs
DuTirrg ttre arrriv ahiidhaaii \*©H^ ttte lesCe^ terestn te the tvarmiccd acss: at ttre gmuflE. K+e ©soeirsottre^s to fbilroM Iria vwsres a^c iraKi^rnes aror^ outaullBTTifttr^ n^3^. Srcaiic ns^ecmcues ^eccDrrreton:t^fiTeBTiTic;^: fte^il TfTG -imssf dsxiscect arc a^cttte-crtliit necngrrizHi) 35 Ttre rn©¥ escsr. Ihncnintrai^. to^ttteSuilvi: vmftii tries tti lesat ay snite ferae ttre dacrrra:iSEdift by* attful! eBTCt rdreo" iuccesricrs. ^srzairs. oretsrr tJnliHS artf ttn^sas. ~"e dcicrrra- s rereraluodalfetcr lTO((i£fcilGwirc crce* tt^a* rt'e :nulu
ItTi &te oMkffiaacL *re escer -s-r=5srT5 tre jmurside^. STGulct: fre f^l irartt of grouc sececraicra. a^c^TDuict hrectiaj(aiitrait5lti5|3es^dsiike. neszar cssssprestige smi 15 n^amed) &y arctt'er A*rc. a" ttre mc~nrrerT. mere daap^V' a?jijrux;msres tt^e 5":aip j star-
As ctTiidttcicHi [iracr^sises. iesct©^ a^ Tesatteotl ffenrctlffenent actiuities—scrroGi arct dsss azrficES sjcrts.gsrrna ant (sanTmurnty graucs. ike ttie 00^ Scauisarct Qrt Scouts. TTre asrrre mic Jiwil rioflt rrHDeaBEBmi|j'rTs»e ^^e efflceraJiic ou^iffcaiomiKiiBaiteatiftiiiradraiGStgruups TiTU5ttTereiS2:tSTctSTC)» aTTtirg:c3Ji3fe^crrriicr=r
"C   55!&~    g^fg*"^ <^-nr apufjfjf,^-^mmj^ mrtiiiitlJMfm.   \JMirtTm  r
:icucT. 'c^ve^er rtre jsnBstf^s anril Sfpsvisnos yarnedfroiTT li^aHrrg c3ne ott3up a3lwty zsrr^' aMer tEr (!itt"i=r5cn<vn^ snd give ttirecinict Mtva *tsss aesnalteBaterainaruarrage ax@- arctfTe- >j«inc tds^ ttoe eopedi^ siitesUfta- egaeranp our seas esce^errce
The tenkrwme if lewxis'riiug arTGrrg cdci©' siriiilUSToHffera fraiTT ttr^ AdftictT (jroves sicces^ui aTTcrc^aurrge* crtidrar. The lesdgr car ae axttTGrtsrarr a'cQteSBSOttc only wnerr *re graupr s \»eTi a-ge arc slUiaritTToua ir its aamrstiorr arct resteer fer irirrr. Rirthe vncss oar. hew©*©" ttre leaie" rmist jwe ttre "esrofltltegraup somecJTGice tfn^, uTTunT; rnuat: mot orlutct ttis suggestions tiutt tie \«wilirg to felcw
• tf:'
iKsjuunuiiiii^ to  tr^t:UBBdbrr" Ths r. • :eEBRttjtr crvc\-r.r. :i
mnS neca^i:
WiRilE
.-..-:. — ^  r^pHDaJl^j'during' ^   '.' 'o HDaDomsE tline
ciarl*irciT'- :>i ".aiigwaiflDwiilll; i.-.acuxHS: im am irnpnrt&nrtt. ■   ; : .      - :■• mi\ ~e -ecs&-:■■ :::ileggi2ffliSx
1 : T.'i.   bdiUUBEtikiip
tteTds  ttE  SiHMine   rncne   :3eTssreTtt as drhidttcnati
fRultiRfc Cmmirsins ITtestitoiiEC   /J^fmrrrtfeBTqstffbuitHTS
srcznrs^ ^ersserne 3f l^dBTsStiCD dfff ttresE tttnsK2" icri" TiirnfiT.irT.
-intizf ir ztii ztnug^ ittiSTTucJtia^erftDTaciitlittiIt i eirC©^ m ^ ateSSlte gnuc) tttar tm mre'ARttiffiBETrenrcer? icmearctgoaTiliirrjwhiiiirrTeu^i rnfeTsssardi*ai^es sccea ^r 3c>«.« a: a I sees, zr^arxpsstceiffissscmaec Mittr rursranrirc aTienc aniiri" Z-zrss-luarTtu = low mhc s'oms TTa"<sr at'ienc ii~nTns?during ttte xarg age s iksu to SErrtiirueto re £ eatertttTTSug^iijUitt adcaesierTce ^Wneric ;sanccatcp' antfttaioi's r ■ncr Hmroci. r "iir^. a^ rrcr^ rr=iri(rn>*e 3iftittire eacer3^[r tt''a' "cnHtnenc zsriincsiici' ardJ^CT'cr;  '-^  5E'.
\Mi:v.im.i: f n ':tf. _^.uuir ~*e T;*iic ¥m 5 ataiTr-aDecia- : t e 9«;ils atcauriffld)irrftaTidirrg!2rrexr»mijrTc "srcli- ; : "itt J's inicra' rrrw* nee' -toxiKieAeTT&s 'eii;:.; i.Mrge "'tracrT. 't'e escsr will laneto)(U'a'ce *is TretTTCs 3r "rrestrc Ttsp t2S3& cot tttegrouc TPentre^ M»il to ernes' inrc: (Tinr z jatsrartorweater ^ trnjts :ato; to ieccme a~pF3* r ae* r^ittJ-*cot. r rectrrres rcrsesngu iTTCi:r*a^ Ta* £ inic!ttiDtiT ritiiCTsoe f *e vans to trri-rtrue to xe = eatarzr.itn It -.w. _,'uw >/,£|-' inicrsT^ cdscnMOTtra" eate"5nc ^snjrss rrcrr sairricss tttan tfteA a'sywilirg "c Tra«e. —j "t'tH' riitr=: tirs risir:^»'2'"t*a'n3nt5 eater s ''sta~tec ss e^ ssj atcrtcrae toar rares toiloM©" jrs Mf'c 3r~ eaters a-^ utter su^penecaf serrg Sqh^v—a(Dlraarre"snc toatiffi muttadhrireBail innijrs Sn^. ami ttte csttra' narci, aie ne^aratedi aes ttte'^aur^'' leadteis. (Eknoeopani^.. j^iaritar fpnesEttgs is£scc::aar Muttri Iteate'^ii'icr' aiTumig Usgi:^ ttter ariuiiij)tirs ^nese sstsa arrnutes flra*e s sttWDm® InffLuanoezv toe xniitoJs moiiuaiorn.
^xcmn VltllUfii^ a^n^ Itaistitence    ii.^Sit as ttteis
are'^actoris STCffluragrmg snerssfetoe if aateTs^qn.sn)toae aie same ttlisU rrriiitaE aganstt ilt. Ulhdter tttnseicrcinitrs   - ■ a; s xniksu to ie ^ersatent
^^itumni—. ' "r-u: ■»"'■';■-■—rr Lifou^'      'Atains
eater ii i.tit-; t-: > ; r;. t : i.-i: ::;'. ■:;.T!(tr nrsii^e tr.-eraBflifl(,tt1nE®ianifiD rmgrrrcir!'; .::-;.a;'■ ^'i-fj-ttrxH'' - -" T ,r Mn^ tUn©,^' dEmsite* toerr oduimii m^ttfer''Ti- "I'-i.:" - ~- r - : antstr toe tJ^ilB JoU^*i£U tiT^- icci: '..i.;. .":i :.'.;■ :-'T ;i"f f;irrT toa: teMiillce atie ic "aar -is scsn.; t       li grtutp is at-
i ■
lowed to make its own choice unless he demonstratesthat he is able to fill their needs.
Stopgap Leader. A leader selected to fill a gapcreated by the withdrawal of a chosen leader will notretain his leadership status or be selected for leader-ship roles again unless he proves to be a satisfactoryleader; he will be regarded merely as a "stopgap"until the right leader can be found.
Failure to Meet Group's Needs. Of all the condi-tions determining the retention of leadership status,the most important is whether the leader fills the needsof the group to the satisfaction of the majority of itsmembers. A bossy leader, for example, does not fillthe needs of the followers for independence and self-expression. Similarly, a leader from the "wrong side ofthe tracks" will not fill the group's need for a leaderwho is esteemed and respected by the peer group as awhole, even though he may have done so when themembers were younger and when socioeconomicstatus was not so highly valued as it is later.
LEADERSHIP AND FOLLQWERSHIP: SATISFACTIONSAND DISSATISFACTIONS
For some children, the satisfactions associated withthe roles of leader and of follower outweigh the dis-satisfactions. For others, the reverse is true. A briefcritical analysis will help to show why some childrenprefer to be followers while others are unhappy unlessthey are leaders.
Leadership. Judged by objective criteria, leadershipis regarded as a certain index of good social adjust-ment. The larger the group and the more often a childis selected for leadership roles, the better adjusted thechild is thought to be.
To judge a child's social adjustments fairly, however,one must also take into consideration the subjectivecriteria—how the child feels about being a leader.Most children enjoy the prestige of leadership and arewilling to pay the price in terms of extra work andsacrifice of personal desires. They are even willing togive up close, personal friendships in order to befriendly with all who want to be their friends.
As a result of the favorable attitudes of the socialgroup—peers and adults—the child leader develops acharacteristic leader personality, often labeled a"dynamic" personality. This personality pattern ischaracterized by self-confidence, assertiveness, and
an aloofness toward others that is manifested in lackof slavish conventionality and lack of close, warmfriendships with a few selected members of the peergroup.
Frequently, the child develops feelings of personalsuperiority, though he soon discovers that these feel-ings must be well guarded or he will acquire the repu-tation of having a "swelled head "—a reputation thatcould quickly lead to the loss of his leadership status.His feelings of superiority are likely to come to thefore, however, whenever he has to play the role offollower. He finds it difficult to play this role and oftentries to tell the leader how to do things.
Since every child leader has seen leaders come andgo, he is aware of the possibility that this can happento him too. If he hears grumblings of discontent, if hissuggestions are challenged, or if there is outrightcriticism of him as a person or of the way he is playingthe leadership role, much of his satisfaction is coun-teracted by feelings of anxiety and resentment.
Should he be replaced by another leader, his resent-ment against the group will be greatly increased, andin time he will come to doubt his own leadership abil-ity. Psychological damage is especially likely to occuramong children of low socioeconomic backgroundswho find that the leadership roles they once playedare later taken over by children of better socioeco-nomic backgrounds, even though they may not bemore competent leaders.
Foilowership. In the eyes of others, a follower is onewho has made poor social adjustments. Every child,sooner or later, becomes aware of this objectivejudgment. The more emphasis parents and teachersplace on "trying to be a leader," the more inadequateand the more resentful the child who is a followerbecomes. In time, this results in a personality patternthat will militate against his being able to be a leader,even though he should be selected for such a role. If,for example, a child who has never been selected asleader by the peer group is appointed to a leadershiprole by a teacher, the chances are that he will not playthis role to the satisfaction of the group, even thoughhe has the inherent potentials of a leader. His attitudetoward his ability lacks the self-confidence neededfor leadership, and his resentments make him behavein an antisocial way toward those who are his fol-lowers.This is one of the reasons why adults find it so
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difficult to develop leadership in children who. ac-cording to adult standards, have the potentials ofleadership but are not selected by the peer group.Even though the children may like the child and accepthim as a member of the peer group, they resent havingtheir prerogative of selecting their leader usurped.This makes them judge the leadership performance ofthe child more critically than if they had selected himthemselves. When they verbalize their criticisms ofhis leadership and rebel against his suggestions, thechild finds the role of leader less satisfying than hehad anticipated, and the attitude of the group in-creases his doubts about his leadership abilities.
As a result of such experiences, a child soon de-velops a follower complex —a firmly establishedbelief that he can be nothing but a follower. Thisoften affects his attitude toward accepting a leader-ship role later, should one be offered him. Studies ofadolescent and adult women, for example, revealthat many of them shy away from semiexecutive orexecutive roles in business and industry, not becausethey lack the ability or training, but because they de-veloped "follower complexes during the years whenthe leadership roles in their classes were held mainlyby boys and when they learned that leadership was notsex appropriate for a girl (88. 89).
How a follower will feel about his role will dependnot only on how much he wants to be a leader but alsoon how he is treated by the leader. If he wants to be aleader but is not selected, he will feel more inadequateabout his social adjustment than the child who iscontent to be a follower. He cannot be satisfied withthe follower role, however, unless he is satisfied withthe way the leader treats him. A child may not want tobe a leader, but. at the same time, he does not want tobe bossed by a leader. If the leader is democratic, thefollower is generally content to let someone else dothe work and assume the responsibilities while hereaps the benefits. This will not lead to feelings ofinadequacy, especially if he is popular and gains sat-isfaction from group acceptance.
Unquestionably, a child who enjoys his leadershiprole and who leads to the satisfaction of the group hasmade superior social adjustments. If the child leaderis anxious about his ability to hold the group togetheror retain his status, the success of his social adjust-ment as judged by subjective criteria is inferior to thatof the happy, contented follower.
The child who makes the poorest social adjustmentof all is the one who is forced to be a follower when
he wants to be the leader. Even if he does not showhis resentment openly, it will color his attitudes towardthe group and toward his participation in the activitiesthe group enjoys. If. on the other hand, he shows hisresentment by being a tearer-downer who tries topersuade other followers to join his rebellion againstthe leader and who undermines the morale of thegroup by his hypercritical, negativistic attitude, hewill soon discover that the important members of thegroup resent him. In time, this will lead to his rejectionby the group. Thus, judged both objectively and sub-jectively, his social adjustment is most unsatisfactory.
Highlights of Chapter 11
1. The child's social adjustments are evaluated byfour criteria: how his behavior in social situationsconforms to group expectations, how successfully hecan adjust to various groups, his attitude towardpeople and social activities, and the degree of sat-isfaction he derives from social contacts and from therole he plays in social situations.
2. The childs companions fall into three generalcategories: associates with whom there is no interac-tion, playmates with whom the child engages in pleas-ant activities, and friends with whom the contacts arenot only in play but also in communication.
3. To contribute to the child's socialization, his com-panions must have an interest in and affection for himand they must have interests and values similar to his.
4. Fluctuations in companionship during the child-hood years, which decrease as children grow older,are due to changes in interests and values, antisocialbehavior, lack of social insight, pressures from others,social mobility, and the treatment the child receivesfrom his companions.
5. Degree of social acceptance, commonly referredto as popularity, ranges from that of the star to that ofthe isolate. Between the two extremes are the ac-cepted, the fringer. the climber, and the neglectee.
6. The acceptance syndromes, which take two forms,—the success-oriented and the goodness-oriented—include a predominance of traits which are generallyadmired by the child's age group. The alienation syn-dromes, in their three forms—the recessive, thesocially   uninterested,   and   the   socially   ineffective
■. -v*
—include a predominance of traits which lead tosocial rejection.
7. The degree of social acceptance a child enjoysis influenced by the first impression he makes onothers, his looks, physical condition, intelligence,academic achievement, social insight, sex, proximityto the group, relationships with his family, groupexpectations, differentness from the group, the sizeand socioeconomic status of his family, and the halohe has acquired.
8. The degree of social acceptance the child enjoystends to be persistent because the conditions—per-sonal, familial, and environmental—responsible forhis acceptance are largely persistent.
9. Since social acceptance is important to a child asa source of social learning and of social and self-
evaluation, attempts have been made to help childrenimprove their social acceptance. These have met withonly limited success.
10. Social mobility, which may be either horizontalor vertical, is a serious obstacle to social adjustmentand, as such, contributes to poor personal adjustmentand unhappiness.
11. Whether the child is a leader or follower dependspartly on the group with which he is identified andpartly on whether he possesses the traits admired bythe group in more highly developed forms than othergroup members.
12. Because the statuses of leaders and followerstend to be persistent, it is essential that the child bereasonably well satisfied with his role, either as aleader or a follower, if he is to make good personal andsocial adjustments.
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CHAPTER TWELVE    Play
THE HUMAN LIFE PATTERN is divided into two sep-arate and distinct spheres—the world of workand the world of play. According to tradition,the former belongs to adulthood and the latter tochildhood. Work is often regarded as an evil necessaryto ensure survival, while play is fun.
Many parents, in keeping with the belief that child-hood must be happy and carefree if children are togrow up to be well-adjusted adults, want their childrento live in the world of play as long as possible. Theyprovide them with all kinds of play equipment and freethem from home duties and responsibilities. With thepresent-day emphasis on making good social adjust-ments, parents encourage their children to play withother children, and they choose homes in areas whereplaymates will be readily available.
Schools have acknowledged the educational valueof play by introducing into the curriculum organizedgames and sports, dramatics, singing, and art.
Today more than ever before, manufacturers oftoys and play equipment emphasize the educationalvalue of their products. Many parents feel that ifexpensive toys have an educational as well as a funvalue, they must be worth the personal sacrificeneeded to purchase them. Similarly, to counteractsome of the criticism leveled against them, TV pro-ducers currently emphasize the educational value ofchildren's television programs.
Meaning of Play
Play ' is a term so loosely used that its real signif-icance is apt to be lost. In its strictest sense it meansany activity engaged in for the enjoyment it gives,without consideration of the end result. It is enteredinto voluntarily and is lacking in external force orcompulsion.
Play may be either active or passive. In active play,the enjoyment comes from what the individual does,whether it is running just for the fun of running orconstructing something with paints or clay. Childrenengage in active play less as they approach adoles-cence and have more home and school responsibil-ities and a lower energy level, owing to rapid growthand body changes.
In  passive   play—generally   called     amusements—enjoyment is derived from the activities of others.The player himself expends a minimum of energy. Thechild   who   enjoys   watching   other   children   play.watching people or animals on television, looking at
the comics, or reading books is playing with a mini-mum expenditure of energy, but his enjoyment maybe equal to that of the child who expends greatamounts of energy in the gym or on the playground.At all ages, children engage in both active and pas-sive play. The proportion of play time devoted to eachdepends not on the child's age, however, but uponhis health and the enjoyment he derives from each.While, typically, active play predominates in earlychildhood and amusements in late childhood, this isnot always true. A young child may prefer televisionto active play, for example, because he has not learnedhow to play the games of his age-mates and. there-fore, is not an accepted member of the peer group. Ifhe learns to play well enough to be accepted as a gangmember later, his interest in active play will replacehis earlier interest in such amusements as reading andtelevision.
•Work " and drudgery " differ greatly from play.Work is an activity toward an end: The individual car-ries out the activity, not necessarily because he enjoysit. but because he wants the end result. Work may bedone voluntarily or involuntarily. Drudgery—work thatis imposed on the individual by others—has no ele-ment in common with play; it is not engaged in volun-tarily, nor is its end result important to the person.
Traditional Attitudes toward Workand Play
Traditionally, all leisure has been associated with loaf-ing and wasting time that might be spent more profitablyin other activities. This point of view was expressedin the saying that 'idle hands will find some mischiefto do." Leisure-time pursuits were kept strictly forthe end of the day or for holidays.
Work, by contrast, has been held in high esteem. Itwas traditionally regarded as the most acceptableway for a person to demonstrate his worth. If heworked hard, it was believed, he would not only suc-ceed in whatever he undertook—his schoolwork orhis vocation—but he would gain prestige in the eyesof the social group (34, 78).
Today, with automation eliminating work by handand with big business replacing individual enterprise,the high cultural value traditionally attached to workand the low cultural value attached to leisure arebeing questioned (34). This questioning has comepartly from evidence that social esteem is no longerlimited to those who work hard but is also given to
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Chapter Twelve
those who play hard. In some parts of our society,peer as well as parental esteem is higher for childrenwho stand out in athletics or other extracurricularactivities than for those who are successful academ-ically (21).
Psychological and sociological studies have beenfinding that play has values undreamed of in the past.Consequently, the traditional view that leisure ac-tivities are a waste of time is no longer accepted asvalid. Instead, play is beginning to receive as high avalue rating as work, and in childhood, an even higherrating (34). In this chapter, the advantages of playwill be examined and the different kinds of childhoodplay will be evaluated.
PLAY VERSUS WORK
Although many people try to make a distinction be-tween work and play activities, no activities may beclassed exclusively as either. Whether an activity be-longs in one category or the other depends not uponthe activity itself but upon the individual's attitudetoward it. Collecting, for example, is a form of play fora child or an adult who makes it a hobby, but it is workfor the person who collects articles to sell for a profit.Figure 12-1 shows that the same activity may be play,work, or drudgery.
Any activity that is directed toward an end otherthan enjoyment cannot rightly be called play. Gamesand sports are play to young children because winningor competing does not enter in; the only aim is tohave fun. As children grow older, however, rivalrybetween gangs becomes important, and games orsports then become highly competitive. As a result,these activities become more like work than play. The
end result is to beat the rival gang rather than to enjoythe activity itself.
In Box 12-1 are shown several elements that com-monly appear in both work and play. Their appearancein each activity, however, varies quantitatively as wellas qualitatively. An activity regarded as play will thusdiffer markedly from one regarded as work (62).
RELATIVE TIME SPENT IN WORK AND PLAY
"All work and no play makes Jack a dull boy." inrecent years, this has been interpreted to mean thatthe more play the child has. the happier, more alert,and better adjusted he will be. Evidence from studiesof the value of play and work, however, suggest thatwork contributes to the psychological well-being ofthe child just as play does (34. 78. 114).
How much time should be devoted to play and howmuch to work will depend on the age of the child andhis personal needs. Some children derivetheirgreatestsatisfaction from work achievements, and others,from play. As children grow older, personal satis-faction from work often becomes increasingly im-portant and satisfaction from play less important.
To date, there is not sufficient scientific evidence toindicate the relative amounts of time that should bedevoted to work and to play to achieve the best per-sonal and social adjustments. One can conclude whatthe best balance is. however, from studies of social-class differences in relative time spent on work andplay, and then compare this with what is known aboutpersonal and social adjustments of children and adultsof different social classes. While it is true that otherfactors contribute to good or poor adjustment, how aperson spends his time is an important factor.
Box 12-1
	IMPORTANT ELEMENTS IN WORK AND PLAY

	Common Elements
	
	Play
	
	Work

	Energy level used
	
	Low
	
	High

	Clarity of goals
	
	Unspecified
	
	Specified

	External symbols of evaluation
	
	Nonessential
	
	Essential

	Types of skills needed
	
	Varied
	
	Less varied, designated

	Satisfactions accrued
	
	Many and frequent
	
	Periodic and infrequent

	Suspension of judgment of perfc
	rmance
	Frequent because irre
	levant
	Infrequent because relevant


There is evidence tinat ciniidren from the middle andupper socioeconomic groups make better personaland social adjustments than those from the lowergroups (67). Social adjustments were discussed inChapter 11, and personal adjustments will be coveredin Chapter 18. It is safe to conclude, from the evidencenow available, that neither extreme—all work and noplay or all play and no work—is as satisfactory as acombination of the two. Which should be given greaterweight or whether they should be equal will dependon the age and personal needs of the individualchild.
To determine whether a child has the right com-bination for him, one can apply a relatively simplecriterion. When a child begins to be bored with playand asks, "What can I do now? the scale has beentoo heavily tipped on the play side. If he is bored withhis studies or home duties, or if he begins to workbelow his capacity, it suggests that the work side ofthe scale has been overloaded: he then needs moretime and opportunity for play.
Value of Play
Play is such an accepted part of life today that fewpeople stop to consider its role in the child's develop-
ment. Millichamp has written that play "helps thechild to develop as a person" (70). Play makes manycontributions to this goal which cannot be madethrough other channels.
Physical Value. Active play is essential if the child isto develop his muscles and exercise all parts of hisbody. It also serves as an outlet for surplus energywhich, if pent up, makes the child tense, nervous, andirritable.
As childhood progresses, many children find pas-sive play, such as reading, watching television, orgoing to the movies, more pleasurable than activeplay. Their attitude toward different kinds of play isgreatly influenced by the attitudes of significantpeople in their lives, especially parents and peers.Martin and Vincent (65) have stated:
The attitude of parents toward physical play and ex-ercise has much to do with the child's attitude. If theparents are enthusiastic about games and sports, orabout walks in the open, they will participate in these,sometimes sharing the activity with the child, sometimesteaching the child basic skills in the various sports,but all the time setting an example and passing on theirenthusiasm. If, on the other hand, the parents consider
Figure 12-1. The same activity can be "work," "play," or"drudgery" for the child.
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intellectual activities to be the only desirable way tospend time, and if they regard sports and games assomething for the unintelligent only, they may discour-age activities involving physical play. And the child,consequently, may be retarded in his progress in generalbody control.
Therapeutic Value. Play is therapeutic. In everydaylife, the child needs some release from the tensionsthat the restrictions imposed by his environment giverise to. Play helps him to express his emotions and getrid of pent-up energy in a manner that w\\\ win socialapproval (see Chap. 9).
This purpose may be served by active physical playor by indirect methods, such as identifying with acharacter in a book, in a movie, or on television. Asthe child reads a story or watches a play unfold on thescreen, he can give vent to his fears, resentments,anxieties, or even his joys and thus clear his system(74, 91, 97).
Play also provides an outlet for needs and desireswhich cannot be met in any other way. If they are metsatisfactorily in play—in dramatic play or throughidentification with fictional characters—the frustra-tions of daily life will then be lessened. The child whowants to be a leader, for example, may not be able toachieve this status in real life, but in dramatic play,he can be the father, the teacher, or the general of hisarmy of toy soldiers (20, 42, 60).
Educational Value. Through his play with toys, theyoung child learns the shapes, colors, sizes, andtextures of objects as well as their significance. Ashe grows older, he develops many skills in games andsports. Exploring, collecting, and other favored playactivities in late childhood furnish the child with in-formation that cannot be obtained from school books.Books, plays, concerts, and well-selected moviesbroaden the child's knowledge and at the same timegive him enjoyment. Material in books and movies andon television is often presented with vivid imagery andin exciting forms; it captures and holds the child'sattention, thus increasing his motivation to learn.Play helps the child to comprehend and control theworld in which he lives and to distinguish betweenreality and fantasy (93, 114).
Creativity Value. Play offers the child an opportunityto be creative. He can experiment and try out his ideasin toy play, in constructions of different sorts, and indramatizations. Once he learns that creating some-
thing new and different can be satisfying, he willtransfer his creative interest to situations outside theplay world. Creativity will be discussed in detail inChapter 13.
Self-insight Value, in play, the child learns abouthimself and his relationships with others. He learnswhat his abilities are and how they compare with thoseof others. This enables him to establish a more defi-nite and realistic concept of himself. In addition, helearns about his problems and how to face them.
Play permits the child to experiment and to test hisabilities without taking full responsibility for hisactions, as he would have to in more serious activ-ities. In drawing, for example, he can experiment asmuch as he pleases and know that he will not begraded on the basis of what he has drawn. In play, thechild assumes many different roles and thus learnswhich roles give him the greatest satisfaction and atthe same time enable him to establish the most satisfy-ing relationships with others.
Social Value. By playing with other children, thechild learns how to establish social relationships withstrangers and how to meet and solve the problemssuch relationships bring. Through cooperative games,even with adults, he learns to give and take. Adultstend to be tolerant of children's aggressive tendencies,however, and so cooperation is more readily learnedfrom play with other children.
One of the greatest social values of play is that thechild learns the appropriate patterns of the sex rolethat society expects him to fulfill. By pretending to bethe people who embody the socially approved pat-terns of behavior for his sex group, he learns whatthese patterns are. Very early in his play life, he dis-covers that certain toys and play activities are appro-priate for members of his sex, while others are appro-priate for the other sex. This makes him sex-roleconscious—an essential to learning the approved rolein other areas of life.
Moral Value. Play makes an important contributionto the moral training of the child. Although he learnsat home and in school what the group considers rightand wrong, the enforcement of moral standards isnowhere so rigid as in the play group. The child knowsthat he must be fair, honest, truthful, self-controlled,a good sport, and a good loser if he is to be an ac-ceptable member of the play group. He also knowsthat his playmates are far less tolerant of his lapses
from the accepted codes of behavior than parents andteachers. He therefore learns to toe the nnark morequickly and more completely in play than in any othersituation.
Characteristics of Children's Play
Studies show that children's play has certain charac-teristics that differentiate it from adult play. Thesecharacteristics are practically universal, as the fol-lowing paragraphs will show.
Play Is Influenced by Tradition. Since the activ-ities in any culture are more or less stereotyped, theplay of little children in a particular culture changeslittle from generation to generation, whatever thespecific neighborhood environment. Young childrenimitate the play of older children, who have imitatedthe play of the generation of children preceding them.Thus, in every culture, one generation passes down tothe next the forms of play it finds most satisfactory.
Studies reveal that pictures of children in differentcultures and at different times in history show themplaying with balls and other toys not unlike those usedby American children today. For example, when babiesare just beginning to walk, a walking toy. used as aprop to help them maintain their balance, has beenrecognized for centuries as a favorite toy.
The influence of tradition has also been observedin the drawings of children of different cultures. Acomparison of the drawings of Bedouin children andAmerican children shows that those of Bedouin chil-dren are, by tradition, small compared with those ofAmerican children of the same age. Bedouin drawingsaverage approximately 2 inches in height, while thoseof Americans average approximately 6. Traditionally,drawings of Bedouin children show rectangular humantrunks and an absence of clothing: those of Americanchildren show clothed and rounded trunks (25).
The influence of tradition is also apparent in theseasonal patterns of children's play. Roller skates,jumping ropes, jacks, and bicycles come out on thefirst warm days of spring. With the approach ofwinter, children look forward to snow for sledding,snowball fighting, ice skating, and—in rural districts—sleigh riding.
Play Follows a Predictable Pattern of Development.From early babyhood to maturity, certain play activ-ities are popular at one age and not at another, re-gardless of the environment, nationality, socioeco-nomic status, and sex of the child. These play activities
are so universally popular and predictable that it iscustomary to divide the childhood years into specificplay stages, each with its own name. These stages aredescribed in Box 12-2.
Different kinds of play also follow predictable pat-terns. SZoc^ p/av, it has been reported, passes throughfour distinct stages. In the first, the child merelyhandles and carries blocks and piles them in irregular
Box 12-2
STAGES IN PLAY DEVELOPMENT
Exploratory Stage
Until the baby is about 3 months old, his play consistsmainly of looking at people and objects and making ran-dom movements in an attempt to grab objects held beforehim. From then on, his arms and hands come underenough voluntary control to enable him to grasp, hold,and examine small objects. After he can walk, he playsby pushing or pulling wheel toys. Figure 8-2 shows thepercentage of waking time babies spend exploring toys.
Toy StageToy play begins in the first year and reaches a peak be-tween 7 and 8 years. At first, the child merely exploreshis toys. Between the ages of 2 and 3 years, he imaginesthat they have life qualities—that they are capable oftalking, acting, and feeling. As he develops intellectually,he is no longer able to endow inanimate objects withlife qualities, and this dampens his interest in them.Other factors that contribute to a decline in toy play arethat it is mainly solitary and the child wants companion-ship, and after entering school, he regards toy play asbabyish.
Play Stage
After the child enters school, his play repertoire greatlyincreases, giving this stage its label. At first, he continuesto play with toys and, in addition, becomes interested ingames, sports, and hobbies.
Daydream StageThe older child loses interest in the play activities heformerly enjoyed and spends much of his play time day-dreaming. The characteristic daydreams of the pubescentare of the martyr type, in which he sees himself as mis-understood and mistreated by everyone.
masses: in the second, he constructs rows and towers;in the third, he develops techniques for building morecomplicated designs; and in the fourth, he dramatizesand reproduces actual structures. At 3 years of age—in the first stage—the child is primarily concernedwith balance and size and ways of combining blocks;by 4, he begins to make crude and sprawling struc-tures, loosely hung together; at 5, he can build highlyintegrated, carefully balanced structures; and at 6, heuses these intricate structures as settings for dramaticplay (63. 72). Definite patterns also appear in drawing,starting with scratching and dotting with a crayon inthe 1-year-old and developing into drawing picturesagainst backgrounds by the time the child is 8 (25, 99).Similarly, reading interests and interest in movies,collecting, television, radio, and singing develop in amore or less regular order and at predictable times.
Play Activities Decrease with Age. The number ofplay activities engaged in gradually decreases aschildren grow older. Comparative studies have re-ported that among 8-year-olds, an average of 40.11different play activities are engaged in during 1 week,while among persons 12 years old and older, the av-erage is 17.71. Activities involving play with otherchildren likewise decrease with age. At 7'/? years, theaverage is 27, as compared with 21 at IIV2 years and13 at I6V2 years (99, 114).
The decrease is due to a number of reasons. Olderchildren have less time available for play, and theywant to spend it in ways that give them greatest en-joyment. As their attention span increases, they canconcentrate on a play activity longer instead of flit-ting from one to another as they did when they wereyounger. Children abandon some activities becausethey have become boring or are regarded as babyish.For example, kindergarten children show a decreasinginterest in blocks as other materials—paints, clay,crayons, and chalk—offer a greater variety of in-teresting activities.
The narrowing of the number of play activities maybe the result of lack of playmates. Children who are notaccepted in the peer group find themselves limitedto activities they can enjoy alone. This is especiallytrue for older boys, because most of the play of thisgroup centers in gang activities.
Time Spent in Play Decreases with Age. As leisuretime decreases because of new schoolwork and newduties, the child has less and less time for play.
Time Spent in Specific Activities Increases withAge. Because of their short attention span, littlechildren go from one toy to another or from one play
activity to another. As they grow older and intellec-tually more mature, they comprehend more, theirinterest does not wane so quickly, and they can attendto what they are doing for longer periods. When in-terest in an activity wanes, however, children spendless time on that activity (63).
S'umber of Playmates Decreases with Age. A you ngchild will play with anyone who is available and willingto play with him. When he finds a child who is playingin a more interesting way, he will shift from the childhe is with to the new one. In a neighborhood orschoolgroup, he regards all group members as potentialplaymates.
After the child becomes a member of a gang, allthis changes. He wants to play with a small, selectgroup—/j/s gang—whose members have common in-terests and whose play gives him particular satisfac-tion. He limits the number of his playmates and spendsall his play time with them (28). This is true of chil-dren of both high and low socioeconomic status (seeFigure 12-2).
Play Becomes Increasingly Sex Appropriate. Ba-bies and very young children make little distinctionbetween boys' toys and girls' toys, and children ofboth sexes play in much the same way. By the timethey enter school, however, boys are clearly awarethat boys do not play with certain toys unless theywant to gain the reputation of being sissies (24).
Boys not only drop their girl playmates when theyenter school but they also shy away from all play ac-tivities which are not regarded as appropriate forthem. Even when girls prefer play activities which thesocial group regards as "masculine," they, like boys,are influenced by social pressures to play in a sex-appropriate manner. As a result, the sex appropriate-ness of all children's play increases each year.
Childhood Play Changes from Informal to Formal.The play of little children is spontaneous and informal.The child plays when and with what toys he wishes,regardless of time or place. He does not need specialplay equipment or special playclothes. Gradually,play becomes more and more formal. During the gangage, for example, the child feels that special clothing,special equipment, and a special place for play areessential. Appointments are made to meet and playat a definite time, and each player is expected toappear promptly.
Play Is Less Physically Active as Children GrowOlder. During the first three grades in school, chil-dren care little about sedentary play until late in theday, when they are tired. Then they like to watch tele-
vision or be read to. From grade four on, however,there is a gradual increase in time spent in reading,going to the movies, watching television, listening tothe radio, listening to music, and watching sportsevents.
Interest in active play reaches its lowest point duringearly puberty. At that time, children not only with-draw from active play but also spend little time reading,playing indoor games, or even watching television.Most of their playtime is devoted to daydreaming—aform of play that requires a minimum expenditure ofenergy.
Childhood Play Varies Greatly. Although all chil-dren pass through similar and predictable stages ofplay, not all children play the same way at the sameage. Variations in children's play may be traced to anumber of factors, the most important of which aregiven in Box 12-3. A survey of the different kinds ofplay children engage in will show how large the playrepertoire of the typical child is. It is important tonote, however, that not all children engage in all theplay activities discussed below, though most childrenengage in a majority of them at some time or other.There are also certain ages when each kind of play isespecially popular and gives the maximum satisfac-tion.
Free, Spontaneous Play
The child's earliest play is free and spontaneous. Ithas no rules and regulations and is, for the most part,solitary. The child plays as he wishes to play and stopswhen he is no longer interested. This kind of playloses popularity late in childhood, when competitivegames are more favored.
Free, spontaneous play is mostly exploratory. Thebaby derives keen enjoyment from stimulating thesense organs and experiencing different sensations.By the time he is 3 months old, he explores his toysand any other objects within his reach by sucking,banging, and pulling at them. Refer to Figure 8-2 fora graphic illustration of toy manipulation during thefirst year of life. By the end of the first year or the mid-dle of the second, the child turns to more complicatedforms of play that match his developing mental ability.
Studies of the exploratory play of babies show thateven as early as the first year of life there are sexdifferences in play. Boys and girls may play with thesame kinds of toys, but they use the toys differently.Boys are more active and more destructive. Girls, by
contrast, spend more time in exploratory play anddisplay more fine-muscle coordination; as a result,they are less destructive. Whether these sex differ-ences reflect parental encouragement or the morerapid mental and motor development of girls has notbeen determined experimentally (38, 55, 83).
Figure 12-2. Percentages of play participants indifferent sizes of group in schools of high and lowsocioeconomic status. (Adapted from R. R. Eifermann,Level of children's play as expressed in group size,Brit. J. educ. Psychol., 1970, 40,161-170. Used bypermission.)
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Dramatic Play
In dramatic or make-believe play, the child, throughlanguage or overt behavior, deals with materials orsituations as if they had attributes other than thosethey actually have. Dramatic impersonations usuallybegin between the ages of V 2 and 2 years and reachtheir peak at about 5' 2 years (40, 64). This kind ofplay loses much of its appeal after the child entersschool because he then begins to view life morerealistically. His ability to attribute living qualities toinanimate objects and to imagine that situations aredifferent from what they actually are decreases as hisability to reason increases.
Very bright children enjoy dramatic play even morethan children of lower intellectual levels. They usuallylose interest in this play quite early, however, because
their reasoning ability develops rapidly and they be-come realistic relatively early. Girls, as a rule, engagein dramatic play more than boys, though it is popularwith members of both sexes. It is no more popularwith solitary children than with those who have otherchildren to play with. In fact, having playmates to takedifferent roles in a make-believe situation enhancesits pleasure for most children. Because dramatic playis a form of creativity, it will be discussed in detail inChapter 13.
Daydreaming
Daydreaming is a form of mental play. The role thechild adopts in his daydreams is dramatic, heroic,fanciful, and remote from daily life. In make-believe
Box 12-3
FACTORS INFLUENCING CHILDREN'S PLAY
Health
The healthier the child, the more surplus energy he hasfor active play, games, and sports. Children who lackenergy prefer passive play.
Motor DevelopmentAs children's play at every age involves motor coordina-tion, what the child will do with his play time will dependon his motor development. Good muscle control enablesthe child to participate in active play.
IntelligenceAt every age, bright children are more active than theless bright, and their play shows greater ingenuity. Asthey grow older, they show more interest in intellectualgames, in dramatics and construction, and in reading.Bright children show a greater balance of play interests,including both distinctly physical and distinctly intellec-tual pursuits.
SexBoys play more strenuously than girls and prefer gamesand sports to all other kinds of play. In early childhood,boys show a greater range of play interests than girls, butthe reverse is true in later childhood.
Environment
Children from poor environments play less than others,owing to poorer health and less time, equipment, andspace. Children from rural environments play less thanthose from urban areas, owing to fewer playmates, lessequipment, and less free time.
Socioeconomic Status
Children of higher socioeconomic groups prefer activ-ities that cost money, such as going to skating rinks andathletic contests; those from the lower groups engage inactivities costing little money, such as ballgames andswimming. Social class influences the books the childreads, the movies he sees, the kind of recreational groupshe belongs to, and the supervision he has.
Amount of Leisure Time
Amount of play time depends primarily on the family'seconomic status. If household duties or jobs take upmost of his out-of-school time, the child is too tired toengage in activities requiring a large expenditure ofenergy.
Play EquipmentThe play equipment the child has influences his play. Apredominance of dolls and toy animals encourages make-believe play; a predominance of blocks, paints, and clayencourages constructive play.
play, the child may play the role of an aviator by don-ning an aviator's cap and pretending to ride throughspace as he runs across the playroom with a toy air-plane held above his head. In a daydream, he seeshimself as a real aviator, garbed in all the colorfulclothing of an aviator and riding through space at thecontrols of a real airplane.
While the young child generally centers his make-believe play around the mundane experiences ofdaily life, such as playing house or playing Sundayschool, the daydream has more glamour, romance,and excitement in both setting and action. Many ofthe ideas for daydreams come from books, comics,movies, and television programs that have an elementof the fanciful or the unreal (40, 83).
About the time the child enters school, daydreamingreplaces make-believe play. It reaches a peak duringpuberty. It is popular among older children when theyare bored or restricted in other play, as when theymust sit through a long, drawn-out family meal. Awell-adjusted child usually daydreams only when hecannot engage in other forms of play. The pooWv ad-justed child, by contrast, substitutes daydreaming forplay with other children or for constructive play.
Most children are too full of energy to be satisfiedwith such inactive play as daydreaming. With therapid growth and physical changes that accompanypuberty, however, the child's energy is depleted, andhe substitutes mental for physical play. Girls daydreammore than boys at every age. At puberty, girls developmore rapidly than boys and, consequently, have lessenergy for active play. Since daydreams are a form ofcreativity, the pattern of daydreams and their contentwill be discussed in more detail in the next chapter.
Constructive Play
Up to the age of 5 or 6 years, the child puts objectstogether without a preconceived plan or pattern. If,by chance, they resemble a familiar object, he is de-lighted. From the age of 6, however, he uses materialsspecifically and appropriately for building.
Early constructive play consists of making mud pies,building mountains or tunnels from sand, and playingwith blocks, beads, scissors, clay, paint, crayons,and paste. Although young children may make some-thing that has a definite meaning and can be recog-nized, the object's practical use is of secondary im-portance. In block building, for example, children calltheir structures "houses" or 'boats," but not untilafter the third year is block construction coordinated
with dramatic play. By the time they reach kinder-garten, most children shift their interest from blockbuilding to clay modeling, finger painting, playingwith puzzles, and making collages.
Boys produce large, crude structures in connectionwith their outdoor play. Girls, on the other hand,construct finer and more delicate objects; they makedoll clothes, paper dolls, and drawings.
The young child is pleased with whatever he makesand proudly displays it to anyone who happens to bepresent. Later, he becomes more critical of his work-manship, especially in painting and drawing. He notonly ceases to boast about his work but often coversit up or even destroys it if others come to look at it.
At first, most children's constructions are not goal-directed. They are not, therefore, a form of creativity.Even before children enter school, however, theirconstructions begin to show signs of originality. Eachyear, as they grow older, originality becomes moreimportant than mere duplication of what they see indaily life. This new element and its role in givingchildren satisfaction from their constructive play willbe discussed in the following chapter on creativity.
Music
Music in its many forms appeals to children as a kindof play. Whether they perform or listen, they derivekeen enjoyment from it. Regardless of their musicaltalent, little children like to sing. The baby engagesin this form of self-expression when he introducesrhythm into his babbling. It gives him great pleasure,and he laughs heartily at himself. Children give abodily response to music while they are still in thecrib. Later, they spontaneously walk, hop, and clapto the accompaniment of music. By the age of 4 or 5years, most children can sing simple melodies, beatgood rhythm, and recognize simple tunes. When theydo not know all the words of a song, they supply theirown (52).
Young children like to listen to music produced byothers. Among preschool children, listening to rec-ords is popular, but in the latter part of childhood,listening to music on the radio becomes a favoritepastime. Children derive the greatest enjoyment fromlistening to music produced by themselves, eventhough it may be vastly inferior to that produced byothers.
The way children use music as a form of play fol-lows a developmental pattern. At 2 years, the childdances to radio or phonograph music; at 3, he likes
to watch and listen to a phonograph, he can recognizeseveral melodies, and he may have his favorites. Ayear later, he can run the phonograph himself, helikes to experiment with the piano, and he can singsongs correctly and likes to dramatize them. At 5years, the child may pick out tunes on the piano andlearn to play a few familiar, simple melodies: he likesto sing or dance to music on the radio or phonograph.At 6, he enjoys his own phonograph records. At 7, hehas a craving for piano or dancing lessons and likesto use various percussion instruments: at 8. he showsless desire to practice but likes to have an audiencewhen he plays: he like to play duets, and he may evenimprovise passages of his own. At 9 years, the childreally applies himself to practice; he is beginning tobe interested in composers, and he enjoys executingstaccato or legato notes (80. 85).
Singing is the most frequent form of musical ex-pression because it requires no technical training.Children's favorite songs vary according to theirmajor current interests. During the first four gradesof school, children's songs are the most popular. Asthe child grows older, there is an increased interestin classical, folk, and patriotic songs and less interestin religious and holiday songs. Interest in popular anddance music increases with age (35. 79, 80).
Collecting
Collecting things is a common kind of play for everynormal child. It begins during the preschool years,usually by the time the child is 3 years old. At first, thechild collects anything and everything that attractshis attention, regardless of its usefulness. It gives himpleasure to pick up things and carry them home, wherehe usually puts them with his toys and other posses-sions. Once collected, things are often forgotten.After the child starts to play with other children.however, he often trades what he has collected forthings his playmates have.
From the time children enter school until theyreach puberty, collecting things that interest them atthe moment or are similar to what their playmatescollect is one of the most popular forms of play forboth boys and girls. It gives them a sense of pride tohave larger collections than their playmates, and theyoften engage in long trading or bartering sessions.
At no time is collecting motivated by a desire tomake use of what is accumulated. Thus, collecting isplay in the strictest sense because the enjoymentcomes more from the activity itself than from any
practical value it might have. The older child usuallykeeps his collection in some systematic arrangement,as in carefully labeled envelops or jars. Systematizinghis collection is fun, but it also enables the child todisplay it better and thus win the admiration and envyof his playmates.
While the young child is a random collector, theolder one collects those things which have prestigein the peer group. If his peers are interested in foreignstamps or pictures of baseball players, for example,he will be interested too. hoping to collect a largernumber of these prestigious items than they. Whenpeer interest shifts, so does that of the child.
Girls, at every age, are more interested in collectingthan boys. As girls approach adolescence, less pres-tige is associated with competition in games andsports, and, as a result, competition in collectingprovides a substitute source of satisfaction (37).
Games and Sports
Games and sports are contests with set rules, under-taken for amusement or for a stake. Sports are alwaysphysical contests, while games may be either physicalor mental. Sports usually, though not always, involveeither greater physical exertion or more rigid rulesthan games. The term "sport" is usually reserved forcontests of highly organized teams, such as baseball,football, or basketball, though it can apply to indi-vidual outdoor contests, such as track, tennis, orhunting. Children's contests fall largely in the categoryof games, though sports begin to be popular as chil-dren approach adolescence. Box 12-4 lists the com-mon kinds of childhood games with a brief descriptionof each.
As the child develops an interest in sports, he wantsto acquire the play skills needed for successful per-formance. At first, play is largely individual and thechild concentrates on playing a better game than anyof the other players. Because of this egocentric in-terest, the child is not a good team player. Gradually,however, as he learns to cooperate with the otherplayers, he derives more enjoyment from sports. Bythe time he reaches adolescence, the typical child isa good team player.
Values of Games and Sports. Games and sports notonly are pleasant forms of play but also have greatvalue as socializing agents. From them the child learnshow to get along with other children, to cooperate indifferent activities, to play the role of leader as well as
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follower, and to evaluate himself and his abilitiesrealistically by comparing himself with his playmates.The child who lacks social acceptance in a peergroup must play games with family members if hewants to engage in this kind of play. While adults canteach him how to play a game, they usually fail to teachhim how to be a good sport. Adults are inclined toallow a child advantages, while his contemporarieswill not. DuBois (27) has said;
When young people do not participate in sports, thescales are heavily weighted against their successfulsocial and emotional adjustment; they frequently areheaded for trouble, because they have not had the op-portunity to learn to win humbly, to lose gracefully, andendure physical discomfort to attain a goal. In short,they have not had the privilege of learning the disciplineof good sportsmanship, so necessary for a happy adultlife.
Sex Differences in Games and Sports. In the preschoolyears, there is no real sex difference in interest ingames or in the frequency with which members of thetwo sexes engage in different kinds of games. When adifference in proficiency exists, it is usually in favorof girls because their muscle coordination developsearlier. Boys play games with girls just as often asthey play with boys.
Shortly before children enter first grade, sex dif-ferences in games begin to show up. Interest in gamesand success in games of all sorts now become less im-portant to girls. As a result, boys begin to show greaterproficiency than girls because they have a strongermotivation to engage in the practice essential to thedevelopment of skills.
Indoor games are more popular with girls. Mostboys like indoor games only when they play for stakes,which add some excitement even though they aremere tokens. Girls, by contrast, rarely play for stakes.They enjoy a game for the fun of being with theirfriends and for the competition it offers (37. 60. 101).
In one area—cheating—sex differences are fre-quently noted. Just as boys cheat more in schoolworkthan girls, so they cheat more in games. This will becovered in the discussion of moral development inChapter 15.
Reading
Reading is a favorite form of amusement-play. It issedentary or inactive play  in which the enjoyment
comes from the activity of another. The child readswhen he is tired; when he lacks playmates because ofgeographic isolation, illness, or lack of social ac-ceptance; or when he lacks interest in the play activ-ities of his age-mates. Reading is most common inthe afternoon or evening when the child is tired or
Box 12-4
KINDS OF CHILDHOOD GAMES
Mother GamesSimple games, played with the mother or mother sub-stitute, appeal to the baby before he is a year old. Thesetraditional games, passed down from one generation toanother, include pat-a-cake, peekaboo, and pigs-to-market.
Individual GamesBy the age of 5, the child plays games to test his skillsrather than just to have fun. Play is individual, and com-petition is with his own past achievements. The childwalks on street curbs, jumps down steps, hops on onefoot, bounces balls, and plays jacks.
Neighborhood Games
While the child plays individual games, he is also in-terested in neighborhood games of the undefined-grouptype in which any number can play. They may be organ-ized by an older person or invented on the spot. Therules are few and are often modified. Traditional gamesinclude tag, hide-and-seek, and cops-and-robbers.
Team GamesTeam games begin to win interest between 8 and 10 yearsof age. They are highly organized and have strict rulesand strong competition. At first, only two or three chil-dren play, but the number increases as skills improve andcooperation develops. Typical games are modifications offootball, baseball, or track.
Indoor Gamesindoor games are less strenuous than outdoor games andare mainly played when children must stay indoors be-cause of fatigue, illness, or bad weather. At first, they areplayed with parents or siblings, and later, with peers.Rules become stricter and competition keener as chil-dren grow older. Traditional games include cards, jacks,and guessing games.
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cannot go outside and on Sundays and holidays whenplaymates are not readily available.
Age for age. girls read more than boys. Girls aremore proficient in reading and. as a result, read withless effort than boys. Further, there is little prestigeassociated with active play for girls (8, 37). Brightchildren, at all ages, read more than those of lowerintellectual levels. The less bright children find read-ing more like work than play (19, 110).
Children from the more favored socioeconomicgroups spend more time reading than those from theless favored groups. This difference is not neces-sarily due to a difference in intellectual level. Chil-dren from the better socioeconomic groups have morereading material readily available in the home andthey receive more encouragement to read for pleasurethan do children from less favored homes (30, 109,110).
PREFERRED THEMES IN CHILDREN'S READING
In spite of the popular belief that young children likehighly imaginative stories, there is evidence that theyprefer stories about things that "could happen."Stated in another way, they prefer stories that aresprinkled with a bit of unreality to those about whatactually happened or those which are so far removedfrom their experiences that they cannot understandthem (18, 30, 81).
Most young children prefer stories about familiarpeople and animals. They like the children's classics,such as The Three Bears, Mother Goose, and Cinderella,and modern books, such as Winnie the Pooh and MaryPoppins. By kindergarten age, they like humorousstories, dramas about Western life, and the comics.Their favorite characters are animals and children.They like these characters for their personal qual-ities or their humor. Since they are able to identifywith animals, they derive great enjoyment from hear-ing about what they do (7, 13).
The young child is egocentric, and likes storiesthat center around himself. A story that tells how hedigests his food or what makes him hot or cold hasgreat fascination for him. If he can identify with thecharacters in a story, this increases his enjoymentof it.
After children begin school, cultural pressuresinfluence their reading interests, and they read whatis considered appropriate for members of their sex.Children from the middle and upper socioeconomicgroups read what parents and teachers think appro-priate, while children from the lower groups read what
they wish, with a minimum of adult supervision(36. 109).
With intellectual growth and school experience, thechild becomes more realistic. He regards fantasy asbabyish or "phony." As a result, he loses interest instories with animal characters because he can nolonger identify with them.
Instead, his reading centers on adventure and vio-lence, love and glamour, or educational materials.Which of these three major interests he will preferdepends partly on his age and reading ability, partlyon what his friends read, and partly on his own per-sonality pattern. A study of children's books withhigh and low circulation found that the most popularbooks were those with heroes the child could identifywith because they had qualities he admired and wouldlike to possess in his own life. Books with villainswho had undesirable traits were far less popular (12).
A sex difference in reading interests becomes ap-parent in late childhood. Boys prefer books aboutinventions, athletics, and adventure, while girls showa preference for books relating to homelife. boardingschool or college life, adventure stories written forboys, nature stories, and Bible stories. These readinginterests are very strong among 13-year-olds, but fewnew interests develop. After sexual maturity, children,especially girls, enjoy stories dealing with romanceand love (8, 59).
POPULAR READING MEDIA OF CHILDHOOD
Four media provide reading material for children:books, comics, newspapers, and magazines. For theaverage child, comics or books rank first in popularityand newspapers last, but there are marked age as wellas individual differences. Comics, for example, tendto lose some of their appeal as childhood progresses,and books become more popular.
Books. The young child likes small books that he canhandle easily; he likes large, brightly colored picturesof people, animals, and familiar household articles;and he likes a minimum of reading matter, preferablyin large print which he can see easily without eye-strain. What reading matter there is must be in simple,understandable words and short sentences, dealingwith people, animals, objects, or situations that arefamiliar to him.
As he grows older and can read some of the wordsprinted in his books, he continues to like the illus-trations just as he did when he was younger. Too much
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emphasis on description, whinnsy, and scenes orcustoms that are foreign to his experience bore him,even though particular books may be rated high byadults. Typically, the child dislikes anxiety-producingelements. He likes happy endings (36). Babbitt (7)has said:
It does not work for every child's story, but perhaps itdoes apply to all that we remember longest and love bestand will keep reading to our children and our children'schildren as a last remaining kind of oral history, ahistory of the essence of our own childhood. I am re-ferring, of course, to The Happy Ending. Not, please, toa simple "happily ever after," or to the kind of contrivedfinal sugar coating that seems tacked on primarily tospare the child any glimpse of what really would havehappened had the author not been vigilant; not these,but to something which goes much deeper, somethingwhich turns a story ultimately toward hope rather thanresignation.
Newspapers and Magazines. As Schramm et al. havepointed out, "The newspaper is the last of the greatmedia to which the child is introduced." This seldomhappens before the age of 7 years (92). After the intro-duction, the child devotes more time to newspaperreading each year. As he approaches puberty, heoften spends more time reading newspapers thanbooks.
When children first begin to read newspapers, theirmain interest is the comic strips. Gradually, as a resultof their studies and their discussions of current eventsin school they begin to read the news of the day,foreign news, political news, and even editorials (92).
Interest in magazine reading parallels interest innewspaper reading. At first, children merely look at thepictures. Later, they read some of the shorter stories,and last, the editorials and letters to the editor. At allages, they prefer magazines with brightly colored adsand with stories and articles that are short, easy toread, and sex appropriate.
Boys show a greater interest in newspapers than inmagazines, while the reverse is true of girls. In thenewspapers, sports are the main interest for boys, andcolumns, for girls. Bright children prefer the "better"newspapers and magazines; those who are not sobright or who come from poorer homes prefer thetabloids and children's magazines or, as they growolder, the more sensational adult magazines. At allages, bright children are more likely to read news-papers than the less bright (92, 93).
Comics. Comics are cartoon stories in which thestory element is less important than the pictures.Most of the comics published today relate to adven-ture rather than comedy, and their appeal is principallyemotional. Comics are "skewed toward reality." Whenthe situation is real, the people are unreal: when thesituation is unreal, the people are real.
The characters are occasionally humorous, but forthe most part they are serious and are intent on dan-gerous adventure and noble deeds. To accomplishthese ends, they use methods ranging from magic toviolence. Good always triumphs. About 50 percent ofthe comics today have animal characters: many ofthese comics are humorous (98, 114).
The subject matter of the comics includes adven-ture, humor, romance and sex, animal antics, anddetective stories. Some are based on literary classicsor stories from the Bible. Approximately equal spaceis devoted to humor, sex, and crime.
Children today are literally surrounded by comics.They buy some of the comics they read and obtainothers by swapping with their classmates and friends.Great prestige is associated with owning a largenumber of comics for swapping purposes.
Early Interest in Comics. By the time children are2 or 3 years old, they look at pictures in the comics.A year or so later, even before they can read or under-stand some of the words they hear, they ask to havethe comics read to them. From then on, interest inthis medium increases rapidly, reaching a peak duringthe sixth or seventh grade and then declining (17, 114).
The child s first interest in the newspaper is centeredaround the comics. Long before he cares about read-ing the news of the world, he has become a dailyreader of the comic strips, and this interest persistseven after he begins to read other parts of the news-paper. Boys and girls have different tastes in comics,and boys, at every age, read more comics than girls.The slow learner reads more comics and fewer booksthan the rapid learner, and he concentrates on certainkinds of comics (8, 110).
Favorite Comics. The appeal of various kinds ofcomics follows a predictable pattern. Among pre-schoolers, the favorites are those in which animals,such as Bugs Bunny and Mickey Mouse, dress and talklike human beings. In fact, however, preschool chil-dren like all comics, provided they contain no elementof terror.
In late childhood, at the beginning of the hero-worship age, children like comics with heroes or hero-ines they can identify with. Butterworth and Thompson
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Figure 12-3. Frequency with which characteristic"appeals" appear in the 10 most popular comic booksfor boys arid girls. (Adapted from R. F. Butterworthand G. G. Thompson, Factors related to age-gradetrends and sex differences in children's preferencesfor comic books, J. genet. Psychol., 1951, 78, 71 -96.Used by permission.)
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write that, from the sixth grade on, boys prefer stories
"written from a masculine standpoint, whose centralcharacters find adventure through the mastery ofdanger," and which feature a good deal of crime andviolence, sports and athletics, and humor (17).
Girls in the early grades like comics featuring wom-en, children, and animals. They are less interested inadventure, mystery, and thrills than boys, and theyshow a greater interest in animal comics. The oldergirl prefers romance to adventure. She wants hercomics to be "feminine," although some girls at thisage like the typically "masculine" comics also. Com-menting on the favorite comics of girls from the fifthgrade on, Butterworth and Thompson state, "Girlsshow a preference for comic books that feature fem-inine characters and pursuits, typical adolescents, acertain element of romance, dating, etc., and allvarieties of humor" (17). Figure 12-3 shows the kindsof comics that appeal to boys and girls at differentages.
Reasons for Interest in Comics. Children readcomics for various reasons, but certain reasons arealmost universal.
■ Through identification with characters in thecomics, the child has an excellent opportunity togain insight into his own personal and emotionalproblems. This may help him to solve his problems.
• Comics appeal to the child's imagination and tohis curiosity about the supernatural. As Podolskyhas explained, comics dealing "with mystery,bloodshed, crime, and murder. . . pass the boundsof the physical, leave the intellectual, and playheavily on the emotional field" (82).
■ Comics offer the child a temporary escape fromthe humdrum reality of the daily routine.
■ Comics are easy to read. Even a poor reader canget the gist of their meaning from the pictures.
■ Since comics are inexpensive, a child from a poorfamily can have some of his own.
■ Comics are exciting, mysterious, and often hu-morous, and they provide the child a motivation toread, which many children's books do not.
■ If in serial form, comics give the child somethingto look forward to.
■ In the comics, the characters often do or say thingsthe child does not dare, though he would like to.This provides a vicarious pleasure for him.
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• The characters in comics often are brave, strong,and handsome or beautiful, thus giving boys andgirls heroes and heroines to identify with.
■ The art in comics is colorful and simple enoughfor the child to understand.
Evaluation of Comics. Many educators and parentsoppose the reading of comics; others approve or atleast condone it. Both sides present arguments tosubstantiate their point of view. Box 12-5 lists someof the most common arguments.
The pro and con arguments presented in the boxindicate the lack of agreement on the effects of thecomics. They have both good and bad features so faras the child's mental health, academic work, and per-sonality development are concerned. Blakely hasstated that to date there is "no justification for cur-tailing children's access to comic books" (10). As longas reading the comics is a favorite form of play amongAmerican children, any child who is not permitted to
read them will be regarded as "different," and this canbe very damaging psychologically.
By contrast, devoting an unreasonable portion ofplaytime to comics is not only unwise but the sourceof potential psychological harm. If the child wants todevote more time to comics than his age-mates do,this may be regarded as a danger signal of poor per-sonal or social adjustment.
EVALUATION OF READING AS A FORM OF PLAY
Psychologically, reading is one of the healthiest formsof play. It encourages the child to become self-suf-ficient and to develop resources within himself to beable to enjoy his leisure time when playmates areunavailable. Such resources will be valuable through-out his life. When a child enjoys reading for fun, he isnot only forming healthy attitudes toward reading thatwill carry over to his schoolwork, but he is acquiringreading proficiency, which will be an asset in all hisstudies.
Box 12-5
EVALUATION OF COMICS
Arguments in Favor of Comics
The comics supply the child of limited readingability with an enjoyable reading experience.
Comics may be used to motivate the child todevelop his reading skill.
The educational attainment of the child whoreads comics frequently is almost identical withthat of one who reads them infrequently.
The child is introduced to a wide vocabulary,many words of which he encounters in otherreading.
The comic book provides an excellent tech-nique for disseminating propaganda, especiallyantiprejudice propaganda.
The comics provide the child with a source ofemotional catharsis for pent-up emotions.
The child may identify with comic book charac-ters who embody the qualities he admires.
Arguments against Comics
The comics distract the child from more worth-while literature.
Since the pictures tell the story, the poor readermay make no effort to read the text.
There is little or no progression of readingexperience within the comics.
The art, stories, and language of most comicstrips are inferior.
Material relating to sex, violence, and fear over-stimulates the child.
The comics keep the child from engaging inother forms of play.
By portraying antisocial behavior, comics en-courage aggressiveness and juvenile delin-quency.
The comics make real life seem dull and un-interesting.
The comics stereotype people, and this en-courages prejudice.
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Reading, regardless of the media used, encouragescreativity. This is true of all reading material, not offantasy alone. The child who broadens his interestsand acquires new knowledge through reading isbuilding the foundations for his own creative activ-ities. This will be discussed in more detail in the fol-lowing chapter.
Each year, as the child grows older, he is confrontedwith more and more serious problems of social ad-justment. Furthermore, he is expected to solve hisproblems with less parental and teacher help than hehad when he was younger. Reading provides insightinto his own problems and offers clues to how bestto solve them. In their everyday lives, many childrenlack people they admire enough to want to identifywith and use as a pattern for their own development.In reading, they find sources of identification whichfit their needs and provide motivation in the moldingof their personalities.
In spite of the benefits derived from reading, itshould not be assumed that the more reading a childdoes, the greater the benefits. Too much play timedevoted to reading indicates that the child, for onereason or another, gains too little satisfaction fromactive and other kinds of passive play to want to en-gage in them. It can. therefore, be regarded as adanger signal of poor personal and social adjustments.
Movies
Going to the movies is far less popular with childrentoday than it was a decade or two ago. There are twomajor reasons: First, children get much the same sortof pleasure from watching television as from going tothe movies, especially since many of the popularmovies are shown on TV: and second, movies havebecome so expensive that many children cannot af-ford to attend even the "kiddie shows" without makinggreat inroads upon their allowances.
This does not mean that going to the movies is nolonger a form of amusement for American children.They do go to the movies—though less frequently thanin the past—and they see movies on the televisionscreen in their homes or in the homes of friends.Movies have the same appeal today as they did in thedays when TV was not a part of every American homeand children had to go to the theater to see them. Infact, watching movies, whether in a movie theater oron television is one of children's favorite amusements.
Interest in movies as a form of recreation developslater than many other play interests. Most preschoolerscannot understand enough of what is shown on themovie screen to be able to concentrate on it for anentire show, and thus they become bored and restless.This, of course, is not true of movies made especiallyfor their age level.
Furthermore, as many movies have a 'thrill" ele-ment involving shooting and noise, many preschoolersbecome frightened. Not realizing that it is only make-believe, they often shut their eyes and cry in fear.This lowers their interest in going to the kiddie showsat the neighborhood movie theaters and even inwatching movies on television.
By the time children are 6 or 7 years old, they canconcentrate for a longer time, especially when whatthey see or hear is amusing to them. They have a betterunderstanding of what they are hearing and seeingand thus find it more interesting. In addition, olderchildren know that a movie is only make-believe andare, therefore, less frightened by violent or aggressivescenes.
How much time older children spend watchingmovies on television or at the movie theaters dependsmore on the financial status of the family and theavailability of suitable movies in their neighborhoodsthan on their interest. As going to the movies on Sat-urday is one of the favorite gang activities of bothboys and girls in many communities, children whobelong to gangs are likely to be more frequent andregular attendants than those who have no one to gowith. Among older children, going to movies withparents or siblings or going alone merely advertisestheir unpopularity. Consequently, they prefer to sat-isfy their desire to see movies by watching them ontelevision.
Movie Preferences. What the child sees on the screen,whether in a movie theater or on television, dependson what is available at the times he can watch. Ifthere is a choice, the young child prefers comics andanimated films, especially those with animals as themain characters. He can understand these, and theyusually lack any element of terror.
For the older child, the thrill element of a film is itsmajor appeal. Regardless of how the thrill is produced,he wants to see something that excites him and hasan element of terror, violence, or suspense. Anythingthat offers excitement, adventure, or mystery appealsto him because it is in sharp contrast to his daily life.
It is for this reason that the older child often prefersmovies to books, games, and sports (3, 4, 58).
During the preschool years, there are no sex dif-ferences in movie preferences. Boys as well as girlslike comics and animated films and they usually preferanimal to human actors. Sex differences begin toappear around the age of 6 years and become morepronounced as children approach adolescence. Thesedifferences parallel the differences in reading in-terests.
Children who are unhappy, because of conditions inthe home or elsewhere, are quite likely to become ad-dicted to crime movies. They use movies as an escapein much the same way that adults use alcohol. AsPodolsky has said, they "drown their unhappiness inartificial excitement, thus obtaining a slight measureof relief (82).
Influence of Movies. Any form of play that has astrong appeal to children will, inevitably, affect theirattitudes and behavior. Some of the ways movies in-fluence children are given in Box 12-6.
How much influence the movies will have is deter-mined by many factors, three of which are discussedbelow.
The Child Himself. What a child gets from lookingat a movie depends on his needs and background. Achild with low aggression is usually more aggressiveafter viewing a film with an aggressive theme. Seeingthe action on the screen gives it a stamp of approvaland encourages him to release the aggressiveness hehas inhibited. The child who fears policemen becauseof the stereotype he has seen in the comics will bemore intimidated by a policeman on the screen than achild who has had pleasant personal experiences withpolicemen.
What is Understood and Remembered. The moreclosely the picture relates to experiences the child hasactually had, the greater the likelihood that he willremember it. A very exciting film tends to stifle thechild's critical attitude and, hence, has a more pro-nounced influence on his behavior. A child with a lowIQ retains less of what he sees on the screen, but heis also less critical and, consequently, more influencedthan the child with a higher IQ.
Identification with Characters. When the childidentifies closely with one of the characters on thescreen, he shares, vicariously, the experiences of thatcharacter and this influences his behavior later. If thecharacter is aggressive, for example, this tends to
increase the child's aggressiveness. The more the childidentifies with a character on the screen, the more heremembers of the picture and, in turn, the greater itsinfluence on his attitudes and behavior.
Box 12-6
HOW MOVIES INFLUENCE CHILDREN
• Movies give the child pleasure by taking himinto a new world of people and animals doingthings that he cannot do.
• In the movies, the child finds an excitement notfound in his everyday life, an excitement morevivid than what he gets from his reading, evenfrom the comics.
■ Ideas that can be used in other activities arederived from movies about cowboys, Indians,spacemen, and so on.
■ Movies provide ideas about how to behave insocial situations, and the child uses such in-formation to increase his social acceptance.
■ The child learns about the world in which helives. Information gotten from movies is morevivid, meaningful, and longer remembered thaninformation from books because it is presentedin pictures and sound rather than in print withonly an occasional illustration.
■ Movies provide information about many dif-ferent kinds of people—people with whom thechild has little or no personal contact. Whetherthis will foster tolerance, liking, or prejudicewill depend largely on how the people are pre-sented on the screen.
■ Moving pictures may have a pronounced emo-tional effect on the child. In the young child,this may be expressed in nightmares, day-dreams, eating and sleeping problems, or ner-vous mannerisms. In the older child, the effectsare much milder and less frequent because herealizes that what he sees on the screen ismake-believe.
■ Watching movies too long at one time maycause eyestrain and general fatigue. Horrormovies are especially fatiguing both physicallyand emotionally.
Radio
Before the advent of television, radio was an evenmore popular amusement for children than movies.Now, radio has lost much of its appeal for young chil-dren, though many adolescents and near adolescentsfind that radio satisfies their play needs better thantelevision.
Interest in listening to the radio begins earlier thaninterest in movies. The baby enjoys hearing music andhearing others speak, even though he cannot under-stand them. Few children, however, show much in-terest in radio until they are 3 years old. From then on,radio listening increases.
The time spent listening to radio varies greatly.Some children spend several hours a day—more thanis spent playing with other children or reading; othersspend almost no time on radio listening. Boys gen-erally listen to the radio more than girls because theyfind it less taxing than reading which, as was notedearlier, girls are more proficient at, on the whole.Children of high intellectual levels listen less thanthose of lower, and better students listen less thanpoorer  students.  Rural  children,  who   have fewer
Figure 12-4. Time spent daily watching televisionby children of different ages. (Adapted from H. R.Marshall, Relations between home experiences andchildren's use of language in play interactions withpeers, Psychol. Monogr., 1961, 75, No. 5. Used bypermission.J
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opportunities for play activities involving other chil-dren, spend more time listening to the radio thanurban children. Well-adjusted children, it has beenreported, listen to the radio less than the poorly ad-justed, and their program preferences are different(3, 37,68, 114).
Program Preferences. In general, program prefer-ences at different ages follow preferences in readingand movies. The preschool child listens to children'sprograms which deal mainly with animals and familiarpeople doing familiar things. He also likes simplemusic, whether vocal or instrumental.
By the age of 6 years, the child begins to lose in-terest in children's programs; now he wants programsthat are more entertaining. The young school childlikes plays dealing with adventure, mystery, crime, andcomedy, and he likes popular dance music.
Quiz shows appeal to the older child, as do dramasof domestic life, slapstick comedies, sports reports,and occasionally the news of the day. For the mostpart, the older child dislikes programs of a seriousnature, such as classical music and educational, re-ligious, or historical talks.
Boys have a narrower range of program preferencesthan girls. They prefer programs emphasizing sports,adventure, mystery, comedy, and crime, while girlslike many kinds of dramatic programs, quiz shows,popular music, and comedy shows (37, 69, 86).
Effects of Radio Listening. There is a tendency tooverestimate the undesirable effects of radio listeningand to underemphasize the educational and otheradvantages. Without question, however, the amount oftime spent listening and the kind of program habituallylistened to are important determinants (68, 86, 115).
Favorable Effects. The favorable effects of radiolistening have been listed as follows: It offers the childa form of entertainment within the home and thuskeeps him with the family; it increases the child'sknowledge about history, current events, geography,literature, and many other subjects, and supplementswhat he learns in school; it improves his speech byincreasing his vocabulary, improving his grammar,and giving him a good model of diction; it encourageshim to read to supplement his knowledge of subjectshe has heard about over the air; and it offers himmodels with whom he can identify, thus acting as anincentive to self-improvement (68, 114).
Unfavorable Effects. Critics of radio listeningemphasize the harmful effects. These are most pro-nounced when the child concentrates on programs of
violence, crime, and mystery. Terrifying programs mayaffect the general physical condition of the child byproducing nervous tension, nightmares, loss of sleep.and poor appetite.
The child who spends much of his time listening tothe radio gets too little exercise for normal develop-ment and a healthy physical condition. His schoolworkmay suffer because he does not give enough time tohis studies and does not concentrate when he isstudying. As with any other form of amusement, toomuch time spent listening to the radio may be re-garded as a danger signal of poor personal and socialadjustment (69, 86, 115).
Television
Television combines the appealing features of themovies and radio and is one of the most popularamusements during the childhood years. Witty hascalled television the "electronic Pied Piper"—a labelsuggesting that it literally lures children away fromother forms of play (114).
Many babies are introduced to television whilethey are still in their cribs. For them, television is abuilt-in baby sitter because it keeps them amusedwhen no one is available to act in this role (93). Forthe preschool child and even the older child, tele-vision watching is an added play activity, not a sub-stitute for active play and other forms of passive play.But for many children it is more popular and moreconsuming of their play time than all other playactivities.
The appeal of television varies markedly from childto child and from age to age in the same child. Someof the factors responsible for these variations arelisted and discussed briefly in Box 12-7.
Time Spent on Television. For far too many children,the time spent on television watching is out of allproportion to the amount of time devoted to otherforms of play. As Witty has said, television is "chil-dren's most time-consuming activity" (114). It hasbeen estimated that, from the age of 3 years on, thechild spends from one-sixth to one-seventh of hiswaking hours on television watching. From 3 yearsuntil he enters school at 6, there is a sharp increasein amount of time spent on television. This is shownin Figure 12-4.
Studies reveal that the average school child spendsfrom 20 to 21 hours a week before the televisionscreen, with a decrease of approximately 3 hours in
the weekly average during the summer months (114).The amount of time a child spends watching tele-vision is not, however, foolproof evidence of his in-terest or lack of interest in it. This time may be regu-lated by family rules, by the demands of schoolwork orhome duties, by whether the family owns one tele-vision set or two, or none at all, by how many familymembers there are to share the watching time, andmany other conditions.
Box 12-7
FACTORS INFLUENCING CHILDREN'SINTEREST IN TV
■ Age. Preschoolers show a greater interest intelevision than school-age children, who havebroader play interests and more playmates, andare more critical of what they see on TV.
• Sex. Age for age, boys spend more time watch-ing television than girls. Boys find reading moredifficult than girls; also, television shows oftenconcentrate on the thrills that boys like.
■ Intelligence. At all ages, bright children deriveless satisfaction from television than their lessbright age-mates, and they begin to lose interestin it sooner.
■ Socioeconomic status. TV is more popular withchildren of the lower socioeconomic groupsthan with those of the higher. This becomesmore true as childhood progresses, in partbecause children in the lower groups havefewer opportunities for other forms of play.
■ Academic achievements. Age for age, good stu-dents are less interested in television than poorstudents. They often regard it as a waste of timeto watch the programs that are available.
■ Social acceptance. There is a close relationshipbetween the amount of social acceptance thechild enjoys and his interest in TV. The moreaccepted he is, the less interest he has in tele-vision, and vice versa.
■ Personality. Television appeals more to chil-dren who are poorly adjusted, both personallyand socially, than to those who are well adjusted.Self-bound children watch TV more than thosewho are outer-bound.
. I
Program Preferences. When children first start watch-ing television, they watch any program available at thetime. Soon, however, they begin to show definiteprogram preferences. Preschool children like drama-tizations involving animals and familiar people, music,cartoons, and simple comedy. First- and second-gradechildren like puppet shows, cowboy movies, harmlessmysteries, humor, family-life situations, and prize-presenting programs. By the third and fourth grades,children are interested in imaginative programs, suchas those about rockets and spaceships, and in varietyshows, mystery and detective stories, dramatic plays,and music. Fifth- and sixth-grade children continueto like these programs, but they also like presenta-tions dealing with science and feats of skill. Stories,comedy, cartoons, and music are popular at everyage, while educational programs tend to be unpopular,especially among children with lower intellectuallevels (93, 94, 109, 114). Only if the educational pro-gram is presented in an entertaining way, like SesameStreet, will it have as strong appeal to children of allintellectual levels as programs that concentrate onentertainment (107).
Preference for a particular program is often basedon the appeal of its hero or heroine. Boys like theirheroes to be typically masculine in appearance, ag-gressive in behavior, and brave in the face of danger.Girls care little for aggressive heroes, but they likethem to be handsome and courteous in their treatmentof women. Older boys have a somewhat scornful at-titude toward all heroines on the screen and tend tomake fun of them, as they do of girls in real life duringthe sex-antagonism stage of late childhood. Girls, onthe other hand, like almost all heroines who are at-tractive and well dressed, and tend to identify withthem (8, 61).
Program preferences of young children are greatlyinfluenced by guidance and encouragement fromparents. Later, teachers help them to choose the pro-grams they consider most interesting as well as mostwholesome and informative. Among older children,program preferences are influenced more by peersthan by parents or teachers. Schramm (93) has written:
on, then I could predict with almost complete confidencewhat use their children will make of the media. Afterthe age of ten . . . the influence of the parents tend to bediluted by the influence of the peer group.
Popular   Concern   about   Television's   Effects.    Ever
since the arrival of television, parents, educators,law-enforcing officers, and the clergy have shown agreat concern about its effects on the child. Concernhas ranged from the inroads television makes onreading and other leisure-time activities to its effecton moral behavior and its relationship to the increasein juvenile delinquency. Time Magazine has summedup this attitude: "From the moment it was old enoughto earn money, U. S. television has been squanderingthe country's greatest natural resource: the youngaudience" (107).
The blame has not been placed on television perse but rather on the kind of programming for chil-dren. Of the typical children's program, Time (107)said:
Vulgarity and violence dominate children's video: miceendlessly bombing cats, family "comedies" with dumbdaddies, mischievous kids and dogs who wag their wayinto your heart, all accompanied by commercials asintense as the Chinese water torture. ("Be the first onyour block . . . Ask Mommy to get some . . . New!Big! Free! Wow! Wow!").
This concern is not new; every time a new mediumof mass communication is introduced, the older gen-eration blames the new medium for all the defects itsees in the young. Movies, radio, and comics have allbeen blamed for the rise in juvenile delinquency; nowit is television's turn to take the blame. In each case,the concern has given rise to research studies to dis-cover just how great an influence that particularmedium had on children's attitudes and behavior.Some of the studies of television have concluded thatit is a good influence, others, that it is damaging. AsWitty (114) has pointed out, in his discussion of theearly reactions to the effects of television:
We have discovered a very interesting, although hardlysurprising, thing about young children's media habits.Up to about the age of ten, they are very closely relatedto their parents' media habits. In fact, if you can tell meone fact—the father's education—/ can predict withsome confidence what kind of media patterns his chil-dren would have; and if you tell me what kind of tele-vision the parents watch, what music they hear, and so
Various attitudes were soon expressed concerning chil-dren's preoccupation with this newest form of masscommunication. Some writers emphasized its educa-tional values and potentialities, while others stressedthe inferior quality of programs both artistically andeducationally. And many accusations were leveled attelevision by parents and teachers. Some parents assertedthat TV was converting children into a race of spectators.
Others reported that children were becoming aggres-sive and irritable as a result of excessive televiewing.Some elementary-school teachers insisted that they foundgreater difficulty in interesting children in schoolsubjects. . . . On the other hand, some parents citedimproved family relationships and companionships asa result of TV. Moreover, some teachers indicated thatTV was providing the motivation for worthwhile ac-complishment in school.
Without question, when a child spends one-sixthor more of his waking time in one activity, it will havesome influence on his actions and attitudes. Further-more, it is certain to contribute to the shaping of hispersonal and moral values. Whether the influence isimmediate or long-term or both, however, will dependnot so much upon the programs the child sees asupon how the child reacts to the programs and howthey influence his attitudes and values. Wertham haswarned: "A child's mind is like a bank. Whatever youput in you get back ten years later with interest" (111).
How television affects a child, therefore, dependsalso on what kind of child he is as a result of otherexperiences. Schramm (93), from his study of the in-fluence of television on over six thousand children,has stressed this factor as an important determinantof the effect of television:
More important than what television brings to the childis what the child brings to television. And this is ourresponsibility. What kind of child are we sending totelevision? . . . If we use television as a baby sitter, atthe cost of other human contacts, we are obviously re-miss. If we do not introduce our children to books, simplybecause television is so easily available, then we arebeing foolish. If we do not help our children to build uphealthy contacts with other humans their own age,simply because television "keeps them at home," thenwe are truly doing them an unkindness.
Reported Effects of Television. The many reportedeffects of television watching justify a critical analysis.Until further information is available, however, it isimpossible to conclude how helpful or how damagingtelevision is and whether the effects—good or bad—aretemporary or permanent. There is almost unanimousagreement, however, on one point: The well-adjustedchild is less likely to be adversely affected, eithertemporarily or permanently, than the poorly adjustedchild, and the healthy child less than the unhealthy.Of the many effects of television watching that have
been reported, the ones discussed below have re-ceived the most attention.
Physical Effects. The arguments against tele-vision claim that it interferes with a regular scheduleof eating and sleeping. A child is likely to delay hismeal to watch a program or to eat while watching it,with the result that he does not chew his food properly.Many obese children are avid television watchersbecause they are unable to engage in the strenuousplay of their age-mates: eating snacks while watchingtelevision merely increases the problem (61. 93). In-terference with sleep is even more serious thaninterference with eating. Children who stay up beyondtheir usual bedtime to watch television get too littlesleep (93. 114). Podolsky (82) has explained the "tiredchild syndrome" which results from too much tele-vision watching:
There is a natural tendency of the child's mind to con-tinue turning over throughout the night what he hasseen or heard before going to sleep. There is a deepeningof impressions the next day by retelling and re-enactingthese things during play-time. There is a potent tendencyin children to vicarious participation in plots seen orheard, so that in recollection or dreams, the child sub-stitutes himself and family for the victim or victims,thus intensifying unwholesome emotional reactions,often to a state of fearful struggle against a terrifyingthreat to the safety or existence of himself as well asmembers of his family.
Effects on Other Forms of Play. Television watch-ing always cuts into the time available for other activ-ities, especially out-of-door play and play with otherchildren. The child is deprived of the healthful exer-cise and emotional release that such play provides.He is deprived also of the learning experiences neededfor good social adjustment. Too much time spent ontelevision thus results in an unbalanced play program,with little time devoted to creative play or other formsof amusement (92. 114).
Effects on Schoolwork. Many students spend moretime on television than on their studies. This is cer-tain to have some effect on the child, even though thetelevision time might not have been spent studying,especially if the child is not interested in school or isnot motivated to do good work.
As children grow older and as the novelty of tele-vision wears off, television watching interferes lesswith their studies. Among better students and thosewho  aspire to continue their education after high
■I
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school, television seldom has a detrimental effect onschoolwork. Ridder (87) concluded from his study;
After careful examination and comparison of the gradesreceived in English, social studies, and mathematics,and the total amount of time spent in viewing television,. . . it was discovered that there was no significantrelationship between academic achievement and thetotal number of hours spent viewing television.
One argument sometimes given in favor of tele-vision watching is that it helps children increase theirvocabularies and that this, in turn, aids their reading.Studies have shown, however, that the increase invocabulary size is not great enough to justify the timespent on watching, nor does it have any appreciableeffect on the child's reading ability (87, 114). On theother hand, some children are motivated to follow upwhat they see on the television screen and thus fill
Figure 12-5. A commentary upon one effect oftelevision on family relationships. (Adapted fromLichty,"Grin and Bear It." The Philadelphia EveningBulletin, Publishers-Hall Syndicate, Dec. 5, 1970.Used by permission.)
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"Instead of watching TV all day, Pop, you could be
taking me somewhere and giving me happy childhood
recollections!"
gaps in their school curriculum. They read materialthey otherwise would not read—material which isoften not part of their schoolwork (114).
A more serious aspect of the problem is that tele-vision presents material in such an exciting and vividway that school books can hardly compete with it forthe child's interest and attention. Many avid televisionwatchers become so addicted to this excitement thatthey find lessons and school books boring (93, 117).
Effects on Family Activities. Within the home,television watching produces a closer physical prox-imity of family members, but it often restricts socialinteraction among them. It limits conversation andinterrupts other play activities. The father who spendsmuch of his time at home before the television screen,for example, cuts himself off from other play activitiesinvolving his wife and children. How this affectsfamily   relationships   is   illustrated   in   Figure   12-5.
It has been found, however, that television watch-ing stimulates new family interests, provides topics forfamily conversation, and widens the circle of familyfriends. It encourages family members to stay at homeand, in some circumstances, to have more guests thanthey would have were it not for this ready-made formof entertainment (5. 114).
Television's most damaging effect on family lifecomes when parents use TV as a "pacifier" for theirchildren in place of discipline. If children becometroublesome, they are sent to watch television in-stead of being appropriately disciplined. As a result,children quickly learn that they can break rules andnot have to pay a penalty. This problem will be dis-cussed in Chapter 15, Moral Development.
Effects on Attitudes. What a child sees on thetelevision screen is so real that attitudes formedwhile viewing a program are likely to be transferredto real-life situations. In a study of the effects of tele-vision programs on children's concepts of, and atti-tudes toward, law enforcement, it was found thatchildren tended to believe that sheriffs are dishonest,that criminals are treated "mean," that it is all rightto "beat up" criminals, that it is all right for police tobe dishonest in order to catch criminals, and thatcriminals are "smart " (94).
Characters in television dramas are usually pre-sented as stereotypes and the child comes to thinkof all people belonging to a given group as having thesame qualities as the characters seen on the tele-vision screen. They think, for example, that all teach-ers are like the teacher in a television show or that allmothers or fathers should be like those on the tele-vision screen. This influences their attitudes toward
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their teachers and their parents, often unfavorably, aswill be discussed in later chapters.
Effects on Values. A constant television diet ofcrime, torture, and cruelty may. in time, blunt thechild's sensitivities and encourage the developmentof values that are not in keeping with those held bythe majority of the social group. As Wertham hasstated, the child may develop into a "violence wor-shipper" who believes that brutality is an expedientregulator in all social relationships" (111).
How constant a television diet of violence the Ameri-can child is exposed to was emphasized by a 1968study of major network programs. This study reported84 killings in 85V2 hours of programming in the primeevening hours and on Saturday mornings. The mostviolent evening hours were between 7:30 and 9:00when children are most likely to be watching tele-vision (76). Children exposed to this diet of violenceare. according to Witty, likely to accept and condonesuch behavior as an almost normal pattern of life (114).
Most adults realize that TV programs are make-believe and are presented because of the excitementthey provide. But children are less critical than adults;they take what they see as realism, not fantasy. Fur-thermore, they often misinterpret what they see on thescreen, and so even a harmless program can bedamaging unless its true meaning is explained.
Effects on Behavior. After seeing television pro-grams that emphasize aggressive patterns of behavior,the child is primed to carry these patterns into hisother play activities and social contacts. Many formsof problem behavior in the home and school are basedon behavior patterns the child has viewed on thescreen (77. 97). Since the child is a natural imitator.he feels that what has the stamp of approval of atelevision program must be an accepted way for himto behave. The sharp increase in juvenile delinquencyhas often been attributed to the crime and violencethat the children were subjected to on the televisionscreen in their early years (32. 41).
Studies of behavior-problem children and of youngdelinquents reveal that television per se was not re-sponsible for their antisocial behavior. In most cases,such children had poor relationships with their fam-ilies, they experienced social rejection by their peers,and they did poor work in school. There is little doubt,however, that violence on the screen contributedto their antisocial behavior by giving such behaviorthe approval that comes when an aggressive hero isglorified (32. 41).
Law-abiding heroes are less glamorous than thosewho win attention by violence, but they. too. serve as
models for children to identify with and imitate. Ifthey are attractive looking and win social approval fortheir acts, the child will imitate them, just as he willthe "bad" hero. Unfortunately, too few programs have"good" heroes, and the child, in his search for a heroto identify with, is likely to imitate the "bad" one.
Effects on Beliefs. Many children believe that any-thing said on television is true and that the televisionannouncer knows more about everything than par-ents, teachers, or doctors. They urge their mothers tobuy certain cereal because they believe it will makethem into a great athlete or a beauty queen. They in-sist upon eating the cereal, regardless of its nutri-tional value, because the claims on television are soconvincing (115). If this attitude becomes habitual, itwill not only permanently influence buying habits,but of far greater harm, lead to a general gullibility.The person so affected is likely to accept uncriticallywhatever anyone in a position of prominence says.
In Figure 12-6 are shown some of the generallybeneficial and detrimental effects of television watch-ing on children. Note that the scale is more heavilytipped to the side of detrimental effects. This doesnot mean that all children are psychologically dam-aged by television watching or that the beneficialeffects are always outweighed by the detrimental.
Minimizing  the   Harmful   Effects  of Television.   The
brief summary of arguments for and against tele-vision watching shows that the consensus is thattelevision tends to contribute less that is beneficialand more that is harmful to the child's developmentthan other forms of play. It is clear that a child needsmore direction and control in this area of play than inany other, even in the reading of comics. But it isalso clear that this direction and control are oftenlacking. If the themes and pictures in comics are harm-ful, parents and teachers try to keep them out of thechilds reach. Social pressure in many communitieshas forced merchants to remove harmful comics fromtheir shelves. Unfortunately, far too many parentsshow little concern about the quality of televisiontheir children watch. They encourage their childrento watch when they are tired or fretful, regardless ofwhat is on. Since many parents believe that televisionhas an educational value, they permit children of allages to spend more time watching than is good forthem. Parents in the lower socioeconomic groups aremore permissive about television watching than thosein the middle and upper groups (11. 114).
To avoid much of the harm that can come fromtelevision watching, Abraham Ribicoff, former Secre-
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tary of the Department of Health. Education, andWelfare, has offered the following advice: "As a childwatches what he is permitted to watch and listens towhat to what he is permitted to listen to, parents mustlearn to get tough with themselves and their children.as well as with the television industry. ... If he [theyoungster] is permitted to sit like a vegetable, pur-suing moronic murders and ceaseless crimes, hesuffers, and his parents do too—in the end (75).Witty (114) has emphasized these same points:
There are. of course, at present many mediocre TV pro-grams. But there are also occasional presentations ofbeauty and high merit. It is the responsibility of bothparents and teachers to make maximum use of suchofferings. In addition, they should try to lead pupilsto choose programs with greater discrimination, and toassociate them with other worthwhile activities. Theyshould also encourage the production of a wider range
of suitable programs for children. Superior children'sprograms are at present few indeed.
What has been said here does not mean that chil-dren should be deprived of the benefits that can come
from this form of play—certainly it has not beenproved that the detrimental effects of TV always out-weigh the beneficial. As Witty has stressed, "Researchworkers should extend and improve their studies inan effort to ascertain how greater benefits can berealized from this universally appealing medium"(114).
Direction and guidance are vital if the child is todevelop wholesome concepts about himself, aboutpeople, and about life in general and if he is to learna moral code that will be in keeping with that approvedby society. Long before television was dreamed of.Plato stressed the importance of guidance: "Andshall we just carelessly allow children to hear any
Figure 12-6. Scale of generally beneficial and detrimentaltelevision watching.
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casual tales which may be devised by casual persons,and to receive in their minds ideas for the most partthe very opposite of those which we should wish themto have when they are grown up?"
Satisfactions and Dissatisfactionsfrom Play
Not all children can be expected to derive satisfactionfrom the same forms of play. Nor do children derivesatisfaction from the same play at different periods.Children differ in intelligence, interests, and manyother ways, and they should have the kind of play thatwill fit their needs. Whether a particular play activitygives enjoyment and. at the same time, is sociallyapproved will depend partly upon the individual childand partly upon the alternative activities available tohim.
A child might derive more satisfaction from playingas a member of a team than from watching televisionor reading a book, but if he is not acceptable to theteam members, he will be deprived of the opportunityto engage in team play. Under such conditions, hemust then substitute a form of play that is availableand derive what satisfaction he can from it. If it failsto meet his needs, he will then search for anothersubstitute, and another, until he finds the one thatgives him the most satisfaction.
This is well illustrated in play that is consideredsex appropriate. A girl might prefer football to dolls,but if the boys will not accept her as a member of theirteam, she must play the games that are available toher or not play at all. A boy is faced with the samedilemma. He either plays the way the social groupexpects him to play whether he enjoys it or not. orfaces social disapproval for engaging in play that heenjoys but is scorned by the group.
The important point to keep in mind when analyz-ing differences in play is not that children play dif-ferently and that their play varies from one age toanother, but rather that many of their play activitiesare substitutes for the kinds of play they would preferif they were free to choose. Many children, unfortunatelynever find substitutes that give them the satisfactionthey crave from play. Furthermore, the substitutes maybe harmful to them, either physically or psychologi-cally, or harmful to the social group. The child whosatisfies his need for excitement by watching tele-vision or reading comics, for example, would be better
off if he could satisfy it as he would like to in com-petitive sports with the peer group.
On the positive side, this suggests that even ourpresent-day emphasis on providing play space andplay equipment for children is not enough. If the useof this space and equipment is to bring the desiredresults, positive steps must be taken to provide everychild the opportunity to play in a way that will meet hispersonal needs and thus eliminate his having to findsubstitute forms which are less beneficial, give himless satisfaction, or are socially disapproved.
This problem becomes especially serious in thelatter part of childhood, when delinquent behaviorbegins to appear. Many children who become juveniledelinquents do so because their forms of play are notacceptable to the social group. The child who makesgood social adjustments finds play activities that meethis needs and also win the approval of the socialgroup. By contrast, the child who makes poor socialadjustments plays in a way that gives him little satis-faction, though it may win social approval, or in a waywhich is harmful to him or to the social group but doesgive him satisfaction. The crux of the play problem isthus closely related to the problem of social adjustments:if the latter can be solved, the former will solve itself.
Highlights of Chapter 12
1. Play, which may be active or passive, differs fromwork in that it is not goal-oriented.
2 The major values of play to the child"s developmentare physical, therapeutic, educational, provision ofopportunities for creativity, self-insight, social, andmoral.
3. Children's play is influenced by tradition, it fol-lows a predictable pattern, and it becomes less activeand time-consuming and more formal and sex appro-priate with advancing age.
4. In spite of variations in play due to health, sex.motor development, socioeconomic status, play space,and equipment, certain patterns of play are almostuniversal among American children.
5. The earliest forms of play are mainly solitary, free,and spontaneous, with no rules and regulations.
6 Dramatic play, constructive play, and daydreamingare the most creative forms of childhood play.
7.    Collecting and music are play activities that are
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more popular with girls than boys, while games andsports are more popular with boys.
8. Books and comics are the most popular leisure-time reading materials in childhood.
9. The most popular themes in movies and televisionare similar to those preferred in comics, and thesediffer for the two sexes and for children of differentintellectual levels.
10. Radio listening has less appeal for younger thanfor older children, while the reverse is true for TVwatching.
11. There is little scientific evidence that comics,movies, radio, or television are as psychologicallydamaging to the child as they are often claimed to be.There is substantial evidence that such forms ofentertainment can be psychologically beneficial ifthey are suited to the child's age and to his level ofdevelopment.
12. The degree of satisfaction the child derives fromplay activities depends on how well the play activ-ities available to him meet his personal and socialneeds.
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PSYCHOLOGISTS AND OTHERS have long recognizedthe importance of creativity to individuals andto society. In spite of this recognition, however,creativity is still one of the most neglected subjectsin scientific research.
The reasons for this neglect are many. First, therewas the traditional belief that creativity—commonlycalled "genius"—was hereditary and that nothingcould be done to make a person creative. He waseither born with the "divine spark" of genius or hewas not.
Second, only a few people were believed to have theability to create, and it was thought that scientificresearch should concentrate on matters that affectthe majority of the population. This belief has beenbacked up by evidence of the relatively small numberof truly creative products, whether in art, literature,music, or science, that attract widespread attention.
Third, it has been argued that the competent plod-der—the person with high intelligence and achieve-ment drive—is more likely to be a success in life thanthe creative person. The latter often lives and dies inpoverty and his achievements may not be recognizeduntil after his death, if even then. Consequently, withthe rewards of creativity so uncertain, there was littleincentive to encourage children in this direction.
Fourth, the traditional belief that creative people aresex inappropriate—that creative men are sissies andcreative women more masculine than feminine—hasdiscouraged parents from praising their children'screative urges. Many fathers, for example, opposetheir sons' interest in music, art, writing, or eveninventing, but praise their achievements in sports. Avocation in the business world is more "practical."more masculine." than one in the arts. This negativeattitude toward creativity has discouraged the de-velopment of scientific interest in it.
Fifth, creativity is difficult to study and even moredifficult to measure. Wtih present-day emphasis onthe measurement of different human qualities—in-telligence, personality, or mechanical ability—it isnot surprising that scientists have shied away fromresearch in an area that presents such enormousdifficulties.
Even though scientific interest in creativity datesback to Galton's studies of genius in the middle of thenineteenth century, this interest never gained momen-tum until after World War II. Since then, interest instudying creativity has been stimulated by the need forscientists and technologists to meet the demands ofthe space age and for people with vision, foresight.
and ingenuity to head the ever-growing number ofgiant corporations in the business and industrialareas of our economy.
As scientific research on creativity has increased,to meet these practical demands of modern life, ithas become apparent that many of the traditionalbeliefs about creativity are wholly or partially incorrectEven more important, it has become apparent thatcreativity, like other areas of the child's hereditaryendowment, can be fostered or deadened by his en-vironment, especially during the early, formative years.
In spite of this late start, there is. today, enoughscientific evidence available to justify taking a closelook at it. The major questions are: How important iscreativity to the child's development, and what roledoes creativity play in personal and social adjust-ments? Scientific research has given us an entirelynew concept of what creativity is and how it can bene-fit both the individual and the social group.
Several decades ago. a discussion of family rela-tionships was regarded as irrelevant in a textbookdevoted to child development. Such material, it wasargued, belonged in sociology textbooks, not in thoseconcerned with the psychological development ofthe child. It soon became clear, however, that the twosubjects are closely related, and that omitting materialabout the family from a psychological study of thechild meant ignoring an important factor in his de-velopment. As time goes on and scientific researchin creativity increases, a similar conclusion may bedrawn about creativity.
Meaning of Creativity
Creativity " is one of the most ambiguous and, hence,most loosely used terms in psychological researchtoday. It is even more ambiguous and more looselyused in the vocabulary of the layman.
The popular definition of creativity emphasizesmaking something that is new and different. Mostpeople believe that creativity can be judged by theproduct or by what the person creates. But creativitydoes not always lead to products that can be observedand judged. In daydreaming, for example, a personcreates something new and different, but he aloneknows what it is.
Consequently, creativity must be regarded as aprocess—a process by which something new. eitheran idea or an object in a new form or arrangement,is produced. The emphasis on the act of producing
rather than on the end result of this act is acceptedtoday as central to the concept of creativity.
A second aspect of the popular definition regardscreativity as the haphazard creation of somethingnew and original by chance, as when a child, playingwith blocks, constructs a pile that resembles a houseand then labels it a house. Similarly, when an artistis mixing colors and by chance produces a shade ofred or green different from colors already commonlyin use, he is often credited with being "original."
There is little evidence that this popular conceptof creativity is valid. True, the creative person may notstart out with a specific goal in mind, and he is evenless likely to verbalize what his goal is. But, as Freudpointed out many years ago, creativity is motivatedand serves to turn energy—in Freud's early explana-tion, sexual energy—into some higher outlet whichFreud referred to as "sublimation." Today, it is rec-ognized that all creativity is goal-directed eventhough the goal may be no more than the immediatepleasure the person derives from his activities.
The everyday concept of creativity also holds thatwhat is created is always new and different from whatalready existed and, therefore, is unique. There isample evidence that this concept is not correct or isonly partially correct. Granted that all creativity in-volves the combination of old ideas or products into newforms, but the old are the basis for the new. Thepainter who produces a new red makes use of oldcolors just as the child, in creating a daydream world,makes use of scenes and actions he has experiencedin daily life, or observed in the mass media. Further-more, uniqueness is a personal achievement, not nec-essarily a universal achievement. A person can becreative when he produces something he has neverproduced before, although it may have been producedin almost the same form, or even in an identical form,by someone else.
A fourth aspect of the popular notion of creativityis that it is a unique mental process—a processneeded for no other purpose than to produce some-thing new, different, and original. Instead, creativityinvolves a specific kind of thinking, labeled by Guil-ford as "divergent thinking." According to Guilford.divergent thinking makes excursions from the beatentrack and seeks variety. It goes beyond the obviousand apparent, considering several possible answers toa problem, not one single correct solution. This con-trasts with "convergent thinking," which follows theconventional path with the thinker using informationat hand to arrive at a conclusion that leads to one right
answer, an answer similar to that which others would
reach (54, 55).
The creative person likes to explore things mentallyand to try out lots of possibilities, even if they arewrong. This kind of thinking is often employed inday-to-day activities not usually considered creative.The creative person, however, is more flexible andfluid than the convergent thinker and does not con-fine himself to the information at hand. This permitsa richer flow of ideas and, as a result, it opens up away toward solutions that are novel and. hence, crea-tive (54).
Another characteristic of divergent thinking—thekind that is used in creativity—is that it makes leaps.It does not proceed in easily observable and definablephases as is true of convergent thinking. Convergentthinking is sequential; it proceeds one step at a time.It is guided by a purpose; thus, it examines alternativesand sets controls to check the veracity of the proposi-tions being considered (94).
Fifth, creativity is often considered synonymous withhigh intelligence. This belief has been reinforced bythe fact that people with very high IQs are labeled"genius'—a term which the layman equates withcreativity. There is little evidence that high intelligenceand high creativity always go hand in hand. Instead,creativity is just one aspect of intelligence, as is mem-ory or reasoning.
Sixth, the common concept of creativity as a sparkof genius which is inherent in a person and has norelationship to learning or environment suggests thatthe creative person himself is just a vehicle. It suggeststhat he plays no role in his creative behavior exceptto express in overt actions an inherent trait that hisown experiences and decisions have little to do with.If a person is to be creative, however, he m\js\ acquireaccepted knowledge before he can use it in a new andoriginal way. As Drevdahl has pointed out. the creativeperson is "both conventional and unconventional"(39).
Seventh, creativity is commonly regarded as syn-onymous with imagination and fantasy and. as such, isa form of mental play. Rather, as Goldner has said,creativity is an "organized, comprehensive, imagina-tive activity of the brain toward an original outcome."It is, thus, innovative rather than reproductive (48).
Another popular notion about creativity is that allpeople fall roughly into two major groups, the "con-formers" and the "creators. " The conformer doeswhat is expected of him without disturbing or causingtrouble for others. By contrast, the creator contributes
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original ideas, a different point of view, or a new way oflooking at a problem and attacking it. He does notfollow the beaten path and is sometimes a disturbingelement in the social group. The degree of the dis-turbance and of his acceptance depends on how farhe deviates from the beaten path traveled by themajority.
This notion suggests that a child is either a crea-tive person or a noncreative person, he is a conformerall the way or a creator. It admits no variation in thedegree of creativity one may possess. While themeasurement of creativity is still in its infancy, owingmainly to the difficulty of devising ways to measureit accurately, there is enough evidence from observa-tion and from the simple measurements now availableto show that this notion is not true. Children can nomore validly be divided into two major groups in termsof creativity than they can in terms of intelligence orany other characteristic. Instead, children possessvarying degrees of creativity just as they possess vary-ing degrees of intelligence. This means that, while achild may be predominately a conformer, he also hassome creative ability and vice versa.
A WORKABLE DEFINITION
Many definitions of creativity that might be acceptableto the scientist are so brief that they do not cover allthe important elements required in a workable defini-tion. The one given by Drevdahl (39) has thereforebeen selected as a good, workable definition:
Creativity is the capacity of persons to produce com-positions, products or ideas of any sort which are essen-tially new or novel, and previously unknown to theproducer. It can be imaginative activity, or thoughtsynthesis, where the product is not a mere summation.It may involve the forming of new patterns and com-binations of information derived from past experiences,and the transplanting of old relationships to new situa-tions and may involve the generation of new correlates.It m.ust be purposeful or goal directed, not idle fantasy—although it need not have immediate practical appli-cation or be a perfect and complete product. It may takethe form of an artistic, literary or scientific productionor may be of a procedural or methodological nature.
Since creativity is so complex and so often mis-understood, its important elements are broughttogether and presented in a concise form in Box 13-1.A  careful  study of these elements will  reveal two
facts: First, creativity as viewed by the scientist isvery different from the popular concept of it, andsecond, creativity is a far more complex activity thanmost people recognize.
RELATION OF CREATIVITY TO INTELLIGENCE
Occasionally there are reports of people with highlycreative talents whose intellectual levels are low. andit is well known that not all people with high intelli-gence are creators. Many bright children, for example,achieve academic success, but few exhibit a creativeway of thinking that goes beyond "giving teacher whatshe wants. '
Whether high intelligence and high creativity willgo hand in hand depends largely on factors extran-eous to both creativity and intelligence. Factors in theenvironment or within the person himself often inter-fere with the development of creativity. Strict authori-tarian child-training methods in the home or schoolduring the early, formative years may stifle creativitybut not affect a high native intelligence. Under suchconditions the correlation between intelligence andcreativity will be low.
There is, however, a positive correlation betweenintelligence and creativity. This may at first soundcontradictory. But remember that creativity, whichleads to the production of something new. is depen-dent upon the ability to acquire accepted knowledge.That knowledge is then organized and manipulatedinto new and original forms. Creativity cannot func-tion in a vacuum. It makes use of knowledge pre-viously acquired, and this depends upon the intellec-tual abilities of the person.
In the absence of obstacles that interfere with thedevelopment of creativity, it is reasonably safe to saythat the more intelligent the child the more creativehe could be. On the other hand, it is questionablewhether a child with very low intelligence could everbe more than moderately creative even under themost favorable of environments.
RELATION OF CREATIVITY TO PERSONALITY
A number of studies have been made of the personal-ity patterns of highly creative children, adolescents,and adults. These studies report that no single traitis characteristically found among those who are crea-tive but rather a cluster of related traits, referred toas the "creativity syndrome."Among  the traits in the creativity syndrome are
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        flexibility, nonconformity, need for autonomy, needfor independence, high aspirations, self-discipline,playfulness, liking for manipulation of ideas (toyingwith ideas), assertiveness, reserve, self-assurance,sense of humor, open-mindedness, intellectual per-sistence, self-confidence, curiosity, enjoyment ofcalculated risk when success depends on own ability,sex inappropriate interests, timidity in social situa-tions, preference for fantasy to real adventure, ven-turesomeness, and pursuit of self-chosen interests(10, 57, 120, 140).
Not every creative child has all these personalitycharacteristics, nor do all who possess them havethem in the same degree. A creative child who isregarded as having "wild ideas" may or may not betimid in social situations. It depends. Is he acceptedby the peer group? Is he derided by his family? Ishe made to feel "different"?
For the most part, there is little evidence that chil-dren who are creative are either maladjusted or lonely,as tradition holds. If they are, it is mainly because un-favorable social attitudes toward them have led tomaladjustment and social isolation. The situation isvery much the same with children who have veryhigh IQs.
When the personality syndrome characteristic ofcreativity is combined with a high level of intelligence,it is likely to lead to successful achievement and togood personal and social adjustment. When combinedwith low intelligence—and this is not common—it islikely to lead to trouble both for the individual and forthe social group. Children fitting the latter descrip-tion often become rebellious, antagonistic, andtroublesome nonconformists.
Values of Creativity
Popular belief about the value of creativity centers onwhat the creative person produces for the benefitand enjoyment of the social group and for socialprogress. The value of creativity to the person who iscreative has often been almost completely overlooked.Creativity gives the child tremendous personalpleasure and satisfaction—rewards that have amarked influence on his developing personality.Nothing, for example, gives the child more satisfac-tion and joy than to create something all by himself,whether it is a house made out of a turned-over chaircovered by a blanket or a drawing of his pet dog.And nothing is more ego deflating than to have his
creation criticized or ridiculed or to be asked what itis supposed to be. In speaking of imagination, whichis essential to creativity. Jersild has said, "A largeand fascinating world opens up to a child when he isable to imagine. He now begins to deal with the imagesof things instead of being bound to what is tangiblebefore him" (70).
Being creative is valuable to a young child becauseit adds spice to his play, to the activities around whichhis life centers. If creativity can make play pleasurablefor him, he will be happy and contented, and this, inturn, will lead to good personal and social adjust-ments.
As the child grows older, achievement is of majorimportance in his adjustment to life. Creativity thathelps him achieve success in areas that matter tohim and are favorably viewed by people who are sig-nificant to him will be a source of great ego satisfac-tion.
Unquestionably, creativity will make a great contri-bution to the child if it helps him develop a patternof life to his own liking. In this connection, a distinc-
Boxl3-l
CHARACTERISTIC ELEMENTS OF CREATIVITY
• Creativity is a process, not a product.
■ The process is goal-directed, either for per-sonal benefit or for the benefit of the socialgroup.
■ It leads to the production of something new,different, and, therefore, unique for the personwhether it be verbal or nonverbal, concrete orabstract.
• Creativity comes from divergent thinking, whileconformity and everyday problem solving comesfrom convergent thinking.
tt It is a way of thinking; it is not synonymous withintelligence, which includes mental abilities oth-er than thinking.
V The ability to create depends on the acquisitionof accepted knowledge.
■ Creativity is a form of controlled imaginationthat leads to some kind of achievement, whetherin painting, block building, or daydreaming.
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tion is made between personal adjustment and socialadjustment. If, instead of being forced into a patternthat fits the needs of siblings or peers, the child candiscover a pattern that appeals to him and in which hecan be satisfied and happy, it will go a long way towardhelping him to make a good personal adjustment tolife even though his social adjustment might havebeen better if he had molded his life pattern alonglines that appeal to or suit his peers. For example,a child with special talents can be happy and welladjusted personally only if he is permitted to engage inactivities that make use of his special talents. If, inaddition, however, his environment provides oppor-tunities for social contacts with other children whoseinterests and talents are similar to his, he can retainhis individuality and at the same time be well adjustedsocially.
Development of Creativity
Creativity appears early in life and is shown first inthe child's play. Gradually it spreads to other areasof life. Studies of the creative productions of men andwomen show that creativity normally reaches its peakduring the thirties and then either remains on a pla-teau or gradually declines (37, 81, 116).
Lehman has explained the early peak in creativityas due to environmental factors, such as poor health,family circumstances, financial pressures, and lack offree time. There is no evidence that the early peak orthe subsequent decline is due to hereditary limitations(80).
Whether this pattern will be followed or not willdepend largely upon environmental influences thatfacilitate or hinder the expression of creativity. Arastehhas reported that the development of creativity may beobstructed at several "critical periods" during child-hood and adolescence (10). Box 13-2 lists theseperiods and explains why they are regarded as criti-cal. Some children are subjected to environmentalfactors that result in a stifling of their creativity atthese periods while other children of the same age arenot.
PERSISTENCE OF CREATIVITY
The best way to study persistence is to trace the de-velopment of a group of children from early child-hood into adulthood or even middle age. This ap-proach has not, to date, been used to study creativity.
The obstacle is not lack of scientific interest, but ratherthe lack of adequate measuring devices—standard-ized tests that can discover creativity in children andmeasure changes that take place as children growolder. The few tests that are available today are re-garded as experimental and far too unreliable to usefor a genetic study. This problem will be discussed ina later section.
In Genetic Studies of Genius. Terman and Oden in-directly studied creativity from childhood into adult-hood in connection with their study of the interestsand activities of very bright children. They reported apersistence of creative interests through the years(138). Both Dennis and Lehman, who studied cre-ativity mainly in the areas of science, have reportedthat those who achieved creative distinction in theirfield had shown interest from childhood days in theareas in which they achieved success (37. 81). Thesestudies, however, were retrospective and. like all retro-spection, they are subject to inaccuracies caused bythe subjects' forgetfulness and tendency to exag-gerate favorable qualities or experiences.
Helson has reported the results of a study of thechildhood interest clusters related to creativity inwomen. While this, too, was a retrospective study.Helson concentrated on the interests of the women,not on their acheivements. Since childhood interestsare less likely to be forgotten or exaggerated thanchildhood achievements, this study is of particularsignificance as evidence of persistence.
According to Nelson's findings, creative women,as children, showed both interest in and experiencesrelated to such creative activities as imaginative play,painting, writing stories, or putting on plays. Thiscontrasted with noncreative women, who as childrenenjoyed tomboy activities involving aggression andcompetition, or those who enjoyed conventionalgames and play activities where creativity played onlya very minor role (61).
VARIATIONS IN CREATIVITY
While studies of variations in creativity have not beennumerous, they have emphasized five major factors:sex, socioeconomic status, ordinal position in thefamily, family size, and urban-rural environmentinfluences.
Sex. Boys, it has been reported, show greatercreativity than girls, especially as childhood advances(10. 139). In large part, this is due to the differenttreatment boys and girls receive. Boys are given more
opportunities to be independent and are encouragedby parents and teachers to show more initiative andingenuity.
Socioeconomic Status. Children of the highersocioeconomic groups tend to be more creative thanthose of the lower groups (128). The former, for themost part, are brought up under democratic child-training methods, while the latter are far more likelyto experience authoritarian training. This will be dis-cussed in Chapter 15, Moral Development. Democraticcontrol fosters creativity by giving children more op-portunities to express their individuality and pursueinterests and activities of their own choosing. Evenmore important, the environment of children of thehigher socioeconomic groups provides more oppor-tunities for gaining the knowledge and experiencenecessary for creativity. For example, young childrenfrom deprived homes have very few creative materialsto play with and little encouragement to experimentwith clay, paints, and puppets as compared with thosefrom  more favorable socioeconomic environments.
Ordinal Position. In recent years, order of birthand its effects on child development have attractedwidespread scientific attention. A number of studieshave reported differences in creativity. As with theother factors, the explanations stress environmentrather than heredity. Middle, later-born, and onlychildren are likely to be more creative than the first-born. Typically, the firstborn is subjected to greaterpressures to conform to parental expectations thanthose born later—pressures that encourage the childto be a conformer rather than a creator. An only childis spared many of the parental pressures common inhomes where there are siblings and is also given op-portunities to develop individuality (34, 42, 58, 133).
Family Size. Children from small families, otherconditions being equal, tend to be more creative thanchildren from large families. In large families, author-itarian child-training controls and less favorablesocioeconomic conditions are more likely to prevailand militate against the development of creativity.
Urban versus Rural Environments. Children fromurban environments tend to be more creative thanchildren from rural environments. Authoritariantraining is more common in rural homes, and therural environment offers less stimulation to creativitythan the larger environments of cities and their sub-urbs (83). Figure 13-1 shows a comparison of urbanand rural groups—the latter based on studies of Amishchildren—in tests of creativity, originality, and flexi-bility.
Conditions Influencing Developmentof Creativity
One of the major questions researchers in creativityhave asked is: What conditions in the child's life favoror obstruct the development of creativity? The moreevidence there is that creativity must be given op-portunities to develop in socially acceptable direc-tions if it is to be a source of positive value in thechild's life, the more emphasis this question has re-ceived. Although most of the studies are of relativelyrecent origin, they are numerous enough and theirresults similar enough to inspire confidence in theirfindings.
Figure 13-1. In tests of creativity, rural children scorelower than those from urban areas. (Adapted fromM. L. Lembright and K. Yamamoto, Subcultures andcreative thinking: An exploratory comparison betweenAmish and urban school children, Merrill-PalmerQuart., 1965, 11, 49-64. Used by permission.)
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OBSTACLES TO DEVELOPMENT OF CREATIVITY
Within the home are many conditions that affect the
development of creativity. If unfavorable, they maypresent almost insurmountable obstacles. A firstenvironment that stifles the development of any nat-ural ability to be creative when this characteristic ismaturationally ready to develop can be most dam-aging. Further, unfavorable conditions in the homewhen the child is young are likely to persist and thusto obstruct the development of creativity as the childgrows older.
When parents discourage children from exploringand from expressing their curiosity by asking ques-tions, for example, they are also discouraging thedevelopment of creativity. Parents may not. of course,
Box 13-2
CRITICAL PERIODS IN DEVELOPMENT OF CREATIVITY
Before the child is ready to enter school, he learns thathe must accept authority and conform to the rules andregulations of adults in the home and later in the school.The stricter the authority, the more it will stifle creativ-ity.
8 to 10 YearsThe desire to be accepted as a member of a gang reachesits peak at this time. Most children feel that, to be ac-cepted, they must conform as closely as possible to thepattern set by the gang and that any deviation is a threatto acceptance.
13 to 15 Years
Striving for peer approval, expecially from members ofthe opposite sex. controls the young adolescent's pat-tern of behavior. Like the gang-age child, the youngadolescent conforms in the hope of winning approvaland acceptance.
.'" "  'Q years
At this age, striving for approval and acceptance as wellas training for a chosen vocation may curb creativity.If the vocation necessitates conforming to a standardpattern and following specific orders and rules, as innursing, it will stifle creativity.
see the relationship between exploring and creativity.They may think they are being "good" parents,keeping their children from getting hurt.
When the child's time is regimented or when parentstry to encourage togetherness for family activities,they place roadblocks in the way of attempts by thechild to develop individual interests and to engage inactivities that give him particular enjoyment. Pursuitsthat delight him may be boring to siblings and otherfamily members, and vice versa.
If parents regard fantasy as useless or as harmful
because it leads to    bad ideas,    they are likely to
discourage creativity and encourage practicality and
realism    both in child s play and in his aspirations
for the future.
Well-meaning parents often stifle creativity by pro-viding children with •practical ' toys or toys that offerlittle opportunity for creative play. Typical of suchhighly structured toys are plaques to be painted,molds for clay, fully clothed dolls, ready-made cos-tumes, and fully furnished dollhouses (117).
School conditions also affect the development ofcreativity. If unfavorable, they can counteract much ofthe stimulation of creativity provided by a favorablehome environment. That is one of the reasons why theage of school entry is a critical period ' in the devel-opment of creativity. (Refer to Box 13-2.)
Among the many school conditions that discouragethe development of creativity are very large classeswhere regimentation is essential: strong emphasison memorizing: discouragement of anything that doesnot fall within the prescribed pattern, whether it beoriginal painting or original storytelling; a highlyorganized schedule of class activities: strict, authori-tarian discipline: and the belief of teachers thatcreative children are hard to manage and their workharder to grade than that of the conformers. If teachersregard academic achievement as the only path tosuccess in life, the obstacles to creative expressionmay be overwhelming.
Social factors often militate against the develop-ment of creativity. They affect both parents and teach-ers. Obstructive social factors take two commonforms: unfavorable attitudes toward children who arecreative and lack of social rewards for creativity. Indiscussing unfavorable social attitudes. Torrance(139) has said:
In spite of the fact that these children have many ex-cellent ideas, they readily achieve a reputation forhaving silly, wild, or naughty ideas. It is difficult to
determine what effect this derogation of their ideas hason their personality development, as well as upon thefuture development of their creative talents. . . . Al-though their humor and playfulness may win somefriends for them, it does not always make them "easierto live with." In fact, it may make their behavior evenmore unpredictable than otherwise and this probablymakes their presence in a group upsetting.
Children soon discover that creativity is less of anasset than a high IQ in meeting the demands of theschool. As Jersild has pointed out, the school en-courages and rewards convergent or conventionalthinking more than potentially creative divergentthinking. Thus, the chances are that the "promiseof youth" (which Terman and Oden reported as ful-filled by a high-IQ group) would not similarly befulfilled by a highly creative group (138). Jersild (70)wrote:
The creative child must come up against an adversewind when teachers and peers regard his ideas as wildor silly. He must struggle, often single-handedly, toassert and maintain the integrity of his individualtalents. As he moves into adult life, the person witha high IQ usually finds a ready-made market for hisabilities. He can through his energies single-mindedlywin his way into his vocation. The creative person isless sure of a market. He may have to pursue his creativeinterests through an avocation.
Not only do obstructive social attitudes and thelack of rewards discourage creativity but even worse,they often foster maladjustive behavior by developingin the child an unfavorable self-concept. While somechildren may withdraw from a social group that has apoor opinion of them, others are likely to retaliate bybeing troublesome and vindictive.
CONDITIONS FAVORING DEVELOPMENT OF CREATIVITY
Unquestionably the negative factor that most dis-courages creativity is unfavorable social attitudes.These influence peers, parents, and teachers and theirtreatment of potentially creative children. If conditionsfavorable to the development of creativity are to beestablished, this negative factor must be eliminated.The belief that goodness is synonymous with conform-ity, and badness or naughtiness with nonconformity,must give way to the belief that creativity plays too
important a role in life to be labeled an insignia ofbadness (30).
Cowan (30) has explained why a more positive at-titude must prevail if children who are creative are todevelop their potentials:
Creative children are more like adults than other chil-dren: they tend to want more autonomy and more inde-pendence. All people are pretty reasonable about limitsand restraints. What no one wants, including creativechildren, are arbitrary limits. . . . Without freedom, noone can be creative. And creativity is nurtured bywarmth and affection.
Besides the elemination of negative social attitudes,a number of positive things can be done to fostercreativity. First and foremost is the provision of animmediate environment that favors creativity andencourages children who show a desire to be creative.Pressey has emphasized several factors: "Develop-ment of any ability is fostered by a favorable immediateenvironment, expert instruction, frequent and pro-gressive opportunities for the exercise of ability, socialfacilitation, and frequent success experiences" (116).
Discovery of Creativity
In the past, a creative person was discovered onlyafter he had produced something original, such as apicture, a musical composition, or an invention. Withour present knowledge of how the ability to be crea-tive—commonly known as "talent"—can be fosteredor stifled by environmental influences, it has becomeapparent that waiting until the creative person hasproduced something worthy of attention may, for mostchildren, mean waiting until it is too late.
Consequently, interest today is centered on waysof discovering potential creativity so that it can begiven an opportunity to develop. Discovering poten-tial creativity has proved to be a very difficult task.In the search, effort has been directed toward theconstruction of tests that will measure creativity orsome aspect of it.
Some of the tests of creativity are verbal and someare visual. In the verbal tests, creativity is assessed interms of the number of words the child can associatewith a given word, such as "bolt" or "rain." Or thechild may be asked to name all the round things hecan think of or to tell how a carrot and a potato arealike. In the visual tests, patterned and line drawingsare presented to a child and his imagination is judged
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in terms of what he says the drawings mean to him(6.23.55.139.144).
One reason such tests have met with little successis that creativity is a rather nebulous concept. Are thethings that are being tested creativity or are they someother ability? Furthermore, critics of the tests claimthat they do not always meet the requirements ofrigorous experimental design.
Teachers try to identify creativity by determininghow original the child is in solving a problem or howmuch of a personal touch" he gives to his storytel-ling, his artwork, or his compositions. These judgmentsare, of necessity, subjective and, consequently, oflittle scientific value. For the teacher, however, theyserve as guidelines in discovering and encouragingcreativity. For parents and others whose work is re-lated to guiding the child's development, similar ap-proaches must be used. Until reliable objective testscan be developed, creativity must, of necessity, bediscovered by the way it is expressed in the child'sactivities.
Expression of Creativity in Childhood
in the following pages, some of the most commonways in which children at different ages express theircreativity will be discussed. Each means of expressionwill be critically evaluated to determine whether itleads to good personal and social adjustment andbrings satisfaction to the child.
ANIMISM
Animism is the tendency to ascribe consciousness toinanimate objects. Young children have too littleknowledge and experience to be able to distinguishbetween things which have life qualities and thosewhich do not. They assume that, since they feel andact certain ways in different situations, everythingelse does likewise.
It is difficult to tell just when animistic thinkingbegins because very young children cannot verbalizetheir thoughts. Thus, their thoughts must be judgedin terms of their actions. This approach has led to theconclusion that animistic thinking begins around thetime the child is 2 years old, reaches a peak between4 and 5 years, and then declines rapidly, disappearingshortly after the child enters school (36. 37).
The tendency of the child to endow everything withthe same life qualities that he has is very often en-
couraged by parents. They read him stories or en-courage him to look at comics, television programs,or movies in which trees, toys, animals, and objectsof all sorts behave like human beings. They try tokeep the child from hurting himself or objects duringa temper outburst by saying, 'Don't kick the poorchair or you will hurt his legs " or 'How would you feelif I threw you around the way you are throwing poordolly?"
In trying to explain natural phenomena, such asclouds, stars, lightning, or snow, adults often en-courage children to think of them as having livingqualities. Only as children gain more experience andas they begin to understand explanations of the dif-ference between animate and inanimate objects doestheir animistic thinking wane. Animism can, conse-quently, be regarded as a creative activity of earlychildhood, but it rarely continues after the child be-gins school.
Evaluation of Animism. That animism gives the youngchild pleasure cannot be questioned. It adds enjoy-ment to his play with toys during the years when heis too immature to spend much of his playtime withother people. When the child becomes mature enoughto understand that his toys do not have the qualitiesof people and animals, he loses interest in toy playand turns his attention to play in which toys are notneeded.
There is no evidence that endowing inanimate ob-jects with life qualities interferes in any way with thechild's social or personal adjustments. On the contrary,it helps the child to imagine himself in the place ofothers and. thus, to develop sympathy and empathy.The child who feels sorry for a toy that is hit by anotherchild, or by himself in a fit of temper, will learn to feelsorry for people in similar situations. As a result, hewill learn to curb his aggressive attacks on others.Identifying with a toy likewise gives him a feeling ofsecurity that many young children lack. Taking hisstuffed dog to bed with him. for example, helps theyoung child overcome his fear of the dark. He feelsthat his toy will protect him just as the family dogprotects the family.
DRAMATIC PLAY
Dramatic play—often called "make-believe play"—depends largely on the use of toys that representpeople or animals and on "props " that representeveryday equipment. Therefore, interest in dramatic
play parallels animistic thinking and often loses itsappeal about the time children enter school. When thechild's reasoning ability and experience enable himto distinguish between fantasy and reality, he losesinterest in make-believe play and turns his creativedrive to other activities, usually constructive play.
Pattern of Dramatic Play. While the themes of dra-matic play vary greatly, the way in which children actout the themes follows a definite and predictable pat-tern. Stone and Church (134) have described the typi-cal pattern of children's dramatizations;
For a three-year-old, a block can be a doll, a train, abuilding, a cow. For the five-year-old, a block is a build-ing material, and he wants some approximation of a realtrain to run in and out of the railroad station he makeswith his blocks. The three-year-old can people a universewith sticks and stones and paper and rags—which,however, he does not try to shape in representationalimages. The four-year-old, to be a successful cowboy,wants some outstanding prop—a broad-brimmed hat, acap pistol, or a neckerchief For him, one element canstand for the whole configuration "cowboy." The five-year-old, though, is likely to feel dissatisfied in hisrole-playing unless he can wear the full regalia of hispart.
Dramatizations are reproduced with astonishingfidelity: even the tone of voice of the person imitatedis copied. Few stage properties as such are needed.A hat, a cane, a long skirt, or some article usuallyassociated with the person imitated is all the childneeds to imagine that he is that person. A rug placedacross two overturned chairs serves as a tent, a den,or a cave.
Themes of Dramatic Play. The dramatic play of chil-dren is a mirror of the culture which surrounds them;it dramatizes events of their everyday lives. Everythingthe child hears or sees is repeated in imitative form.Dramatic play also reflects the spirit of the particularperiod in which the child is growing up. For example,during the Second World War. both boys and girlsplayed war games in which they were soldiers andtheir toys were tanks, guns, and airplanes. In the spaceage, children's dramatizations often concentrate onexploring the moon.
Studies of the dramatic play of preschool childrenreveal that the usual themes of today's children in-clude domestic patterns, such as playing house, cook-
ing, eating, taking care of babies, and being fathersand mothers: imitating animals that crawl and growl;taking care of the sick by imitating doctors or nurses,playing store; traveling and other activities connectedwith transportation, such as riding in automobiles,trains, or buses; putting gas in a car or air in the tires;riding in an airplane: and sailing a boat: punishing,playing policeman, and gunplay in general; burningand playing fireman; killing and dying; giving partiesand having weddings; playing the part of legendarycharacters such as Santa Claus, Cinderella, the BigBad Wolf, or George Washington and of people whoare shown in the movies or television, such as G-men,bandits, or astronauts (93. 135).
Playing house is a universal favorite with childrenduring the preschool years. As Sutton-Smith hasreported, "The family group hierarchy is reproducedin the play hierarchy " (135). The younger childrenpassively allow themselves to be led around and"bossed by the older children, who assume the rolesof "Mommy" and "Daddy. " and sometimes "Granny."When several children play the role of siblings, thebiggest is usually the firstborn; he bosses the youngerchildren, as in real life.
Variations in Dramatic Play. While all young childrenengage in dramatic play to some extent, marked varia-tions appear in the frequency and themes of theirplay. This is to be expected because creativity in anyform depends partly on hereditary potential and partlyon environmental conditions which foster or obstructits development. Of the many factors responsible forvariations in dramatic play, those discussed below aremost common.
Sex. Girls engage in dramatic play more often thanboys, but boys exhibit a greater variety in themes. Thegreater variety in boys themes may be explained intwo ways: First, the themes of movies and televisionshows are more suitable models for boys to imitatein their dramatic play, and second, parents talk moreto their sons about cowboys, astronauts, guns, fight-ing, and other topics that can be used in boys' sex-appropriate dramatizations (93). This sex difference isillustrated in Figure 13-2.
Intelligence. Very bright children particularly enjoydramatic play and use a wide variety of themes. Theyusually lose interest in this form of play earlier thanchildren who are less bright, however, because theybecome realistic relatively early and recognize thatinanimate objects do not have the life qualities theyformerly attributed to them (135).
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Degree of Realism. The child who is too realisticor too much of a dreamer does not enjoy dramatiza-tions in his play. The realistic child is unable to imaginethings that he does not see in everyday life and, con-sequently, he merely reproduces the situations that heobserves. The daydreamer never gets around to repro-ducing his creations in his play because he satisfieshimself with their imaginary forms.
Effects of Encouragement. Some parents regarddramatic play as a waste of time or as a handicap torealistic achievement. They discourage their childrenfrom dramatic play directly by making fun of it andindirectly by not providing the toys and equipmentneeded to make dramatic play possible. In contrast,parents who feel that dramatic play is not only thebirthright of every child but also a means of fosteringcreative development will encourage it by suggestingthemes for dramatization and by providing the mate-rials necessary to carry them out. Since nursery schooland   kindergarten  teachers  recognize the  value  of
Figure 13-2. Suggestions for roles in dramatic playby boys and girls at different ages. (Adapted fromH. R. Marshall, Relations between home experiencesand children's use of language in play interactionswith peers, Psychol. Monogr., 1961, 75, No. 5. Usedby permission.)
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dramatic play, they make sure that the equipment andmaterials needed are available and they offer sugges-tions about how they can be used.
Role of Guidance. While adult encouragement isimportant to the child's enjoyment of dramatic play,guidance is necessary if the play is to provide realsatisfaction. Suggestions about how to play in a cre-ative way and how to use materials are helpful, but toomuch direction and criticism can be damaging. Evenwhen the child is encouraged to engage in dramaticplay and is given materials to facilitate this play, hismotivation may be weakened by criticism and he mayturn his play interests into other channels.
Role of Equipment. Dramatic play cannot takeplace without some equipment, however simple. Oneof the reasons children from poor socioeconomicbackgrounds engage in dramatic play less than thosefrom more favored backgrounds is that they lack thetoys and other equipment needed to provide the set-tings and actors in this kind of play. A child cannotfeed the baby, for example, if there is no doll to rep-resent the baby or no bottle to put to the baby'smouth.
Equipment is essential to dramatic play, but thisdoes not mean that more and more equipment willresult in more dramatic play and in a greater numberof dramatic-play themes. If it is to serve its purposeas a source of motivation, the equipment must be ofthe right kind. It must be developmentally appropriateto the child's age and level of intelligence and it mustnot be so highly structured that it leaves no oppor-tunity for creative use. An electric train, for example,is developmentally inappropriate for the average 2-or 3-year-old because he is unable to handle the in-tricate mechanism and must call upon a parent orolder sibling for help (117).
Evaluation of Dramatic Play. Only if dramatic playpersists long beyond the time when children usuallyengage in this form of creative activity is there anylikelihood that the child will be damaged in his per-sonal or social adjustments by it. Like animism.dramatic play is discarded by most children shortlyafter they enter school. They no longer attribute livingqualities to their toys and they are too realistic towant to pretend that their dramatizations are anythingbut make-believe. Furthermore, as the interest inpeer activities increases and the desire for social ac-ceptance becomes stronger, children want to do whattheir peers are doing. This means that, no matter howmuch  enjoyment they  might  derive from  dramatic
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play, they abandon it if their peers regard it as babyishand if they have substituted bails, bats, skates, andmore grown-up play equipment for their toys.
Box 13-3 describes some of the ways in which dra-matic play contributes to the young child's personaland social adjustments. Though teachers in nurseryschools and kindergartens recognize the value ofdramatic play to social adjustment, parents oftenoverlook it, giving more attention to personal ad-justment contributions.
CONSTRUCTIVE PLAY
As children reach school age and are better able todistinguish between fantasy and reality, they loseinterest in dramatic play and turn their attention toconstructive play. This does not mean that construc-tive play begins when dramatic play ends. Construc-tive play begins early, often sooner than dramaticplay, but it is overshadowed by the more excitingplay of make-believe. Then, when make-believe losesmuch of its thrill for the child, he turns his attentionto a type of creative play he found enjoyable earlierand devotes more and more time to it.
One of the reasons constructive play is a favoriteform of creativity, especially during the preschoolyears, is that it can be pursued without playmates.Much of the enjoyment the child derives from dramaticplay would be lost if he did not have other children toplay some of the roles dramatic play involves. Playinghouse, for example, can be played alone with dolls inthe roles of family members. But for most children itis more enjoyable if they have at least one or two play-mates to take other roles.
The two most common and popular kinds of con-structive play are making things and drawing. As inother creative play, there are marked variations in thefrequency with which children engage in these activi-ties and there are differences in the kinds of thingsthey construct. Boys enjoy constructive play as muchas girls, for example, but boys and girls of the sameage usually follow quite different constructive playpatterns.
Making Things, in early constructive play, the childmakes things from mud, sand, blocks, clay, paint,paper, and paste.
In kindergarten, most children turn from blockbuilding to painting, modeling, painting, puzzles, andcollages.
In late childhood, children build tents, playhouses.
Box 13-3
EVALUATION OF DRAMATIC PLAY
Contributions to Personal Adjustment
Dramatic play gives the child pleasure andeliminates the boredom he might experiencewhen no playmates are available.
In dramatic play, the child can go beyond therestrictions imposed by reality and thus learnthe pleasures and benefits to be derived fromcreativity.
Dramatic play enables the child to realize hiswishes vicariously, thus eliminating feelings offrustration when his wishes are blocked in dailylife.
Dramatizations serve as a source of emotionalcatharsis by enabling the child to express frus-trations in aggressive make-believe play.
In his dramatic play, the child can increase hisfeeling of self-importance by playing rolesassociated with power and prestige (such asparental roles).
By dressing up for his roles in make-believeplay, the child begins to recognize the value ofclothes.
Contributions to Social Adjustment
Dramatic play shows the child the pleasures ofsocial contacts and encourages him to becomeouter-oriented.
In his make-believe play, the child learns to becooperative by playing a role that fits into thepattern of the roles played by others.
Dramatic play helps the child to learn, throughimitation of real or mass-media models, ap-proved social and sex roles.
In dramatic play the child is motivated to speak,either in making suggestions about the dram-atization or in playing his role. Thus, he not onlyincreases his vocabulary but also gains confi-dence in his ability to communicate with hispeers—a skill needed for social acceptance.
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huts, snowmen, and dams. Boys and girls use thesame materials, but their constructions reflect tradi-tional sex-appropriate patterns.
The young child is pleased with whatever he makes.The older child is more critical of his workmanship,especially in painting and drawing. He may hide hiswork or even destroy it if others insist on seeing it.
Drawing. The drawings of the young child are crea-tive, not direct copies of people or objects. He drawsthings as he remembers them or as he would like themto be, and he is uninterested in perspective, propor-tions, or relationships. He puts in details that interesthim, such as buttons on a coat, while omitting essen-tials, such as a man's legs. From the time the childenters school, his drawings show regard for perspec-tive, relative size, and correctness of detail. Unless
he is truly gifted, the child, as a result of the formalinstructions he receives in drawing at school, showsless originality in his drawings with each passing year(16). Figure 13-3 shows, from a longitudinal study ofone child's drawings, the decrease in originality thattends to occur after the child enters school.
The drawings of young children usually representfamiliar objects, rarely designs. The human form ismost popular, with the adult form slightly more popu-lar than the child's. Animals are less frequently drawnthan houses and trees.
Among older children, more emphasis is placed onthe drawing of machines, designs, animals, houses,flowers, and trees, and less on the human form Olderchildren frequently draw cartoons similar to comicstrips: subject matter is varied, but favorite charactersare teachers and peers whom they dislike.
Figure 13-3. (a) "Wolf, crouching," age 3-4, pen;(b) "My family," age 7-10, pencil. Creativity indrawings tends to decrease after the child receivesformal instruction in drawing. (Adapted from J. L.Brown, Precursors of intelligence and creativity: Alongitudinal study of one child's development,Merrill-Palmer Quart.. 1970, 16, 117-137. Used bypermission.)
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        Evaluation of Constructive Play. Constructive playcontributes to good personal adjustment but doeslittle toward improving social adjustment. Construc-tive play is usually carried out as a solitary rather thana group activity, and so it offers little help to the childin making social adjustments. Only when he makesthings with another child or several children can itcontribute to social adjustments in the same way asdramatic play.
Constructive play aids personal adjustment bothdirectly and \n6\rec\\y. Directly, its contribution comesfrom the ego satisfaction he receives from being ableto construct something by himself: and from the socialrecognition the child receives for his constructions.Unfortunately, a child's constructive efforts are oftencriticized or ridiculed by peers, parents, or teachers.If he is required to imitate a model, he may feel thathis own efforts are so inferior that he loses all joy andinterest in the activity. Such an experience will beego deflating.
Indirectly, constructive play contributes to personaladjustment by eliminating boredom and any feeling ofmartyrdom the child might have if he has no one toplay with. The child who is bored usually feels sorryfor himself. Even worse, he tries to compensate for hisboredom by engaging in daydreaming—a type of playthat gives temporary satisfaction but. in the long run,plays havoc with good personal and social adjust-ments. This subject will be taken up in a later sectionof the chapter.
The contribution of constructive play to good per-sonal adjustment does not end with childhood, as istrue of dramatic play. Instead, constructive play often
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develops into a lifetime hobby. Thus, its contributionto personal adjustment persists.
IMAGINARY COMPANIONS
An imaginary companion is a person, an animal, or athing which the child creates in fantasy to play the roleof a companion. Because much play requires play-mates to be enjoyable, the child who lacks a playmateoften creates an imaginary one. If a child is timid orhas had unpleasant early social experiences, he mayprefer an imaginary playmate to a real one.
When the child wants a friend, his imaginary com-panion will serve as a real friend. Thus, imaginarycompanions, like real ones, may be either playmatesor friends (as explained in the chapter on social ad-justments). Regardless of the role the imaginary com-panion plays, the child derives satisfaction from feel-ing that he has someone always present. A. A. Milne(102) has described how a young child feels about hisimaginary companion:
Binker—what I call him—is a secret of my own,And Binker is the reason why I never feel alone.Playing in the nursery, sitting on the stair,Whatever I am busy at, Binker will be there.
Most imaginary companions are people—mainlychildren of the child's own sex and age. They havenames chosen by the child because he likes them, andphysical and personality characteristics the childlikes—often those he himself would like to have.Imaginary companions can and will do anything thechild wants them to do. This, of course, adds to thepleasure the child derives from them.
Prevalence of Imaginary Companions. Because theimaginary companion is "a secret of my own," thechild does not always tell others about him. Ob-serving a child and listening to what he says when heis playing alone, however, will often reveal that he hasan imaginary companion. The child's secrecy explainsthe methodological difficulty of finding out how com-mon a creative activity having an imaginary companionis, what kind of child is most likely to have one, andat what ages imaginary companions are likely to beimportant in the child's life.
While relatively few studies have been made of thiscreative activity in childhood, there are enough togive some tentative answers to the above questions.Indications are that imaginary companions are more
common among girls than among boys, that they aremore realistic to girls, and that they persist longeramong girls.
Imaginary companions are more prevalent amongchildren of superior intelligence than among those ofaverage intelligence. Apparently, children of the lowerintellectual levels seldom engage in this form ofcreativity. Since it requires more mental activity tocreate a companion than to create a scene with mate-rials and toys, the prevalence of imaginary compan-ions among children of high intellectual levels isunderstandable. They have more basic informationfrom which to create a companion and the reasoningability to coordinate their information into a com-pletely new form. Furthermore, very bright childrenoften experience loneliness because they have littlein common with their peers or even their siblings.
Children who have a frictional relationship with theirsiblings and parents are far more likely to have imag-inary companions than those whose family relation-ships are harmonious. In a large family, if the agedifference between siblings is great or if older siblingsresent having to take care of younger children andtreat them as nuisances, the children who feel un-wanted and unloved will tend to compensate bycreating imaginary companions to meet their needs.
No one personality type predisposes children tohave imaginary companions. Children who are happyand well adjusted have them during the preschoolyears just as other children do. It has been reportedthat they are most common among children who havesuch personality difficulties as timidity in the presenceof other children, a domineering manner with otherchildren, fear of physical activities, sensitivity, anundemonstrative manner, evasiveness, irresponsi-bility, eagerness to be in the limelight, and fear ofbeing outdone by others (5, 68, 132, 151).
Any child who lacks the companionship he cravesmay compensate by developing an imaginary com-panion to meet his needs. Imaginary companions areso common during the early childhood years thathaving one may be regarded as normal. If a childprefers imaginary companions beyond the age whenchildren normally have them, however, that may beregarded as a danger signal of poor personal andsocial adjustments.
Evaluation of Imaginary Companions. An imaginarycompanion is by no means a satisfactory solution tothe lonely child problem. Although it may help thechild relieve his loneliness and his feeling of being
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unloved and unwanted, it does not help him makegood personal or social adjustments. True, being ableto be the "boss" in his relationships with an imag-inary companion will be ego inflating for the child, butit is likely to lead to delusions of grandeur which willbe challenged in real-life situations. This is damagingto personal adjustment because having to revise one'sself-concept and accept a more realistic assessmentof oneself is difficult and unpleasant.
Equally damaging to personal adjustment, an imag-inary companion encourages the child to become ego-centric, selfish, and domineering. When he discoversthat these traits lead to social neglect or rejection, heis likely to develop a martyr complex and be evenlonelier than before, when he could relieve his loneli-ness by turning to his imaginary companion for solace.
Having an imaginary companion affects the child'ssocial adjustment in many ways. Most important areits effects on the development of social skills andplay skills. To make good social adjustments, thechild must develop such social skills as cooperation,fair play, honesty, good sportsmanship, and empathy
Box 13-4
CATEGORIES OF DAYDREAMS
i
Cnnqjiprins-hern DavdrpamsThe child sees himself as he would like to be in real life—as a cowboy, an astronaut, or an athletic hero. He isalways the central character and all other characters payhomage to him.
Suffering-hero DaydreamsThe child sees himself as a martyr who is misunderstoodand mistreated by parents, siblings, teachers, peers, orsociety in general. In the end, he turns out to be a hero,and those who mistreated him are penitent and try to doall within their power to compensate for the physical ormental pain they inflicted upon him.
Jmaginary-invalid DaydreamsThe child sees himself as suffering from a physical ail-ment which prevents him from doing what other childrenof his age do. Imaginary-invalid daydreams are, thus, aform of suffering-hero daydream. When these daydreamsare vivid, the child actually believes that he is sick orsuffering from a physical handicap, such as inability torun or to do things with one or both of his hands.
(refer to Chap. 10). He can do this only in socialcontacts with real people in real situations. It wouldbe most unlikely for a child to find a real playmate whowould be as submissive and as willing to be bossedas an imaginary companion is.
Play skills, like social skills, can be learned only inreal-life activities. In childhood, social adjustmentdepends largely upon the ability to engage in playactivities enjoyed by one's age-mates. The child wholacks the play skills necessary to engage in theseactivities will find himself neglected or rejected. Thiswill further limit his opportunities to master the skillsneeded for social acceptance.
If the child has a strong motivation to play with thereal children who are available and if parents, teachers,or playground supervisors can give him help andguidance in playing in a socially acceptable way, thedamaging effects of having an imaginary companionwill probably be temporary.
Several studies have been made of college studentswho, as young children, had imaginary companions.The studies show little evidence of permanent damagefrom imaginary-companion experiences in early child-hood. Comparatively, the students tend to be moreintroverted, to be less social in their interests, and tohave less achievement motivation, but unless thesetendencies are strong, they do not seriously impairsocial adjustment (60, 151). The findings suggest,however, that children who have imaginary com-panions need guidance and help to guarantee thatthese tendencies be overcome before they becomehabitual patterns of personal and social adjustment.
DAYDREAMING
Like all play, daydreaming is an activity which is en-gaged in for the pleasure it provides. It is a form ofmental play, and is usually called "fantasy" to distin-guish it from more controlled expressions of imagina-tion. Blazer has written: Fantasy is an escape ordefensive mechanism offering either solace or anillusionary release from unsatisfying reality or animaginary satisfaction of wishes any actual gratifi-cation of which has been forbidden by repression"(13).
Daydreaming differs from make-believe play in thatthe role the child plays in his daydreams is moreheroic, more fanciful, and more remote from daily life.In his daydream, he is the hero, the superman, theorphaned prince. Unlike the child who is annoyed ifhis make-believe play is interrupted, the daydreamer
is actually shocked back to reality by an interruption.The stuff of which daydreams are made often comesfrom mass media. Blazer (13) has described the rolethe different forms of mass media play in the settingand action of the daydream:
Modern civilization has provided us with "canned fan-tasies" in the form of movies, radio programs and tele-vision shows. No longer do we have to develop our owndaydreams; we can have them brought to us by a flickof the electric switch or we can view them in technicolorat the neighborhood movie. Through the process ofidentification we are enabled to incorporate these manu-factured dreams into our own repertory, where they serveas models for more dreams of the same type.
Regardless of the setting or the action of the day-dream, the central character is always the dreamerhimself. Any other characters are subordinate, thoughtheir roles are related to his and affect his actionseither adversely or favorably. If a teacher appears ina daydream, for example, she may be praising thechild for his good work or criticizing him because hisbehavior disrupts the classroom. In any event, he is themost vivid and most significant character on the day-dream stage.
While daydreaming may begin early—and it does inbright children—it reaches a peak during puberty. Itis a favorite form of entertainment among older chil-dren when they are bored or restricted in other play.
Themes of Daydreams. Although daydreams mayhave any imaginable setting and may relate to anyactivity, three major categories are most common andmost popular in childhood. These are explained brief-ly in Box 13-4.
Normally, in well-adjusted children, conquering-hero daydreams predominate, though almost all well-adjusted children, at some time or other, engage inboth suffering-hero and imaginary-invalid daydreams.In poorly adjusted children, on the other hand, suf-fering-hero and imaginary-invalid daydreams pre-dominate.
As children approach puberty and begin to developantisocial attitudes and to feel below par physically,suffering-hero and imaginary-invalid daydreams be-come increasingly frequent and vivid. In fact, they arealmost universal during puberty though, of course,every pubescent child also engages in conquering-hero daydreams. Figure 13-4, showing differentphysical causes for absence from school among chil-
dren at different ages, emphasizes how commonimaginary invalidism (referred to as "illegal cause")is as children approach puberty.
Variations in Daydreaming. Even though daydream-ing is an almost universal form of creativity duringthe childhood years, there are marked variations inthe frequency with which different children engage init and in the kinds of daydreams they create. Thefactors that determine these variations are discussedin the following paragraphs.
Sex. Girls daydream more than boys at all ages.Girls' play activities are more restricted than boys',and this not only makes girls feel sorry for themselves—a source of motivation for suffering-hero daydreams—but also gives them more free time to create theirdaydreams.
Intelligence. Daydreaming parallels the develop-ment of intelligence in the child who is well adjusted.
Figure 13-4. Absence from school for imaginaryillness ("Illegal") increases markedly during earlyadolescence among both boys and girls. (Adapted fromK. D. Rogers and G. Reese, Health studies—presumablynormal high school students. II. Absence from school,Amer. J. Dis. Children, 1965, 109, 9-27. Used bypermission.)
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Since imagination develops more rapidly than reason-ing ability, the older child can imagine himself in anyrole he wishes and not realize how incongruous thisis. Gradually, as his reasoning ability develops, hebegins to see the incongruity. In a poorly adjustedchild, however, self-insight is not well developed,and he does not recognize the incongruity betweenreality and products of the imagination. Furthermore,because of his poor social adjustment, he spendsmuch time alone; this encourages him to becomeself-bound—a tendency which fosters unrealisticthinking about himself.
Other Play Activities. The child who engages inactive play with other children has relatively littletime for daydreaming. By contrast, the child whospends little of his free time in peer play, owing togeographic isolation, lack of social acceptance, or aphysical handicap, has plenty of time for daydreamingunless he is occupied with other play interests. AsSinger has pointed out, it takes more "time and sol-itude to develop a rich imaginative life" than theactive child has (127).
When the child's play interests are heavily centeredaround the mass media, he not only uses them fordaydream material but, even more important, he de-velops the habit of deriving pleasure vicariously fromobserving the activities of others. This habit makeshim more prone to daydreaming, where he derivesenjoyment from identifying with a glorified unrealself.
Degree of Adjustment. A well-adjusted child usuallydaydreams only when he is unable to engage in otherforms of play. The poorly adjusted child, by contrast,substitutes daydreaming for peer play or constructiveplay. Poorly adjusted children engage in suffering-hero daydreams more than well-adjusted childrenbecause in such daydreams they see themselves asright and others as wrong. This frees them from anyfeeling of guilt or inadequacy they might have for notachieving the social acceptance they crave.
Evaluation of Daydreaming. Daydreaming is so wide-spread and so satisfying in childhood that an evalua-tion of its effects on personal and social adjustmentsis in order. In the evaluation given below, it will be-come apparent that the obstacles daydreaming posesto good adjustment far outweigh its aids.
Aids to Adjustment. Daydreaming is, without doubt,a source of satisfaction for all children, but especiallyfor those who are unhappy with their real selves andtheir real roles. For them, escape into the daydream
world is one of the bright spots of the day. In theprivate world of the daydream, everything goes asthey want it to go. The daydream is thus an importantwish-fulfillment experience.
In this secret world, the child can get the excitementhe rarely finds in real life. Even the pleasure he derivesfrom identifying with movie and television charactersfalls far short of the satisfaction he gets from beingthe center of excitement in his daydreams.
Daydreaming often provides an emotional catharsisfor the child (see Chap. 9). By fighting imaginarybattles with those who anger him or by overcomingthe sources of fear that make him timid and ashamedof himself in real life, the daydreamer can rid himselfof pent-up emotions or of emotions which—if overtlyexpressed—would win social disapproval.
If daydreaming could be counted on to motivatereal achievement, it would be a worthwhile activityin the child's life. Unfortunately, it is usually a sub-stitute for achievement rather than a source of motiva-tion. Blazer has written, "Fantasy serves as a sub-stitute for the attainment of goals which would besatisfying, but which are either socially disapprovedor are, in the estimation of the individual, beyond hisreach" (13).
Obstacles to Adjustment. Daydreaming is one ofthe most dangerous forms of play, if not the mostdangerous, because it can so easily become a habitualmethod of escaping from an unpleasant reality.Physically, it is harmful to the well-being of a childto loll around and daydream instead of engaging inplay which exercises the body. Also, daydreamingoften gives rise to a strong emotional state whichupsets body homeostasis.
The psychological damage of daydreaming is farmore serious than the physiological. The child whoderives enough satisfaction from his daydreams toprefer them to other play soon develops a roman-ticized concept of himself which is far removed fromreality. This multiplies the adjustment problems thatled him into excessive daydreaming in the first place.When the child engages in suffering-hero daydreams,they tend to exaggerate an already existing beliefthat 'no one loves me " and to build up antisocialattitudes that intensify the child's poor adjustments.
Just as a habitual escape into daydreams leads topoor personal adjustment, so does it lead to poorsocial adjustment. The daydreamer rarely has goodself-insight. Unable to see himself as he is, he cannotunderstand why people do not accept him, and heshows his resentment in his treatment of them. Feeling
trapped, the child makes poorer and poorer socialadjustments as time goes on.
How Much Daydreaming Is Healthy? The habitual useof daydreaming to escape reality and bolster the egois extremely damaging to personal and social adjust-ments, but this does not justify saying that all day-dreaming is bad. In fact, it can be said that too littledaydreaming is as unhealthy as too much.
If a child—or an adolescent or adult—never day-dreams, he is deprived of the pleasure daydreamingcan bring to a life that is not entirely satisfying.Equally important, everyone needs some moralebooster when he is discouraged and v^^hen his attemptsto achieve success have failed or have gone unrec-ognized. Seeing himself as a conquering hero canmotivate him to continue trying until he finally reacheshis goal. Without such a morale booster, he might lethis anxieties and frustrations get so strong a hold onhim that they would dominate his life.
Children who daydream too little—and they are inthe minority—may not have the intellectual capacityto imagine things that are not actually happening, orthey may not have the knowledge from which day-dreams can be fashioned. Others may be kept so busyfrom the time they waken in the morning until they goto bed at night, with "extras" imposed by ambitiousparents or by parents who need their help, that theyhave little free time for mental play.
If daydreaming is indulged in with moderation andif the child is able to get enough satisfaction fromreal life that he does not seek refuge in the world offantasy whenever things are not to his liking, there isno reason to try to deprive him of this source of sat-isfaction. As Kuhlen has pointed out. "It would beincorrect to assume that all daydreaming or fantasy isfraught with psychological dangers: again it is a mat-ter of the extent to which it is engaged in" (77).
As a rule of thumb, adults can determine if the childis engaging in daydreaming either too much or toolittle by observing his behavior and attitudes. If. whenhe is by himself, he usually spends his time in a soli-tary play activity, especially something constructive,this is not indicative of an unhealthy attachment todaydreaming. On the other hand, if he normallyspends hours at a stretch in isolation, doing nothingbut looking into space, and if he shows a strong pref-erence for this kind of occupation, there can be nodoubt that his daydreaming has reached an unhealthystage.
The child who must always be on the go and who is
never happy when alone has probably developed anunhealthy antidaydreaming attitude. While he may notverbalize his feelings, there is reason to believe thathe has learned, from past experiences, to feel guiltyabout daydreaming and to regard it as a waste ofvaluable time, as the adults in his environment haveprobably repeatedly told him it is.
In addition to the amount of time involved, there isa second criterion of how healthy or unhealthy day-dreaming is. The kind of daydream that predominatesis also important. Even though all children, at sometime or other, engage in every kind of daydream, thosewho are extraordinarily attached to the suffering-hero or the imaginary-invalid categories will be mostdamaged psychologically. Children will be betteradjusted, both socially and personally, if their day-dreaming helps them gain self-confidence and self-assurance than if it fosters the belief that they areinadequate and inferior.
WHITE LIES
A very common expression of creativity among youngchildren is the telling of "white lies"—often referredto as "tall tales." The white lie of childhood is verydifferent from lying as adults think of it. A white lie isa falsehood told by a person who actually believes itto be true: he has no intention of deceiving others andno motivation to do so. He believes what he says be-cause it is so vivid and seems so realistic to him thatit must be true.
A "lie," by contrast, is a falsehood told with thedeliberate intent to deceive. The child who resorts tolies often does so to avoid punishment or criticism forsomething he knows is forbidden or disapproved.Occasionally, he uses lies to impress others and, assuch, lying is a form of self-aggrandizement ratherthan self-protection. Whatever motivates him, thechild is fully aware that his lies are untrue.
Origin of White Lies. Many white lies originate indaydreaming. When the child, in his daydream world,sees himself doing things he would like to do in reallife, the ego satisfaction he receives from the day-dream helps to reinforce his belief that he actuallydid these things.
If, in addition to his daydreams, the child is en-couraged to endow inanimate objects with life quali-ties and is told stories or sees pictures of objects oranimals doing and saying things that people in reallife do or say, he is likely to believe that they actually
were or could be real. This may make him more white-lie prone.
There is some evidence that white lies reach theirpeak of frequency and intensity between the ages of4 and 5 years and then wane rapidly as the child'sreasoning improves and his knowledge increases. It isalso likely that the child's environment and the waysignificant people in his life react will influence hisbehavior. Normally white lies are infrequent after theage of 6.
Distinguishing between White Lies and Lies. To evalu-ate the effects of white lies and lies on personal andsocial adjustments, one must know what role they playin the child's life. Fundamentally, the differencebetween the two is that white lies are used for self-aggrandizement and lies for self-protection. The childwho tells a white lie exaggerates and embroidersreality because he has discovered that this focusesattention on himself and raises his prestige. Tellinghis mother that he has just seen a lion on the streethas more attention value than telling her he saw a dog.And he may actually believe that a lion was on thestreet because he just saw one on the television screenor in a picture book.
The child uses lies mainly for self-protection or toprotect others who are significant in his life. He maylie about a broken object to avoid a scolding or pun-ishment or to protect a sibling or a playmate. Occa-sionally a child intentionally lies in his boasting, claim-ing that he has done things which will win admiration,but lying for the purpose of self-aggrandizement isfar more common among adolescents and adults thanamong children.
Effects of White Lies. There is no evidence that whitelies contribute to good personal or social adjustments.Whether they will be detrimental and how detrimentalthey will be will depend largely on how adults orothers who are significant in the child's life react.
Adults often regard a child s white lies with amusedtolerance. They may even encourage a child to telltall tales because they are cute or amusing. Thedanger in this kind of adult reaction is that the childinterprets it to mean that people approve of his tellingwhite lies. He is not. therefore, motivated to examinecritically what he has said to determine whether heimagined it or whether it actually happened. Thisadult reaction also encourages him to exaggeratewhatever he says, because that raises its attentionvalue. Later, boasting and exaggerating may become
habitual. As noted in the chapter on speech, neitherof these leads to social acceptance.
A second common adult reaction to white lies is toregard them as real lies and to assume that the childis trying to deceive. This reaction stems from theadults' failure to realize that young children are men-tally too immature to be able to distinguish betweenwhat they imagme and what actually happens. Sinceadults feel that a child who lies will make poor adjust-ments to life, they take punitive steps to prevent thebehavior from becoming habitual. Whatever punitiveaction is taken, the child who is made to feel guilty andashamed may develop a generalized feeling of guiltabout any form of imaginative thinking. Adult disap-proval may be reinforced by the reactions of olderchildren who also fail to realize that the young child isoften incapable of distinguishing imaginary from realexperiences. Such unfavorable reactions may makethe child feel that imagination itself is wrong. Thiswill curb any natural ability he may have to be creative.
The third and most wholesome adult reaction towhite lies is to recognize them as natural in earlychildhood but a potential source of social rejection.This reaction should be accompanied by guidance tohelp the child analyze what he has said to determinewhether he actually experienced it or just imaginedit. Such an approach will help the child to becomeself-critical without being stifled by feelings of guilt.
HUMOR
Humor has two aspects: the ability to perceive thecomic and the ability to produce it. Both aspectscan add to social acceptance, because they help tocreate the impression that one is fun to be with andis a good sport. The young child learns the value ofhumor from his contacts with others.
Some forms of humor can be produced only by per-sons with a high level of intelligence but most of theforms that have great appeal to children can be createdby anyone of normal or even slightly below normal in-telligence. They require divergent thinking, which en-ables the producer to perceive new ways to combinepreviously learned material into patterns that otherswill regard as humorous. They do not require theproduction of completely new material.
The creation of humor also requires a knowledge ofthe kind of situation that others perceive as comic anda motivation to turn one s creative energies into chan-nels that will result in humorous patterns.
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Knowledge of what others regard as comic comespartly from observation of what people laugh at inreal-life situations and partly from observation ofpeople's reactions to the comic in the mass media. Achild, for example, observes that almost everyonelaughs when a person slips and falls on a bananapeel and that they laugh even harder when the personin the predicament is someone who is regarded assuperior because of his age or position. He discoverswhat makes people laugh from reading the comics,from stories the parent or teacher reads, and fromwhat he sees on the movie or television screen.
The child who wishes to win social acceptance hasa strong motivation to learn to produce humor as anaid to achieving that goal. He is willing to spend timeand energy discovering what makes people laugh andcreating humor that will gain their approval. With-out this motivation, he might turn his energies intoother creative pursuits that would satisfy a need forpersonal achievement rather than social acceptance.
Creative Forms of Humor. Humor takes many forms,ranging from the simple to the complex and from thecrude to the subtle. In Box 13-5 are given some of themost common outlets for humor creativity amongAmerican children today. The list shows that children'shumor is largely dependent upon their observation ofwhat makes others laugh. The creative element comesfrom the ability to take this information from pastexperiences and apply it to new situations. The childwho sees a clown getting a laugh when he trips overhis oversized shoes, for example, may paddle aroundin his father's shoes, trip over his feet, and get a laughfrom his age-mates.
In spite of the similarity between the child's modelsand his own humorous productions, these produc-tions are creative for the child because he puts to-gether in a new form what he has learned from pastexperiences. And, as was stressed earlier in thischapter, the criterion of creativity is not whether theproduction is original in the sense that it has neverappeared before, but rather whether it is original forthe child.
Evaluation of Humor Production. The child who isable to make others laugh or who is able to put othersin an inferior position will develop self-confidence andself-assurance. On the surface, one might concludethat humor production is an aid to personal adjust-ment.
One must look below the surface, however, to see
if this form of creativity leads to unfavorable socialreactions that will counteract the aid it might be topersonal adjustment. While almost all humorous pat-terns are at first greeted with laughter and the humorproducer receives initial favorable social reactions,later reactions may be quite the reverse.
The child who can make his classmates laugh byclowning or 'cutting up, " for example, may soon dis-cover that he is regarded as a "pest." Similarly, thefirst reaction to an off-color joke may appear to befavorable, but if it causes embarrassment to those whohear it, they will not have a high regard for the personwho told it.
Three conditions often lead to unfavorable socialreactions toward humorous productions. First, anyhumor that causes annoyance or interference withwhat others want to do will lead to social judgmentsthat the creator of the humor is a pest. Second, humorthat embarrasses or humiliates another person, es-pecially when he is unable to retaliate, is regarded aspoor sportsmanship. And third, humor that is repeatedwithout enough variation to give it a touch of orig-
Box 13-5
COMMON FORMS OF HUMOR PRODUCTION
- Punning, or play on words by twisting theirmeanings or pronunciations
■ Caricature drawings of people or animals doinghumorous things
. Mimicry of the speech, singing, mannerisms, oractions of people or animals
= Jokes and smutty stories mainly about tabooedsubjects, such as sex, or about people in au-thority
■ Slips of the tongue, often intentional
■ Stunting or doing "silly" things
■ Dressing up to produce an incongruous ap-pearance
• Clowning or "cutting up"
• Horseplay or "roughhousing" with peers
■ Practical jokes to put others in a predicament
■ Sarcasm or verbal caricatures of others
inality will lead others to think that the humorist isnot very original or funny after all.
A personal example will illustrate this point. Whenthe writer was talking to a class of third graders, oneof the youngsters held up his hand to ask a question.He began by saying. 'Dr. Hislock. and then added,with apparent though, to the writer, studied em-barrassment. I mean Dr. Hurlock." to cover up whathe wanted his classmates to think was a slip of thetongue. Understandably, this was greeted with a roarof laughter.
Twice more during the same class period, the young-ster made the same slip of the tongue and twice morehe tried to pretend that it was accidental and that hewas embarrassed. On the first repetition, the laughterfrom his classmates was halfhearted. On the second.it was barely a ripple, and one of his classmates com-mented sarcastically. Aw, turn off the record. We veheard it before."
ASPIRATIONS FOR ACHIEVEMENT
Left to their own devices, most children would live inthe present and let the future take care of itself. Butthey are not left to their own devices. Even before thechild enters school, parents, relatives, and familyfriends ask him what he is planning to do when hegrows up. They regard him as ambitious if he statesthat he wants to be President of the United Statesand as courageous if he says that he wants to be anastronaut and walk on the moon.
In a culture which provides vast opportunities forits members to be and to achieve what they want, itis understandable that children at an early age wouldbe subjected to pressures to create aspirations forthe future. Aspirations, it is believed, motivate chil-dren to take advantage of the opportunities parentsand society provide.
Social pressures to plan for the future are reinforcedby competition with members of the peer group inplay and schoolwork. As the child compares what hecan do with what his peers do, he adds new meaningto his aspirations and puts new emphasis on the crea-tion of aspirations that are both ego satisfying andadmired by members of the social group. Thus.forming aspirations becomes an important area ofcreativity in the child's life.
Meaning of Aspiration. To the layman, "aspiration"is synonymous with "ambition." It suggests that theperson is not only planning to better himself but is
carrying out this plan in real life. In the strictest sense,as used by the psychologist and defined in standarddictionaries, ambition means a desire for honor,power, or attainment. By contrast, aspiration meansa longing for what is above one, with advancement asits goal. The subtle distinction between the two termsis that aspiration emphasizes the desire to improveor to rise above one's present status, while ambitionstresses the end result—the attainment of power,honor, or some achievement.
If aspiration and ambition were synonymous, andmeant honorable attainment, a person would be sat-isfied if his achievements were recognized and ap-plauded by others. A child, for example, would besatisfied if his parents praised him for the block househe constructed. If. on the other hand, the desire toimprove or to have what is above one is taken intoconsideration, the child would not necessarily besatisfied with his block house just because his parentspraised him for it. Instead, he would be satisfied onlyif his block house met with the standard of achieve-ment he set for himself. This distinction is importantbecause it helps to explain much of the dissatisfac-tion children—as well as adolescents and adults—ex-perience in connection with their achievements andwhy. as a result, aspirations play such a large role inpersonal and social adjustments.
Varieties of Aspirations. Aspirations vary not only instrength but, even more important, in kind. They maybe positive or negative. In the former, the emphasis ison winning success or doing better than one has donebefore, while in the latter, the emphasis is on avoidingfailure. Immediate aspirations are goals the personsets for his immediate future—today, tomorrow, nextweek, or next month—while remx)te aspirations aregoals set for the future, such as   when I grow up."
Childhood aspirations are likely to be unrealisticbecause the child s knowledge and experience arelimited. The child is unable to assess his abilitiesaccurately enough to know what he can and cannot do.This prevents him from checking his divergent think-ing with facts: it gives his imagination free rein. Someaspirations relate to what the child wants to be andsome to what he wants to accomplish. The former areusually called "ideal self-concepts —to be discussedin the following section—and the latter are called"aspirations for achievement —to be discussed below.
Some aspirations are verbalized by the child andsome are not. Aspirations for achievement are morelikely to be verbalized than are ideal self-concepts.
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Verbalizing aspirations for achievement, the childdiscovers, leads to favorable social reactions: he isregarded as ambitious. Verbalizing ideal self-concepts.by contrast, often leads to unfavorable reactions: thechild is viewed as conceited or. as his peers put it.He has a swelled head."
Development of Aspirations for Achievement. Aspira-tions for achievement are influenced more by environ-mental factors than by personal factors. Some en-vironmental influences encourage the developmentof immediate aspirations and some encourage remoteaspirations: some foster positive aspirations whileothers foster negative aspirations: some motivatethe child to be realistic, and others, unrealistic.
Box 13-6 lists the environmental and personalfactors that most affect the creation of aspirations forachievement. In early childhood, before the child isold enough to know what his abilities, interests, andvalues are. his aspirations are largely shaped by his
environment. As he grows older and is more aware ofhis abilities and interests, personal factors have agreater influence, but many of his aspirations—hisvalues, for example—are still environmental in origin.
Evaluation of Aspirations for Achievement. On thepositive side, aspirations for achievement are impor-tant aids to personal and social adjustment. Person-ally, it is ego inflating to a child to think that he willachieve goals which are highly valued by the socialgroup. His aspirations motivate him to do all he can doto achieve the goals he sets for himself. In addition,they serve as guidelines to direct his energies intochannels that will make attainment of his goals pos-sible.
Aspirations for achievement aid social adjustmentsby giving others the impression that the child is aserious, conscientious person instead of an imprac-tical dreamer. Even when his achievements fall belowthe group s expectations, most people give the child
Box 13-6
FACTORS INFLUENCING ASPIRATIONS FOR ACHIEVEMENT
Personal FactorsThe child's wishes for what he wants to achieve
Personal interests, which influence the areas ofthe child's aspirations
Past experiences, with successes strengthen-ing the child's aspirations and failures weaken-ing them
The child's personality pattern, which influ-ences both the kind and strength of his aspira-tions
Personal values, which determine what aspira-tions are important
The child s sex, with boys aspiring higher thangirls
Socioeconomic status, with those of the middleand upper groups aspiring higher than those ofthe lower groups
Racial background, with those of minority-group status aspiring unrealistically high as aform of compensation
Environmental Factors
■ Parental ambitions, which are higher for first-born than later-born children
■ Social expectations which emphasize that thosewho are successful in one area can be success-ful in all areas if they wish
■ Peer pressures to set aspirations in areas im-portant to the peer group
■ Group emphasis on sex appropriateness ofaspirations
■ Cultural traditions that anyone can achieve any-thing he wishes if he tries hard enough
■ Social values, which vary with area of achieve-ment
• fvlass media, which encourages achievementaspirations
■ Social rewards for high achievement and socialneglect or rejection for low achievement
■ Competition with siblings and peers in the hopeof showing one s superiority over them
r.- v.
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credit for trying and judge him more favorably thanthey would if he gave the impression that he lackedgoal orientation.
On the negative side, aspirations for achievementcan lead to poor personal and social adjustment ifthey are unrealistically high or low. The child whoaspires beyond his capacities will, inevitably, fall be-low his own expectations as well as those of others.As a result, he will think of himself as a failure and thiswill encourage others to judge him a failure. A childwith unrealistically low aspirations is never satisfiedwith his achievements if he feels that he might havedone better. Nor is the social group likely to judge himfavorably if there is reason to believe that he is nottrying to make the most of his abilities. The effect ofunrealistic aspirations on the child s personality willbe discussed in more detail in Chapter 18.
CONCEPT OF IDEAL SELF
The concept of the ideal self is an aspiration the childcreates of what he would like to be. rather than whathe would like to achieve. The latter has to do with aspi-rations of achievement, discussed above. The ideal self-concept includes what the child would like to look like—his physical self-concept—and what he would likehis capacities to be—his psychological self-concept.
Like aspirations for achievement, the ideal self-con-cept may be for the present or for the future. If the
Box 13-7
SOURCES OF IDEAL SELF-CONCEPTS
• Parents
■ An older sibling whom the child hero-worships
■ Teachers—at school,  Sunday school, or pri-vate   lessons   in   music,   dancing,   or  skating
■ Camp counselors
■ Athletic coaches
■ Gang leaders
"  Neighbors   or   relatives  who   are  young   and
glamorous"  School or college athletic heroes
■ Professional athletes
■ National heroes, mainly from the child's owncountry
■ Actors and actresses on the movie or televisionscreen
■ Characters in literature or the comics
self ideal is for the future, it is most likely to be unreal-istic, because very few children are satisfied withthemselves as they are. As their social horizons broad-en to include people outside the home, both peers andadults, and as their interest in the mass media in-creases, they are constantly comparing themselveswith ideal models and seeing their shortcomings. Thustheir self-dissatisfaction grows.
Any child who is not completely satisfied with whathe is will, at some time or other, create an aspirationof what he would like to be. Boys, on the whole, tendto have poorer opinions of themselves than girls, eventhough they try to compensate by making derogatorycomments to and about girls. Boys, therefore, tend tobe more active in the building of ideal self-concepts.Very bright children, owing to their better social andself insight, are more likely to recognize their weak-nesses than the less bright: as a result, their aspira-tions for what they would like to be are developedearlier and are often more unrealistic.
Development of Ideal Self-Concepts. The materialfrom which the child creates an ideal self-conceptcomes mainly from his contacts, either directly orindirectly, with real people he admires and from thecharacters he observes in the mass media. Some ofthe most common sources are given in Box 13-7.
At first, the child identifies with people in his im-mediate environment. Later, he chooses models frommore remote sources, such as the school, neighbor-hood, community, and the nation or even foreignnations. Fewer models come from literature than frommovies, television, and newspapers, because the char-acters in literature seem less real than those on thescreen or in a newspaper photograph. As the olderchild has more associations, both directly and in-directly, with people in positions of prestige, it isunderstandable that their influence becomes more im-portant.
Changes in Ideal Self-Concepts. Throughout child-hood, the ideal self-concept changes from time totime. There are two explanations. First, the child iden-tifies with many different models, and as he shiftsmodels, he revises his ideal self-concept. This natu-rally follows as he makes new social contacts andgains more understanding of what is socially approvedand admired. The preschooler who wanted to be justlike the policeman on his block learns as he growsolder that bankers have more prestige in the eyes ofthe social group than policemen. He then begins to
admire a friend of the family who is a banker andwants to be like him.
Second, as the child grows older, his ideal self-con-cept becomes less specific and more composite. Theyoung child wants to be a carbon copy of some personhe admires. Later, the ideal is a composite of traits,both physical and mental, which the child has admiredin different people at different times. As the child hasmore experiences with people, as he becomes awareof social values, and as he becomes more skilled inevaluating other people, he finds it difficult to regardanyone as the paragon that he ideally wants to be.Consequently, he selects characteristics from differ-ent models and combines them into a model of hisown.
When a girl, for example, finds that red hair hasattention value and is highly admired by her peers.she wants to have red hair just like Mary Smith. Havingheard people criticize Mary Smith's freckles, however,she wants to have a complexion like Mary Brown.Mary Brown has a beautiful complexion, and. asMother says. You could have one. too. if you didn teat so much candy. She would choose the large,flashing eyes of her favorite actress as the model forher eyes and the tall, slender figure of her Sundayschool teacher as the model for her figure.
In creating the composite model for his ideal self,the child draws upon some of the people he admiredwhen he was younger as well as upon some in hispresent environment. No one who has ever served ashis model loses out completely, though the influencemay be slight or even unconscious. In the compositeideal self-concept all people who have served as amodel for what the child wants to be continue to havean influence.
Evaluation of Ideal Self-Concepts. On the positiveside, having an ideal self-concept gives hope to adissatisfied child. It shows him that he can improveand be better satisfied with himself. It also acts as aguideline, showing him what he should do to achievethe result he wants. Having a model to imitate, heknows what he must change in his looks or behaviorto make himself more like he wants to be.
If the model is a real person whose abilities andbackground are similar to his own. it can motivate thechild in a realistic way. Unfortunately, such a modeloften lacks glamor and loses its appeal at an earlyage.
On the negative side, ideal self-concepts can bedetrimental to good personal and social adjustments.
If the concept is too unrealistic—which is especiallylikely when it is a composite of different models—itwill discourage the child. Inevitably he will discoverthat he is unable to achieve his ideal. This will, intime, weaken his motivation to try to improve himself.At the same time, it will encourage daydreaming wherewith a minimum of effort he can be whatever he wouldlike to be. It will also encourage him to project theblame for his failure onto his parents or others. Re-gardless of how he copes with his failure to achievehis ideal self, it will lead to poor personal and socialadjustments.
If the child clings to a model which is inappropriatefor him or which is disapproved of by the group, that,too. can lead to poor personal and social adjustments.The girl who clings to an ideal self modeled after aparent or teacher, for example, may find that herpeers consider her immature if they have shifted tomore glamorous models, such as society leaders oractresses.
Highlights of Chapter 13
1 Creativity is a process by which something new,whether an idea or an object in a new form or arrange-ment, is produced through divergent thinking.
2 Intelligence and creativity do not necessarily gohand in hand, though a high level of intelligence fa-cilitates creativity.
3 The personality syndrome of the creative personincludes many traits associated with independence.which is also characteristic of the person who engagesin divergent thinking.
4. Creativity provides personal satisfaction as wellas benefits for the group and for social progress.
5 Creativity appears first in the child s play, thenspreads to other areas of life, and reaches a peak inthe thirties.
6 The development of creativity is obstructed byauthoritarian training and discouragement of fantasyin the home and school and by unfavorable socialattitudes toward those who are creative. It is aidedby favorable social attitudes that actively encourageand guide it whenever it appears.
7 Since tests for the discovery of creativity are fewand often lack validity, subjective means of assess-ing the originality of the child's achievements must,of necessity, be used.
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8. Expressions of creativity in childhood are at firstmainly concentrated on play and are shown in ani-mism and in dramatic and constructive play.
9 Imaginary companions—an early form of creativ-ity—provide personal satisfaction for the lonely child,but they lack the socializing value of real companions.
10. Children's daydreams fall into three generalcategories: conquering-hero. suffering-hero, andimaginary-invalid daydreams. All of these providepersonal satisfaction but usually play havoc withpersonal and social adjustments.
11 White lies are usually an outgrowth of animismand daydreaming. They are used mainly for self-aggrandizement, while lies are used mainly for self-protection.
12 The production of humor, ranging from simpleplay on words to clowning, is motivated by the child'sdesire to win social attention and approval. None-theless, it often leads to social disapproval and re-jection.
13 During childhood, the creation of aspirationsfor achievement is motivated mainly by environmentalforces. These kinds of forces may take the form ofpressures exerted by family members, teachers,and peers.
14 The creation of an ideal self-concept comesat first from identification with a specific person thechild wants to be like, and later from combining thecharacteristics of different people he admires into acomposite.
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        CHAPTER FOURTEEN Developmetit of Understanding
FORD FOUNDATION (CARLETON SARVER)
THE KIND OF ADJUSTMENT the child makes to life isgreatly influenced by his understanding of hisenvironment, of people, and of himself. The childwho understands the danger of automobiles, highplaces, and animals, for example, will be cautious; thechild who lacks this understanding will not take properprecautions in a potentially dangerous situation andmay be handicapped for life by some resulting phys-ical disability.
If a child does not understand his limitations, wheth-er they are physical or mental, he will not understandwhy people treat him as they do, and he will misinter-pret their actions. A boy who does not recognize hisphysical limitations may feel that his lack of accept-ance in a play group is due to discrimination, where-as it is actually due to his lack of play skills. If hedoes not come to understand the reason for his rejec-tion, he will have little motivation to cultivate qualitiesthat   might   increase   his   chances   of   acceptance.
Attitudes toward other people, toward things, andtoward what is important in life are likewise dependentupon understanding. The child who does not under-stand that much of what he sees in movies or on tele-vision is merely make-believe is likely to developunrealistic or false attitudes toward life.
One of the greatest values of understanding is thatit enables a child to adapt to changes, both personaland environmental. Changes in body form at puberty,with their accompanying changes in behavior and in-terest, provide a good illustration. The child who un-derstands that these changes occur in a predictablepattern and who knows why they are taking placewill react with less fear, anxiety, or resentment thanthe child who does not understand.
ROLE OF MATURATION
Maturation provides a state of readiness to under-stand. Before understanding can progress, the child'sbrain and nervous system must develop, and the senseorgans—used for perceiving—must become function-ally mature. Understanding parallels mental growth.When mental growth is rapid, as in a very bright child,understanding is above the norm for the child's agelevel; in a dull child, understanding lags behind thenorm. Similarly, a hierarchy of information-processingabilities, essential to understanding complex situa-tions and behavior patterns, parallels the develop-ment of reasoning ability.
ROLE OF LEARNING
Learning is just as essential to understanding asmaturation. The child must learn how to perceivedifferences in things he sees, hears, smells, tastes,and feels. Understanding begins when the childdevelops the ability to discriminate. At 2 weeks of age,for example, a baby will give momentary heed to adangling ring, indicating that he notices somethingdifferent in his environment. Later, his behavior in-dicates that he can discriminate differences in peopleand things. He will smile at the sight of people who arefamiliar or object and cry when they are unfamiliar.His understanding increases as his ability to perceiverelationships between new and old situations increas-es. The more readily a child can associate new mean-ings with old experiences, the more meaningful theold experiences become and the more integrated theyare in a system of interrelated ideas.
How Understanding Develops
Understanding is not a hereditary capacity. Instead, itis based on knowledge which is acquired over a longperiod. When the baby is born, he has no understand-ing of his environment. As James said, he experiencesthe world as a "big, blooming, buzzing confusion ' I(60). He does not know the source of the discomfortwhich motivates him to cry. All he knows is that he isuncomfortable and that crying will bring help. As aresult of maturation and learning, the child graduallybegins to understand what he sees, hears, smells,tastes, and feels. His environment begins to be mean-ingful to him, and he begins to understand why hefeels as he does.
Role of Concepts in Understanding
Understanding is based on concepts. Concepts arenot direct sensory data; instead, they result from theelaboration and combination—the tying together, orlinking—of discrete sensory experiences. The com-mon elements in diverse objects or situations serveto unite objects or situations into a single concept.Concepts are symbolic in that they depend upon theproperties of both absent and present situations andobjects. Frequently concepts have an affective qual-ity—an "emotional weighting "—which becomes a partof the concept and which determines how the individ-ual feels about the person, object, or situation ofwhich the concept is a symbol. This emotional weight-ing determines, to a large extent, the kind of response
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the person will make. Concepts are thus complexrelationships which are continuously changing withexperience and with the accumulation of new knowl-edge. Their complexity may be illustrated by a simpledrawing that shows their composite nature (seeFig. 14-1).
Concepts may relate to objects; to people; to quali-ties, such as "good" and "dishonest"; or to relation-ships, such as "above" and "when." They may bedefinite ("one-half teaspoon of salt') or indefinite(a "generous helping of salt"). Concepts are notalways verbalized. A child may. for example, have aclear and accurate concept of what generosity"means but not know the word that describes thisquality.
IMPORTANCE OF CONCEPTS
Concepts are important because they determine whatone knows and believes and, to a large extent, whatone does. If the concept includes a favorable attitude—or if it is emotionally weighted with a pleasantemotion—it will lead to positive actions in the formof acceptance and seeking. Concepts that are weight-ed with unpleasant emotions, on the other hand, leadto negative actions in the form of antagonism and
avoidance. A child who has a favorable concept of"school," for example, will do better academic workand will have more favorable attitudes toward histeacher, his lessons, and everything connected withschool than the child whose concept of "school"is unfavorable. The former will make better personal,social, and academic adjustments.
Equally important, the accuracy or inaccuracy of achild's concepts affects his understanding. The moreconcepts a child has, the better developed they are,and the more accurate they are, the greater his under-standing. Simple reading material, for example,employing meaningful words and illustrated withrelevant pictures, can be better understood by a youngchild than material containing many different wordson a page, many different ideas, involved sentences,and abstract or unfamiliar words. Even the mechanicaldevices of capitalization and punctuation may givethe child a hint of the relationship a strange word hasto the words surrounding it.
How Concepts Develop
For the most part, early concepts relate to commonexperiences in daily life, and many of them are par-
Figure 14-1. The composite nature of a concept. (Adapted fromA. D. Woodruff: Basic concepts of teaching. Chandler, 1961.Used by permission.)
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        tially or totally inaccurate. By the time the childreaches adolescence, he has built up a large store ofconcepts. In addition, he has added new meaningsto old concepts and corrected many inaccuracies.Concept development is a long and difficult processbecause of the limited knowledge and experiencechildren have. They cannot perceive an object orsituation in the same way that an adult can, eventhough their sense organs are equally mature.
Russell has explained that some concepts help thechild to develop other concepts: "Concepts of timehelp explain concepts of social custom. . . . Estheticand humorous concepts grow in relation to socialconcepts" (114). For example, a child learns to per-ceive an older person's slipping and falling on abanana peel as funny because this act violates analready learned social concept about the dignityand respect accompanying adulthood. Similarly,the child who develops concepts of appropriate be-havior and appearance for members of the two sexescan apply knowledge to the development of conceptsof masculine or feminine beauty; he learns to thinkof beauty not as an abstract concept but in relation tohis concept of what is sex appropriate.
If concepts are to be accurate and if the child is todevelop adequate concepts to meet his needs for un-derstanding the world in which he lives, three essen-tials must be fulfilled. These are listed and explainedin Box 14-1.
SOURCES OF MEANING
Understanding develops according to a predictablepattern. As the child acquires new meanings from newsources, he adds them to old meanings previouslylearned. The ability to acquire meanings from newsources is dependent on the maturational readinessof the child. Since maturation is predictable, eventhough there are individual differences, it is possibleto know at approximately what age a new source ofmeaning will come into use.
Sensory Exploration. At first, the baby discoversthe meaning of the objects in his immediate environ-ment through sensory exploration. Shortly after birth,he begins to look and listen, and later he smells,tastes, and touches everything within his grasp. Heperceives meanings which fuse with meanings pre-viously observed and cause strange and unfamiliarobjects to become familiar.
Motor Manipulation. When motor coordinationis sufficiently developed that the baby can handlethings at will, beginning in the second half of the first
year, motor manipulation supplements the informationgained through sensory exploration. The baby dis-covers qualities such as smoothness, softness, andwarmth. Too often, the "hands-off" policy, whichmany adults enforce, deprives the young child of oneof his most valuable sources of information.
Questioning. As soon as the child is old enough toput words together, he begins to ask questions aboutthings which arouse his curiosity. The 'questioningage " begins around the third year and reaches itspeak at approximately the sixth, but the child willcontinue to use this method of gaining informationthroughout the rest of his life. Its usefulness to himwill depend upon the satisfaction he derives from itduring the early years of childhood.
Pictorial Mass Media. What the child sees in pic-torial mass media, especially comics, movies, and tele-vision, forms the basis for many of his concepts. Ifteachers or policemen are constantly depicted in aparticular way, the child will come to think that allteachers or all policemen  have the characteristics
Box 14-1
ESSENTIALS IN CONCEPT DEVELOPMENT
Ability to See Relationships
To be able to perceive meanings, the child must be ableto see the relationship between new experiences andprevious experiences. This ability begins to develop evenbefore the baby is a year old and grows rapidly from thenon. At every age, it is easier to see relationships accurate-ly if new material has something in common with pastexperiences.
Ability to Comprehend Underlying Meanings
Children perceive things at their face value, missing anymeaning that is not readily apparent. When meaningsare subtle or figurative, even older children usually missthem. The child interprets the proverb "You can't teachan old dog new tricks" to mean exactly and literally whatthe words say.
Ability to Reason
To be able to understand accurately what he hears orsees, the child must use inductive thinking and some-times even deductive and creative thinking. Since thesemental abilities develop slowly, even older children oftenmisinterpret what they observe.
^
he observes in the pictures. This is one of the commonways in which stereotypes develop.
Most pictorial mass media contain elements of un-reality, even though they may be skewed toward real-ity. Therefore, the child is likely to develop conceptsthat are unrealistic.
Educational films and educational television serveto develop more realistic concepts. A child whose con-cept of elephant' is based only on a distant viewof an elephant in a zoo enclosure, for example, willderive a more accurate concept from a film about theelephant in its natural habitat.
Reading. Before the child learns to read, hebuilds up a store of meanings by looking at pictures,being read to. or having stories told to him. Even thesimplest storybooks introduce new meanings into thechild's life, and through careful observation of pic-tures, details of objects and persons which he for-merly had not noticed become apparent to him. Whenhis reading is supplemented by discussions withadults or by educational films in school, his under-standing is greatly increased.
Acquiring new methods of gaining knowledge doesnot necessarily entail abandoning previously usedmethods. An adult may rely heavily on reading for theacquisition of knowledge, but he also uses question-ing,  motor manipulation,  and  sensory exploration.
FACTORS INFLUENCING CONCEPT DEVELOPMENT
Children are subjected to different influences, and sochildren of the same age and level of development willhave different concepts. The most important factorsinfluencing concept development are discussed below.
Condition of the Sense Organs. The sense organsare the channels through which sensory experiencespass in their path to the brain. Therefore, the condi-tion and efficiency of the sense organs effect con-cept development. The child who is color-blind, forexample, will perceive objects differently from thechild with normal vision. Since children perceivethings differently, the foundations on which theirconcepts are built differ.
Intelligence. Intelligence plays a far more impor-tant role in the cognitive than in the affective elementof concepts. A bright child sees and understands as-pects of a situation that a child of less Intelligencedoes not. but this higher level of cognition does notnecessarily affect the feeling tone or emotionalweighting" of the concept.
Opportunities to Learn.    Since concepts are a prod-
uct of learning, the child must have opportunitiesfor learning if he is to develop concepts. The olderthe child, the more learning opportunities he has had.Consequently, chronological age influences con-ceptual ability. In a study of concepts of justice, itwas found that the school-age child takes into con-sideration the person s reason for misbehavior, whilethe preschool child views the misbehavior at Its facevalue and decides on that basis alone what a justpunishment would be (29).
Some concepts, such as those of time and numbers,are general in a culture, whereas others, such as thoseof doctor and mother are specific. The child'sspecific concepts are greatly influenced by his family'ssocioeconomic status. The child s environment—whether it is rural or urban, for example—also in-fluences his experiences and opportunities for learn-ing, and thus will lead to variations in concepts.
Type of Experience. Early concept development isbased on concrete experience and so the more directthe experience, the better the concept is likely to be.Later, many concepts are gained through vicariousexperiences, especially those presented by factualmaterial in books, in movies, and on radio and tele-vision.
Concepts related to familiar objects or to the child'sexperiences, such as concepts of clouds, of the fly-ing of airplanes, or of the rising of bubbles in water,are acquired earlier than concepts relating to lessfamiliar objects or situations, such as the functionsof the heart and muscles, the meaning of gravitation.or the geological origin of hills and lakes.
Sex. Since children are trained, from earliestchildhood, to think and act in a manner consideredappropriate for members of their sex. this is bound tobe reflected in the meanings they associate withdifferent objects and experiences. To a boy. for ex-ample, the study of mathematics may be a stepping-stone to a job: to a girl, it may be a 'waste of time. "
Not only do the cognitive elements of concepts oftendiffer for boys and girls, but also the emotional weight-ing. Boys concepts of poverty, for example, are likelyto be realistic and factual, while girls concepts aremore heavily weighted with pity and emotional con-cern (33). Sex differences increase with age as train-ing in playing socially approved sex roles increases,and so the concepts of boys and girls become moredivergent as they grow older.
Personality. Every child views life from a frame ofreference in which he plays the central role. There-fore, what the child thinks of himself and of his re-
lationships with other people will determine what hisframe of reference will be. If he is well-adjusted, hewill view himself, his abilities, and his relationshipswith others realistically. If he is poorly adjusted, heis likely to build up an unrealistic concept of himself.These concepts will determine what sort of adjust-ment he makes to people and to life in general.
Box 14-2 summarizes some of the outstandingcharacteristics of children's concepts. It tells brieflyhow children view their world and perceive theirrelationship to it.
Misconceptions
Children's concepts are often erroneous. The childfrequently misinterprets what he hears or what he
observes. He may see, hear, smell, taste, or feel cor-rectly but associate faulty meanings with what heobserves. Or he may misinterpret the label associatedwith the concept. This is especially likely to happenwhen the label is verbal rather than written (27).If a person refers to "pause" in his work, for example,the child may think this refers to an animal's 'paws."or reference to having "read a book may be confusedwith a   red book."
in the early stages of concept learning, the childmakes many errors. At first, his concepts are so vaguethat he cannot see the relationship between thosewhich have elements in common. As a result, he can-not classify them into categories. With learning andexperience, he makes fewer errors. For example, heshows less tendency to classify the living with the non-living or animals with plants.
Box 14-2
CHARACTERISTICS OF CHILDREN'S CONCEPTS
Concepts Are IndividualizedSince no two children have precisely the same intellectualabilities or the same learning experiences, no two willhave   identical   concepts.   Similar training   and  similarvalues, however, will lead to similar concepts.
Concept Development Follows a Pattern
As new meanings are associated with old. conceptschange from simple to complex and from concrete toabstract. The time needed for these developmentalchanges depends on the child's intelligence and hislearning opportunities.
Concepts are Hierarchical
As his concepts become more complex, the child at-taches names to objects and to classes of objects, indi-cating his realization that they have elements in common\as well as differences. The hierarchical structure of con- ^cepts is illustrated in Figure 14-2.
Concepts Develop from Undefined to Specific
The child first responds to the total situation rather thanto any one part of it. Gradually, vague and undefinedconcepts develop into specific and differentiated con-cepts.
Concepts Develop from Specific to GeneralWith experience, the child is able to distinguish partialelements of objects and to group together those whichhave common features. Figure 14-3 shows how this isdone.
Concepts Are Emotionally Weighted
All concepts have some emotional weighting. Thisweighting is added as new and old meanings are com-bined. In general, concepts that are subjective—con-cerned with self or with objects, people, or situationsrelated to self—are more heavily weighted with feelingtone than concepts that are more objective.
Concepts Are Frequently Resistant to ChangeThe more emotionally weighted a concept is, the moreresistant it is to change. Such a concept is satisfying tothe child and he clings to it until he develops another thatgives him equal or greater satisfaction.
Concepts Influence Behavior
All concepts influence personal and social adjustmentsby influencing the quality of behavior. Favorable conceptslead to positive behavior: unfavorable concepts, to nega-tive behavior.
CAUSES OF MISCONCEPTIONS
Errors in perception, resulting from the association offaulty meanings, may be traced to a number of causes.
Incorrect Information. The child may have re-ceived incorrect information about the subject. Whenparents are not certain about the correct answer toa child's question, for example, they may make up ananswer merely to satisfy his curiosity or to keep himquiet. On the other hand, they may give him informa-tion which they sincerely believe is correct but whichis not. Sometimes they are preoccupied with otherinterests and do not hear the child's question correct-ly; they then answer it as they thought the child askedit. They give correct information about the questionthey thought the child asked but incorrect informationabout the question he actually asked.
If the child seeks information from siblings or peers.
he has an even greater chance of getting incorrector partially correct information. His information mayalso be faulty if he reads unauthoritative or out-of-date sources, such as old textbooks.
Limited Experience. Limited experience makesit impossible for the child to judge things accurately.This has been demonstrated in laboratory experi-ments of weight illusion. When a pound of cotton isplaced beside a pound of lead, the child invariablysays the pound of cotton is heavier because he judgesweight in terms of size. If he is asked to pick them upand weigh them in his hands, he usually gets the op-posite illusion because he does not realize that thetotal feel of the cotton must be balanced against theconcentrated feel of the lead.
What is true of laboratory experiments is equallytrue outside the laboratory. Because of lack of criti-cal attitude, resulting from limited experience and un-
Figure 14-2. The hierarchical structure of concepts. (Adaptedfrom W. E. Vinacke, Stereotypes as social concepts, J. socPsychol., 1957, 46, 229-243. Used by permission.)
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developed intelligence, the child may readily associatecompletely wrong meanings with what he observeswithout realizing how incongruous the association is.
Gullibility. Gullibility is at the basis of many mis-conceptions. Children who have been brought up inauthoritarian homes learn to believe that "motherknows best." This quickly spreads to the belief thatanyone older than they or anyone in authority knowsmore than they do: as a result, they accept whatis said without question. The more unsure childrenare of their social acceptance and the more anxiousthey are for group approval, the more gullible they willbe.
Faulty Reasoning. In young children, reasoningability has not developed enough to enable them toattack a problem in a critical manner. Furthermore,they have too little information on which to build ac-curate concepts about objects or conditions notpresent at the time.
While normal reasoning ability increases with age,lack of training or opportunity to use reasoning abili-ty because of authoritarian training in the home orschool will often cause the older child to reason in-accurately. When two objects or two situations arealike in one or more respects, he is apt to concludethat they are alike in every way. For example, if hehas accepted the belief that all Scotsmen are "tight"about money and he knows that Mr. MacDougall hascome from Scotland, he will conclude that Mr. Mac-Dougall is "tight."
Vivid Imagination. In the development of differentintellectual abilities, imagination outstrips reasoning.The young child does not have the check on his imagi-nation that he will have later: he believes that what heimagines has actually happened. After seeing an ele-phant in a parade on television, he may believe thathe saw the elephant on the street near his home.Similarly, purely imaginary ideas from his dreams ordaydreams may seem so realistic that they are incor-porated into his developing concepts. Many of thewhite lies of early childhood can be traced to thissource (see Chap. 13).
Unrealistic Thinking. The child is encouraged tothink unrealistically about things—including himself—
Figure 14-3. How specific concepts accumulate andmake general concepts. (Adapted from A. D. Woodruff:Basic concepts of teaching. Chandler, 1961. Used bypermission.)
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352        Chapter Fourteen
by the stories he hears and later reads, by the scenesand actions he sees on movie and television screens,and by the comics. Even textbooks. Zimet has said,present people in a "falsely glamorized fantasy world"(152). Since most children prefer stories aboutthings that might happen, books, comics, movies, andtelevision programs often contain an element of un-reality. The happenings are presented in such a w/aythat the uncritical child believes they actually do hap-pen, and he comes to believe that they could happenin his own life. Even as the child grows older, per-sistent exposure to unrealistic thinking in the massmedia encourages him to continue to think unreal-istically about life.
Misunderstanding of Words. Every concept sooneror later acquires a verbal label, and many of the child'smisconceptions come from a misunderstanding ofwords. Even though a child's comprehension vocab-ulary at every age is larger than his use vocabulary,there are always gaps as well as errors in his under-standing of words. Many children, for example, claim
Figure 14-4. Verbal labels are learned in relation to specificsituations, objects, or people. (Adapted from Keane, "The FamilyCircus," the Philadelphia Evening Bulletin, Register and TribuneSyndicate, Dec. 7, 1970. Used by permission.)
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they know the meaning of such common words as"gown," 'butterfly, " "purple,' or "dime, " but whenasked to tell specifically what these words mean, theyshow that they have misconceptions or only partiallycorrect concepts of the meaning of the things forwhich these words serve as verbal labels. How thishappens is shown in Figure 14-4.
DANGERS OF MISCONCEPTIONS
Misconceptions are difficult to revise if they arepermitted to persist. They therefore may have a long-lasting effect on the child's adjustments. In his school-work, the child is handicapped by misconceptionsregarding words used by the teacher or in textbooks.If his concepts are limited or faulty, he may not be ableto understand the teacher's explanations. Likewise,when reading for pleasure or watching movies ortelevision, he will misinterpret what he hears or seesif his concepts of certain words are faulty or if hehabitually views life in an unrealistic way.
Partial or total misconceptions affect the child'sattitudes and, in turn, his behavior. If the child devel-ops the concept that certain people, actions, or situ-ations are "bad," without adequate reason for doingso, he will react to them in a negative way. If his con-cept were more accurate, and if he evaluated thepeople or situations as good.' as many others do,his reactions would be more favorable.
Social relationships are profoundly affected bymisconceptions. The child who misinterprets whatothers say or do or who does not perceive his ownand others' status in the group accurately is serious-ly handicapped (refer to Chap. 11). A common sourceof misconceptions that affect social relationshipsis the tendency to stereotype people. As was explainedin Chapter 11, stereotyping is fostered by the comics,movies, and television. The child who groups peopletogether because they have a common physical orpersonal characteristic will react to them as if theywere alike in every way. He is thus likely to behave ina manner that will lead to poor social adjustments.
DEALING WITH MISCONCEPTIONS
The detrimental effect of misconceptions on thechild's behavior and attitudes makes it unwise toignore them or to assume that the child will automati-cally correct them as his knowledge and experienceincrease. Instead, the child needs guidance. Earlyguidance will ensure that the child associates correctmeanings with people, objects, and situations from
the start or will correct misconceptions as soon asthey become evident.
Unless errors in concepts are corrected early, theassociation will become so firmly established throughreinforcement that later correction will be difficult.if not impossible. While the cognitive aspect of a faultyconcept can be corrected as the child gathers moreaccurate information, the emotional aspect is likelyto be persistent. If a child is conditioned by an oldersibling to think of arithmetic as a 'hard" or "boring"subject, for example, he may readily change this con-cept when he finds it not so difficult as he had expect-ed. But if he is conditioned to dislike arithmetic.it is far less likely that the emotional weighting of theconcept can be so radically changed that he will likethe subject, though he may be indifferent to it.
Subjective concepts are far more difficult to correctthan objective concepts, primarily because the formerhave a greater emotional weighting than the latter.Since the emotional weighting gives the child satis-faction, he will not readily give up the concept eventhough he may be persuaded that, objectively, itis erroneous. The child who has an unrealistic con-cept of himself, for example, is not likely to accept amore realistic one that is less ego-satisfying.
It has been reported that erroneous objectiveconcepts about people belonging to certain groups,such as teacher" or English." are much more diffi-cult to correct than those relating to everyday objectsor situations, such as "house." "table," "school." or"family," (138). In part, this may indicate that parentsand teachers themselves have accepted the stereo-types about people or that they regard them as lessharmful to personal and social adjustments than mis-conceptions about everyday objects and situations.
Some Common Concepts of Children
Each child's concepts are a reflection of his ownpersonal and unique development. Some concepts,however, are so common among children in a givenculture that they can be regarded as "typical." Theseinclude concepts of life and death, of causality, ofspace and weight, of numbers and time, of money,of beauty and of the comic, of the self, and of socialrelationships.
CONCEPTS OF LIFE
Because of the young child's limited experience andknowledge, he does not distinguish between living
and inanimate objects. On the contrary, he believes,as primitive peoples do, that all objects have the samelife qualities as the human being and are thereforeanimate. Animism, or the tendency to ascribe con-sciousness to inert objects is one of the outstandingcharacteristics of the young child's perception.
Origin of Animistic Beliefs, Adults often encouragechildren to develop and maintain animistic beliefs.Parents and other adults, for example, often implythat inanimate objects are animate. When an angrychild rips a book, his mother is likely to say. "Poorbook, you hurt him. Now go and tell him that you'resorry."
Mass media likewise contribute to animistic think-ing among children. Children's stories tell about toysand animals that think and feel as people do (119).Many movies and television programs for childrenshow animated toys, trees, houses, and other objects.The young child does not realize that such films arepure fantasy. The more he identifies with the objectsor characters, the easier it is for him to believe thatthey have the same qualities he has (78).
Age of Animistic Thinking. Just how early a childbegins to endow inanimate objects with life qualitiesis difficult to determine. His lack of verbal facilitymakes direct questioning impossible. However, onecan make certain assumptions from his behavior.When a baby or young child tries to "magic " objectsinto moving by waving his hands at them, for example,one can conclude that he thinks they are capable ofmoving.
A number of studies have tried to discover whenanimism begins and how long it persists. In one ofthe most comprehensive and best-known studies,Piaget concluded that there were four successivestages in the animistic concepts of young children(102). These four stages and the ages Piaget has givenfor them are shown in Box 14-3.
Other studies have concluded that there are noclearly demarcated animistic stages through whichchildren pass, but rather a gradual transition from onephase to another. Furthermore, children of the sameage differ markedly: some adolescents may haveconcepts similar to those of children (25). Thesestudies also show that children distinguish between"living " and "having life." Living is more often ap-plied to inanimate objects than having life. Whenchildren say an object is "alive, " they usually do notattribute sensory or functional characteristics to it.Thus their definition of alive differs from that of adults.
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To children, alive usually means active"; this is notanimism in the taie sense of the word (116. 122).
From kindergarten on. fewer and fewer childrenattribute life to inanimate objects (25, 75). In a studyin which children were asked if all things that moveare living, approximately one-third said "no" at 6years of age: all said "no" by 11 years. As childrenreach school age. they become increasingly awarethat movement is not the sole criterion of life (66).
CONCEPTS OF DEATH
Closely related to concepts of life are concepts ofdeath. Children's concepts of death, Natterson andKundson have refxjrted, range from brutal destructionto liberation (96). Young children cannot comprehendthe finality of death; they believe that the dead personor p>et will return.
Between the ages of 5 and 9. children p>ersonifydeath. They regard it as inevitable but do not try toexplain why it occurs. They are not likely to worryabout death unless they feel anxious and insecure in
Box 14-3
PIAGET'S STAGES IN ANIMISTIC THINKING
^-:_.' -'   4 ::■ 6 \ears
Everytning mat moves in any way is regardea as con-scious, even though it is stationary.
Stage 2 (6 to 7 years)
Consciousness is attributed only to things that can move.The sun and a bicycle are regarded as conscious, while atable and a stone are not.
Stage 3 (8 to 10 years)
The child makes an essential distinction between move-ment that is due to the object itself and movement thatis introduced by an outside agent. Bodies that can moveof their own accord, such as the sun or the wind, arelooked upon as conscious, while objects that receivetheir movement from without, such as bicycles, are re-garded as devoid of consciousness.
Stage 4 '11 years on)Consciousness is restricted to plants and animals, or toanimals alone.
their family relationships. Then they will worry aboutthe death of a parent or some other family member,not themselves. Few children, unless they have ex-perienced long or severe illness, think of death inrelation to themselves. To the great majority, deathis associated with old age, not with youth.
The major factors responsible for children's con-cepts of death are discussed below.
Ma^ Media. In spite of parental desire to spare thechild firsthand contact with death—even when afamily member or a pet animal dies—he sooner orlater has secondhand experiences with it through themass media. In discussing the influence of massmedia on children's concepts of death. Barclay (6)has commented:
The way that life is lived today children are exposedcontinually to ersatz examples of death on televisionwhich are either cold, bloodless and unmoumed orviolently reacted to in the most melodramatic mannerpossible. At the same time, news programs, newspapersand picture magazines show them graphic evidences ofreal death and of real reactions to it—some stricken,some apparently emotionless, a few smirkingly self-conscious. The adults close to a child rarely commenton such things. If the child is upset by death in a movieor television show, his parents reassure him that theupsetting incident was just ~make believe." But he knowsthat at other times and other places it is surely reaLWhat is the mystery? Why are adults reluctant to speakof this obviously important matter?
The more the home, school, and neighborhoodsurround death with mystery, the more the child isforced to base his concepts of death on informationhe gets from mass media. What his concept will bewill depend largely upon the kinds of mass media heenjoys and the programs or movies he prefers. If helooks at the pictures in newspapers or news maga-zines, he will often be limited to information aboutdeath from accident or murder. Concepts based onsuch sources will certainly not give him a wholesomeunderstanding of death; in fact, they will often beheavily weighted with emotion. esp>ecially with fesir.
Adult Reactions. The child's concepts of death aregreatly influenced by adults' reactions to it. In theirattempt to shield the child from grief or in their at>-sorption with their own grief when a member of thefamily or a close friend dies, parents often overprotector ignore the child. He is frightened and up)set by theparents   reaction and resentful of their neglect. As
Barclay has explained, these circumstances not onlyaffect the child emotionally but also color his conceptsof death. The child who is 'surrounded by gaunt-eyed adults who do not see you or hear a word that yousay can magnify the idea of death's enormity almostbeyond belief" (6).
Religious Training. The religious training thechild receives at home, in Sunday school, or in churchhas a marked influence on his concepts of death. Ifhe is told that "good children" go to Heaven wherethey will be eternally happy and where every wish willbe granted, he will have little fear of death for himselfor for those he loves if he believes they have lived"good" lives. However, the typical child is told moreoften that he is bad or naughty than that he is good. Ifhe has learned to associate death with eternal punish-ment in Hell for those who are bad." then his conceptof death will be weighted with fear and other unfavor-able emotions.
Children who come from religiously oriented homeshave more specific concepts of death than those whocome from homes where religion plays a minor role(6). Their specific concepts vary, according to the re-ligious beliefs and death concepts of the parents, howthese have been presented to the children, and thekind of Sunday school or church the children attend.Personal Experiences icith Death. Every child hassome firsthand experiences with death. He loses apet. he sees a dead bird or cat on the street, or hehears about the death of a family member from oneof his peers. Such experiences introduce him to thefinality of death and sometimes to the physical dis-tortions that death brings.
When a death occurs in the childs immediatefamily, even though he has been spared firsthandexperiences with, the dead person or the funeral andburial, he learns that the permanent absence of thefamily member means a revision in the pattern of hislife. If the family member is replaced, in time, by astepparent or an adopted sibling, his concept of deathwill be colored by the way he reacts to the replacementand by the changes in his life pattern that death andthe replacement have brought about.
Concepts of Life after Death. Children are not verymuch concerned about what happens after death.Unless religious instruction emphasizes Hell as aplace of eternal punishment, children learn to thinkof life after death as pleasant. The concept formed inearly childhood is likely to persist with few modifica-tions until adolescence.
Children who receive little or no religious instruc-tion about life after death seldom wonder about it orbuild up any concept of it. Religious instruction islikely to foster such unrealistic concepts that childrenhave to revise them radically when they reach adoles-cence and become aware of how unrealistic the con-cepts are.
CONCEPTS OF CAUSALITY
The ability to see cause-and-effect relationships ismore closely related to the child's personal experi-ences and to the kind of learning experiences he hasthan to either his chronological or his mental age. Ifthe child has learned a number of religious and super-stitious beliefs to explain natural phenomena or ac-cidental happenings, he will have many more faultyconcepts of causality than if his learning experienceshad been more realistic.
Similarly, a child who reads books and comics orwho sees movies and television programs with afairy-tale slant will come to think that magic causesanything whose cause is not immediately apparent.A child often learns in religious instruction that Godis responsible for everything. See Figure 14-5.
As a result of differences in learning experiences,children's concepts of causality cover a wide rangeat every age. Even in the same child, some conceptsare immature and others mature: some are completelyfaulty, some partially faulty, and some correct.
Concepts related to the child's personal experi-ences will be the best developed and the most ac-curate. Schoolwork that emphasizes scientific studies,especially if it is supplemented by demonstrations andeducational films, fosters the development of accurateconcepts of causality and helps correct inaccurateconcepts. Educational movies or television programsand factual, realistic books and comics also encouragethe development of accurate concepts of causality.
In the pattern of development of concepts ofcausality, concepts of physical causality are usuallyaeveloped earlier than concepts of psychologicalcausality. For example, the child can understandwhat makes clouds move before he can understandwhat makes people angry or frightened. This dif-ference is due not so much to differences in personalexperience as to differences in guidance. The child istold about physical causality at home and in school.Psychological causality, however, remains unex-plained, and the child must depend upon his ownobservation and interpretation (143).
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Some Common Concepts of Causality. A number ofstudies have been made of the pattern of developmentof concepts of causality. The three areas most widelyused to illustrate this pattern deal with concepts ofbirth, of bodily functions, and of germs.
Concepts of Birth. Many young children think thatbabies are brought by a stork or that they come fromGod, from a store, or from the doctor's satchel. Havinghad no opportunity to see the birth process, even in apet animal, the child bases his concept upon what hisparents, other adults, siblings, or playmates tell him.
By the time the child goes to school, he generallyobserves a relationship between the arrival of a babyand the change that takes place in the mother's body.He realizes that the mother's abdomen is swollenbefore the baby arrives and that it assumes its normalshape after the baby's birth. However, he does not
Figure 14-5. Concepts of causality develop first fromthe child's personal experiences. (Adapted fromKetcham."Dennis the Menace," the PhiladelphiaEvening Bulletin, Publishers-Hall Syndicate, May 23,1970. Used by permission.)
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        "God turns the sun off at night 'cause it's tooexpensive to keep it runnin' when everybody's asleep."
include in his concept of birth how the baby got intothe mother's body, the role of the father, or how thebaby got out of the mother's body. Some childrenbelieve that the baby originates from the food themother eats, while others believe that it was put inthe mother's body by magic. Most children believethat the baby emerges into the world through the"belly button" (68, 92). Children's interest in birthand how their concepts of birth affect their attitudesand behavior will be discussed in detail in Chapter16 on children's interests.
Concepts of Bodily Functions. Most young chil-dren think of the functioning of the body in terms ofspecific organs. Up to the age of 7 years, for example,they believe that the brain is in the head, that it isround and composed of bone, blood, and skin. Onlyafter the fifth or sixth grade does their concept of thebrain include flesh and cells.
To older children, lungs are represented as roundbags, made of bone, skin, blood, and flesh. Somechildren locate the lungs in the head or neck; fewlocate them in the chest. Figure 14-6 shows two ex-amples of children's placement of the important or-gans of the body. Even at the sixth-grade level, chil-dren fail to include the sex organs in their placementof the body organs.
In the child's concept of the digestive process, di-gestion takes place in the mouth and stomach. Thestomach, which is meant for storing or eating food,is usually located in the upper part of the trunk and isbelieved to be composed of skin, bone, flesh, andblood.
Children have little understanding of the relation-ship between eating, digestion, and elimination. Youngchildren often believe that food goes from the mouthto the stomach and then to the arms and legs. Theolder child is more likely to include the intestines inthe route that food takes through the body, though hemay be confused about the roles played by the kidneysand the intestines. Even older children have poorconcepts of the cause-and-effect relationship betweeneating and living (35, 42, 93).
Concepts of Germs. While many young childrenthink that illness is caused by their disobedience ornaughtiness, most school-age children believe thatillness is caused by germs. To a young child, a germis like a dot or an abstract figure. Children 8 years ofage and older think of germs as abstract figures oranimals—a fly or worm. They believe that germs enterthe body through the mouth, nose, or skin and thatthey make the person ill, damage the body, or live in
the body. Germs can leave the body, they believe,through the mouth, nose, skin, or anus and can beejected by coughing, sneezing, or anal evacuation.When the doctor gives medicine, that pushes thegerms out of the body (91, 95).
CONCEPTS OF SPACE
To judge space accurately, the child must learn tocompare it with familiar objects whose size or distancehe knows. He must learn to regard the degree of clear-ness of outline and color and the amount of visibledetail as clues, and he must learn that different sen-sations in the eyes, resulting from convergence orstrain, help him to interpret what he observes.
The distance of an object from the child affects theaccuracy with which he will judge its size. His ownsize also affects his judgment. He tends to judge aclose object as larger than actually it is and a distantobject as smaller. By handling blocks, carts, tricycles,and other play equipment, the child soon learns toperceive short distances accurately. Longer distances,because they are unrelated to his own body—forexample, the distance between two trees or the lengthof a street block—are extremely difficult for him tojudge. Not until adolescence can he perceive longdistances correctly, and even then his judgments areoften erroneous.
In school, the child learns the meaning of inches,feet, yards, pounds, and the standard measures ofspace and weight, though the concepts may be soformalized that he has difficulty applying them todaily experiences. Box 14-4 shows some commonspace concepts a child develops and the usual agesat which they are developed (11, 31, 47, 95, 106, 145).
CONCEPTS OF WEIGHT
Concepts of weight are used to judge the relativeweight of different objects. Until such concepts aredeveloped, the child will mistake the weight of anobject and will not know how much strength to use tomove it or pick it up. Many of the breakages of youngchildren can be traced to faulty concepts of weightrather than to poor muscle coordination.
Judgments of weight depend upon judgments ofsize and upon knowledge of the weight of differentmaterials. The young child judges mainly hy size. Thatis why, when he picks up objects, he does not makethe necessary muscular adjustments to handle themwithout breakage. A small toy or object, for instance,
may slip through the fingers and break because thechild did not expect it to be as heavy as it is.
Gradually the child learns from experience thatcertain things are "heavy, ' while others are "light."Of even greater importance, he learns that he mustconsider what the object is made of as well as its size.
Figure 14-6. Examples of children's placement of somebodily organs at different ages. (Adapted from E.Gellert, Children's conceptions of the content andfunction of the human body, Genet. Psychol. Monogr.,1962, 65, 293-405. Used by permission.)
Age: 4 yrs. 11 mo.
Lungs
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Age: 7 yrs. 3 mo
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Box 14-4
COMMON SPACE CONCEPTS OF CHILDHOOD
Geometric FormA 6-month old baby can distinguish between simplegeometric forms, such as circles, squares, and triangles.By 2 years, the child's concepts of form are well enoughdeveloped to enable him to insert geometric figures inholes on a form board. A year later, he can match objectson the basis of form.
Different-shaped Objects
Concepts of the size of different-shaped objects, such asa star and a square, are not well developed until after thechild enters school and receives guidance in combatingillusions.
Relative Size
Concepts of relative size appear first between 3 and 4years of age when the child can select the biggest andsmallest from a number of objects. By 9, he can judgemiddleness as accurately as bigness and smallness.
Right and Left
Up to 7 or 8 years, the child has a nondifferentiated con-cept of right and left; he can apply the concept to his armsand legs but not to objects. From then until 10 or 11 years,he develops a concrete differentiation of right and leftand can apply it to objects outside himself.
Direction
Even elementary school children have difficulty identi-fying all but the cardinal directions and in describinglocations. Concepts of direction gradually improve aschildren approach adolescence.
DistanceThe ability to judge distance develops slowly becausethe child must learn to use such cues as the relativesize of familiar objects, e. g., houses in the distance,and the clearness of detail.
DepthPerception of depth is slow in developing. Even by school-entrance age, most children cannot see three dimensionsin objects.
In time, he discovers that if he wants to determine justwhat the weight of an object is, he must pick it up,hold it with his fingers or place it in the palm of hishand, and then move his hand up and down. In thismanner, a 5-year-old child can tell the differencebetween a 3- and a 15-gram weight when they are thesame size. With practice, he can tell the differencewhen the weights vary only 3 or 4 grams (132).
In an experiment in which children were asked toestimate the weight of a milk bottle when filled andwhen empty, young children tended to underestimateboth. With age, they gradually improved their esti-mates. In estimating the weight of two lumps ofPlasticine, equal in size and in weight but differentin shape, children showed a gradual increase in ac-curacy with age (66).
NUMBER CONCEPTS
Words relating to numbers are used soon after thechild starts to speak. This early use of number words,however, is merely a form of "parrot speech." What anumber really means to a child and when he can useit in a meaningful way are difficult to determine. Thedevelopment of number concepts appears to be afunction of age and of educational development.Terman and Merrill found that the average child of4 can count two out of a number of objects; theaverage child of 5 can count four; and the averagechild of 6 can count twelve (132).
Young children who go to nursery school or kinder-garten generally learn the meaning of numbers soonerthan those who do not go. Young children's conceptsof numbers above 10 are generally vague and con-fused. For example, they often think of 100 and 1,000as similar.
After children begin school and have formal instruc-tion in arithmetic, their number concepts developrapidly (46). From grades 2 to 11, there is a gradualincrease in understanding of indeterminate numberconcepts, such as 'few, " "several, " "more" or "less,"and "some" (27). ,School textbooks place so muchemphasis on quantitative concepts—number conceptsrelating to increase or decrease in amount—thatchildren gradually develop more definite and moreaccurate concepts of what numbers mean. Refer-ences to "$15 a ton, " a "500-mile trip," or a "trip of20 days" may be relatively meaningless until the childhas had instruction in their use and opportunities forcomparison (26, 46, 51, 53).
Many children, through hearing family members,
teachers, or peers refer to certain numbers as luckyand others as unlucky, add these new meanings totheir developing concepts of numbers. They learn tothink of 7 and 11 as lucky numbers, as tradition holdsthey are. just as they learn to associate bad luck with13 (74).
TIME CONCEPTS
Concepts of time develop very slowly because theyare abstract and involve subjective appreciation andmore reasoning than the young child is capable of.He may understand numbers on a clock or the time ofsome specific daily occurrence, but the understandingof dates in historical time, of the word generation,and of chronological order is beyond him.
Many time concepts, especially those relating toconventional time, are dependent upon the growth ofnumber concepts. A child cannot understand com-pletely the meaning of month." for example, until hehas a correct concept of 30 or 31 and its relationshipto 7 days.
Direct training in time concepts is of less value thanimpressions that accumulate in the process of growingolder. The child must build up a foundation of relatedconcepts, mainly concepts of numbers, before trainingin understanding time can be of much value. He mustthen learn to associate meanings from his personalor school experiences and from what he learns inbooks and from movies, television, and other forms ofmass communication with his developing time con-cepts. These meanings are often too remote for himto see the relationship at once.
Genetic Sequence in Learning Time Concepts. Timeconcepts come into use in a relatively uniform se-quence in the life of every child. The ability to tell atwhat time a thing happens in terms of another activityappears before the ability to give em actual clock time.Children know morning or afternoon at 4 years: whatday it is. at 5 years: the names of the days of the week,at 5: and what time it is. at 7. At 7. they also know whatmonth it is and what season. At 8. they know whatyear and what day of the month it is. and can name themonth correctly.
By the time they are 5 years old. children can tellwhat time they go to bed: by 6. when they have supper,when they get up. when they go to school, and whenafternoon begins. Most children can tell their ageswhen they are 3 years old: when their next birthdaywill be, at 4: and how old they will be on the next
birthday, by the time they are 5. While this pattern issimilar for all children, just when a particular childwill reach each stage in the pattern will deF>end largelyupon intelligence and learning opF>ortunities (30. 31,132).
In learning to tell time by the clock, all childrenfollow a similar genetic sequence. They can first telltime and set the clock by the hour, then by the halfhour, and later by the quarter hour. They must learnthe meaning of the difference in the lengths of thehands, however, before they can do either. Most chil-dren learn to tell time during their sixth or seventhyear i30. 31).
Concepts of Duration of Time. The ability to estimatetime intervals develops only after the child has learnedto relate time to different activities. Longer intervalsare usually underestimated, while shorter ones areexaggerated: the best evaluation has been found inintervals from 30 seconds to 1 minute in duration. Upto the age of 8 years, children have difficulty judgingthe length of a second. When they use cues, such ascounting aloud, they are able to increase their ac-curacy (30. 66).
Unlike the younger child, the older child discoversthat judgments of time are not influenced by the activ-ity alone but by one s attitude toward it. When theactivity is pleasant, time seems much shorter than itactually is (30).
Concepts of Historical Time. The ability to think of thepast as different from the present passes through twostages. In the first, or negative, stage the childlearns that the past differs from the present becausein the past, for example, people wore skins or wor-shiped idols. In the second stage, the child not onlydistinguishes historical periods but also forms apicture of successive epochs not unlike that formedby the adult. It is easier for children to understandperiods of time in the past if the periods are pivotedaround events rather than around fjeople. dates, orplaces. Concepts of historical time and of the conti-nuity of time are often vague and confused becausethey have been taught in terms that are abstract andremote from the child s experiences. This is especiallytrue if the emphasis is on memorizing dates, evenwhen they are associated with the name of a battle orthe reign of a king (30. 84. 111).
Because of the new methods of teaching history andthe influence of different forms of mass media, chil-dren today learn about historical time earlier than
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their grandparents or parents did. When a child seesmovies or TV programs or reads "historical ' comicbooks about King Arthur and the knights of the RoundTable, for example, medieval Britain, with its life andcustoms, becomes far more meaningful than if hemerely read stories about King Arthur. Similarly, ifthe child sees Biblical movies or movies based onevents in ancient Rome or Egypt, the past becomesvery meaningful to him.
MONEY CONCEPTS
Money becomes meaningful to a child only when hehas an opportunity to use it. True, he may be able toidentify different coins, but the names of the coins arerelatively meaningless until he learns their value orknows what they can buy. Because few children have
much opportunity to spend money until they reachschool age. the development of money conceptsduring the preschool years lags behind that of manyother concepts.
At 5 years of age. the average child can name pen-nies only. A year later, he can name pennies, nickels,and dimes, and some children know how many pen-nies there are in a nickel or dime. The 7-year-oldknows what a quarter is, and many children can tellhow many pennies there are in a quarter and ask forcorrect change in a store. At 8\h years, the child canmatch equivalent amounts with different coins, evenwhen the money combinations are complex (81. 132).
By 5 years of age, children begin to understand thatmoney has to do with buying, though they do notunderstand that specific coins must be used for buy-ing different things. By the age of 6^ 2 years, children
Box 14-5
EXTRANEOUS MEANINGS ASSOCIATED WITH MONEY
LoveWhen parents shower the child with toys and gifts andsay that this is because they    love him so much." helearns to think of money as a means of buying love fromothers.
Friendship and Social Acceptancefvlany children who use their allowances to "treat" theirfriends find that this increases their social acceptance,and they associate this meaning with money throughoutlife.
Control of BehaviorChildren who are bribed to study or to be on their goodbehavior learn to think of money as a way to control thebehavior of others.
Payment for ServicesWhen the child is paid for doing household chores, hecomes to regard everything as having a   price tag.   Thiscolors his attitude toward work in school and. later, inhis job.
PrestigeWhen the child discovers that social acceptance isgreatly influenced by the socioeconomic status of thefamily and that the more material possessions he has thegreater his chances for acceptance, he learns to think ofmoney as a source of prestige.
IndependenceThe child who earns money by doing household choresor after-school jobs discovers that he can spend it as hewishes. In his craving for independence, this colors hisattitude toward schooling and plays an important role inhis vocational selection.
Determinant of ValueThe child learns to think that the more a thing costs thebetter it is and that the more money a person makes themore successful he is. Human and material worth are thus
judged by a monetary yardstick.
Personal SecurityFrom personal experiences of having savings in a piggybank for making emergency purchases and from ob-servations of elderly people who are economically secureafter retirement, the child learns the value of saving as anessential to security at all ages.
realize that a nickel will buy more than a penny butless than a dime. By the age of 7, average childrenknow exactly how much each coin is worth in com-parison with every other coin (81).
Meanings Related to Money. The child s concepts ofmoney often contain meanings that have little direct
relationship to the use of money for spending or savingor to how much the various denominations of moneycan buy. In learning these extraneous meanings andpractices, the child uses parental attitudes as amodel: the parents' attitudes and practices are, inturn, a product of their social class. As the child comesin contact with other adults, with mass media, and withmembers of the peer group, he not only associatesnew meanings with money but also adds an emotionalweighting to his developing money concept. The im-portant new meanings related to money by the olderchild are shown in Box 14-5 (34, 76, 97, 128).
Variations in Money Concepts. Variations in children'sconcepts of money stem from differences in learningexperiences. The child who earns money learns moreabout what money means in terms of time and effortthan the child who receives his money as an allowanceor dole from his parents. In general, experience withmoney decreases with a rise in number of siblings inthe family; the more siblings there are. the less moneyeach child has to spend.
The child has more experience in the handling ofmoney if his mother works because he has more homeresponsibilities involving the use of money. Childrenwho save their money have a better understanding ofits meaning than those who spend it. Children whospend foolishly learn more about the value of moneythan children who spend wisely or children whosespending is closely supervised.
As children grow older, they begin to moralize aboutthe rightness or wrongness of the use of money. Chil-dren whose parents keep a close tab on the way theyspend their allowances and pointoutthe "foolishness "of certain expenditures and the "wisdom of othersbegin to add new meanings to their developing con-cepts of money. By contrast, children who are allowedto spend as they choose do not develop these newmeanings—or they may develop them much later.
Boys, as a rule, have more accurate concepts ofwhat money will buy than girls. Boys have greaterfreedom in the use of their money and, in general,handle money for their personal needs more thangirls. Older boys earn more money outside the home
and therefore develop a "money sense" earlier thangirls.
In authoritarian homes, the parents handle moneymatters without consulting the child. In homes wherechild training is more democratic, parents often feelthat children should not be concerned about financialproblems and, consequently, do not discuss suchmatters with the child or in his presence. As a result,the child has little motivation to learn about money.Consequently, even when he enters adolescence, hismoney concepts are on a low level of development andare mainly egocentric.
CONCEPTS OF BEAUTY
To a child, as to an adult, nothing is beautiful or uglyin and of itself. What is perceived as beautiful or uglydepends upon the person s associations with it. Ifthese associations are pleasant, the individual per-ceives the object as beautiful, regardless of howothers perceive it. If his associations are unpleasant,he perceives it as ugly. Emotional weighting thusplays an important role in the development of thisconcept.
The young child regards people he likes as beautiful,no matter how they may be judged by objective stan-dards. When the child goes out into the neighborhoodand school, he discovers that other people have dif-ferent ideas of beauty. No longer are things beautifulor ugly simply because he likes or dislikes them; hisconcepts of the beauty and ugliness of color, of nature,and of the human face and form are then conditionedby group standards rather than by individual reactions(5. 15. 17, 136).
In addition, the older child is subjected to mass-communication influences. Even before he startsschool, he has begun to think of beauty and uglinessin terms of what he sees in pictures, books, magazines,and comics and on the moving-picture or televisionscreen. Heroes and heroines, their homes, and alltheir material possessions are regarded as beautiful,while villains or "underdogs" and their possessionsare regarded as ugly. Each year, the influence of massmedia on the child's comprehension of beauty in-creases. Since he and most of his friends see thesame movies or television programs and read thesame books and comics, the influence of mass com-munication is augmented by peer influences. The morethe child identifies with the characters in books or onthe screen, the greater their influence on his conceptsof beauty.
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In spite of individual experiences that determinewhether a person, an object, or a situation will beregarded as beautiful or ugly, many common conceptsof beauty are a product of cultural standards. Theinfluence of such standards on the individual child sconcepts has been reported in a number of studies.The most important of these common concepts arediscussed below.
Concepts of Facial Beauty. In a study of facial fea-tures, it has been found that there are developmentaltrends in aesthetic preferences for thickness of lips,width of mouth, distance between eyes, and length ofnose. As the child grows older, his preferences areincreasingly similar to those of adults (130). Owing tosocial learning, children regard members of their ownracial group and sex as most beautiful (40. 83). Boysshow a preference for pictures of boys, while girlsthink that girls are more beautiful (40. 136).
Concepts of Bodily Beauty. Cultural pressures largelydetermine concepts of bodily beauty. As early askindergarten age children dislike chubby builds andregard slender body builds as beautiful (71). Eachyear, as children grow older, their concepts of bodilybeauty conform more closely to the cultural stereo-type. Any child whose body build deviates from thisstereotype—in weight, height, or sex appropriatenessof appearance—is likely to be subjected to ridiculeand to acquire a nickname that tells him how membersof the peer group feel about his body.
Concepts of Beauty in Pictures. While children may beattracted by the new and unfamiliar in pictures,studies of what they consider beautiful have revealedthat they like pictures of familiar people and animalsdoing familiar things. They like commonplace objects.such as houses, boats, trees, and airplanes, and actionthemes dealing with exciting events. Landscapes havelittle appeal for the young child, though the olderchild likes them if they contain familiar objects(5, 15, 79).
Realistic pictures appeal to children much morethan those which are highly stylized. Colored picturesare preferred only when the colors are realistic. Chil-dren also like simplicity in pictures: the popularityof the comics is due partly to this factor. As childrenmature, they begin to like more complexity in draw-ings (79).
Concepts of Beauty in Color. At all ages, childrenlike color. Which colors they perceive as beautiful.
however, depends upon their personal likes andupon the approved cultural attitudes toward differentcolors. The young child likes colors that are bright andgaudy: he perceives pastel shades and subdued huesas ugly. With increasing age. his attitude changes. Byadolescence, both boys and girls show a marked pref-erence for duller shades and less saturated hues;they regard the saturated colors as loud" or ■hide-ous." Most children like blue, red, and green best,and black, white, yellow, and orange least. Boys pre-fer red.  while girls prefer blue and violet (17. 22).
Concepts of beauty in clothes or pictures are influ-enced more by color than by form. Children likeclothes of their favorite colors better than clothes thatare more becoming or more fashionable (115). Ithas been reported that children like pictures of appletrees because they have red fruit and orange treesbecause of the bright color of the fruit (1).
In their concepts of color beauty, children incorpo-rate meanings of color which come from their ownexperiences or are culturally determined. They learnto think of yellow as bright and cheerful—the colorof the sun—and regard it as the color of happiness.By contrast, they associate brown and black with sad-ness: the emotional weighting of their concepts ofthese colors makes them regard them as ugly"(70. 148).
Preferences for certain color combinations are veryindefinite in young children. Red-blue and red-greenare the favorite combinations of older children, whileorange-green is the least favored combination.At every age, there are more pronounced individualdifferences for preferred color combinations than forpreferred single colors. This is largely due to the dif-ferent associations individuals make with variouscolor combinations (18. 126).
CONCEPTS OF THE COMIC
Whether the child will perceive something as comicor not depends to a large extent upon the meaning heassociates with it. This meaning may be derived fromhis own personal experience or from his knowledge ofwhat is culturally accepted as a source of the comicand at which laughter is the approved reaction.Comic perception may be either objective or sub-jective. In objective comic perception, the person seeshumor in a situation in which others are involved: inthe subjective type, he sees humor in a situation in-volving himself and his own acts. The more intelligenta person is, the better able he is to see himself inperspective and to be amused by his own   pomposity
':^
and pretensions." A person of lesser intellectualability, on the other hand, lacks the insight to appraisehimself realistically or to perceive the incongruitiesin his behavior. As a result, subjective humor is morelikely to be found in those of the higher intellectuallevels (151).
Perception of the comic does not alw/ays elicitlaughter, especially among older children. They mayhave learned that social reactions will be unfavorableor that they will hurt the feelings of the person whois the target of their laughter. Young children, unawareof these possibilities, usually laugh at any situationthey regard as comic (69. 80).
Pattern of Development of Comic Concepts.   Until a
child has developed concepts of size, money, time,and so on. he is unable to see incongruities. As aresult, he is unable to perceive the comic. Similarly,until he has developed concepts of different socialroles, he is unable to see the humor in a situation inwhich a person in authority finds himself in a predica-ment. Much humor is based on language, and so thechild must know the meaning of words before he canappreciate jokes or even simple puns. As his languagecomprehension increases, he is better able to under-stand complex and abstract jokes.
The close relationship between intelligence and theability to perceive the comic means that with intel-lectual development the child can appreciate moresubtle and abstract humor; he can understand wittydialogue as well as slapstick comedy. Most cartoonscontain elements of hostility, for example, and veryintelligent or older children can detect these morereadily than the younger and less intelligent.
Concepts of the comic follow a developmentalpattern that is influenced to some extent by age. in-telligence, and interests. Many similar elements arefound in the comic concepts of young children, olderchildren, and adolescents. The younger the child.however, the more obvious and concrete the humormust be to be appreciated, and the more closely itmust be related to familiar objects and situations.
Comic Concepts in Young Children. While vocalplay is one of the earliest forms of humor, babies alsoperceive comedy in annoying people, dropping things,and blowing bubbles in water. After the first year,children enjoy making faces, doing stunts, and hidingfrom people and then laughing. Among preschoolchildren, humor is called forth mainly by slapsticksituations involving physical incongruities, by noisesand grimaces made by the child himself or by others.by word play, by the funny antics of animals, by comic
drawings, and by simple jokes. Surprise and suspenseare fundamental elements in the perception of thecomic at this age.
Comic Concepts in Older Children. The schoolchild will join in with others to laugh at anythingwhether he thinks it funny or not. Like the youngerchild, he sees humor mainly in incongruities or in theunusual; in the abasement of dignity; in people whodefy authority—as he would like to do but fears doingbecause of punishment; and in the misfortunes andpredicaments of others, especially those whom helooks up to and respects. He will laugh heartily, forexample, if he sees his father fall or stumble. Clownacts in the circus or comedy situations in the moviesor on the television screen also appeal to the olderchild because they contain one or more of these ele-ments of humor.
Because of his greater understanding of words, theolder child enjoys puns, riddles, and jokes. Practicaljokes and jokes relating to forbidden subjects, such assex, have a strong appeal. Practical jokes are usuallyaimed at a person in authority or someone againstwhom the child has some prejudice. The child enjoysthem because he feels that he is getting even with thatperson by making him appear ridiculous, by puttinghim   in   a   predicament,   or   by   embarrassing   him.
Variations in Perception of the Comic. Although theability to perceive the comic follows a predictablepattern of development, the pattern varies from childto child. The factors chiefly responsible for the varia-tions   are   discussed   in  the  following   paragraphs.
Past Experiences. The child s past experiencesand his memories of these experiences will determinewhether new experiences are perceived as comic.For example, if the child has been taught that elderlypeople are dignified, aloof and almost untouchable, hewill be more likely to see humor in a situation wherean elderly person is in a predicament than he would ifhe thinks of elderly people as persons who play withhim at his own level in a rough-and-tumble way.
Emotional Reactions. Reactions to comic situa-tions are greatly influenced by the child's mood andemotional state. During a temper tantrum, a childcan see nothing humorous in a situation which, undernormal conditions,  he would regard as very funny.
Physical State. The child s physical state, like hisemotional state, at the time the comic situationarises affects his reaction to it. When the child istired, things seem less funny than when he is rested.
Attitudes of Other People. The attitudes of otherpeople toward the source of the comic affect the
child's attitude. A joke that is amusing in one situa-tion may seem meaningless or even repugnant inanother if the attitudes of the group members towardit are unfavorable.
Intelligence. The more intelligent the child, themore meaning he can perceive. In a mirth test, forexample, it was found that the child's ability to per-ceive the comic in cartoons depended on his compre-hension of their meaning. This correlation becomesstronger with age (151).
Personality. The child who feels insecure canrarely see the humor in a situation in which he him-self is involved. Instead, he prefers humor whichbolsters his ego—objective humor in which he canlaugh at others.
Ability to Empathize. The ability to empathize or toimagine oneself in the place of a person in a predica-
ment influences one's reactions to a comic situation.Perceiving the comic in a cartoon, for example, iseasier if the child can imagine himself in the humoroussituation than if he looks at it in an impersonal way.Social Pressures. The child discovers early thatcertain forms of humor are socially approved andothers are not. He then tries to avoid those whichlead to social disapproval.
SELF-CONCEPTS
The concept the child has of himself as a person is acomposite of the thoughts and feelings he has abouthimself. This concept includes physical and psycho-logical self-images. The physical self-images areusually formed first; they relate to the child's generalappearance—its   attractiveness  or  unattractiveness,
Figure 14-7. The child's concept of himself as a person is amirror image of what he believes significant people in his lifethink of him.
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        its sex appropriateness or inappropriateness—andto the importance of the different parts of his body tohis behavior and the prestige they give him in theeyes of others. The child's psychological self-imagesare based on his thoughts, feelings, and emotions;they consist of the qualities and abilities that affecthis adjustment to life, qualities such as courage,honesty, independence, and self-confidence, andaspirations and abilities of various kinds.
Coordinating his physical and psychological self-images is often difficult for the child: consequently,he is apt to think of himself as a dual personality, witha specific appearance and a specific personality make-up. As he grows older, these self-concepts graduallyfuse, and he perceives himself as a unified individual.
"Mirror Images." Self-concepts are based on whatthe child believes significant people in his life thinkof him: they thus become mirror images. ' As Frankand Frank have stated, "The child learns to think andfeel about himself as defined by others. He developsan image of self as the chief actor in his privateworld.' This image develops primarily from the wayparents, teachers, and other significant personsdescribe, punish, praise, or love him" (39). See Figure14-7.
f^irror images are often faulty. Since the child isincapable of perceiving below the surface of thespeech and behavior of others, he often fails to graspthe true motivation behind their treatment of him.Thus he may base his self-image on a misinterpre-tation. Should his parents call him a "naughty boy"when he misbehaves but fail to call him a "good boy"when he does what they want him to do. he will buildup a concept of himself as naughty" and come tobelieve that he is inferior. Should the teacher givemore time to a slow learner than to him. he mayreadily misinterpret this to mean that the teacher likesthe slow learner better.
Pattern of Development of Self-concepts. Self-con-cepts, like other concepts, develop in a predictablepattern. Development of awareness of self is not aunitary process. Rather, the child perceives differentaspects of himself at different times. In a healthy pat-tern of development, old self-concepts must changeas new self-discoveries are made; the unrealisticand biased elements of early concepts must be re-placed by more realistic and unprejudiced ones.Since the young child is primarily egocentric, heforms concepts about himself before he forms con-
cepts about others. What he thinks of himself colorswhat he thinks of others. Concepts of self are thusused as a standard by which the child judges othersand interprets their behavior.
Hierarchy of Self-concepts. Concepts of self arehierarchical in nature; the most basic—the primaryself-concept—is acquired first. It is founded on theexperiences the child has in the home and is made upof many individual concepts, each resulting fromexperiences with different members of the familygroup.
The primary self-concept includes both physicaland psychological self-images, though the formerusually develop earlier than the latter. The firstpsychological self-images are based on the child'scontacts with his siblings and his comparison of him-self with them. Similarly, his early concepts of hisroles in life, his aspirations, and his responsibilitiesto others are based on parental teachings and pres-sures.
As contacts outside the home increase, the childacquires other concepts of himself. These make upthe secondary self-concept. They relate to how thechild sees himself through the eyes of others. Theprimary self-concept frequently determines the selec-tion of situations in which the secondary self-conceptwill be formed. A child who has developed a self-concept characterized by beliefs in his own impor-tance, for example, will select playmates who regardhim much as his parents do.
The secondary self-concept, like the primary, in-cludes physical as well as psychological self-images.The child will think of his physical structure as peopleoutside the home do, and he will evaluate his psycho-logical self-images, formed at home, by comparingthem with what he believes peers, teachers, and otheradults think of him.
Generally, though not always, the primary self-con-cept is more favorable than the secondary. When adiscrepancy exists, the child must close the gapbetween the two if he is to be a happy, well-adjustedperson. He may do this by trying to force others tochange their unfavorable concepts of him so thatthey will correspond to the favorable concepts hehas of himself. This rarely works. Usually the childmust revise his unrealistic self-concepts so that theywill more closely approach reality.
Important Elements in Pattern of Development. Allchildren add to their self-concepts meanings thattheir cultural group regards as important. Theseelements are added at predictable times and are simi-
lar for all children, though variations in subsocietiesaffect them somewhat. The new meanings that arealmost universally associated with self-coneptsduring the childhood years are shown in Box 14-6.
Box 14-6
COMMON ELEMENTS OF SELF-CONCEPTS
Sex DifferencesBy the age of 3 or 4 years, the child is aware of his ownsex and uses such cues as hair styles and clothing todistinguish members of the two sexes. Awareness ofdifferences in interests, achievements, and aptitudes de-velops after the child enters school and reaches a peak atpuberty. Gradually an emotional weighting is added,based on an awareness of social attitudes toward ■male"and   female."
Sex Roles
Children learn the appropriate behavior for their sex byidentifying with their parents and by parental trainingand pressures. Later they learn by identifying withadults or older children outside the home and withcultural stereotypes in the mass media. By the timechildren enter school, these meanings are added to theirself-concepts, and emotional weighting, based on socialattitudes toward the roles of the two sexes, becomes animportant part of the self-concept.
Racial DifferencesMost children can distinguish their racial identificationby the time they are 4 years old. They gradually learn thesocial attitudes toward members of their race and theprestige or lack of prestige associated with their racialgroup. How children are treated by peers as well as byother members of the social group contributes to theemotional weighting of their self-concepts.
Social-class DifferencesThe preschool child discovers that there are differencesin what people have and in the way they live. He learnsthat these are related to the fathers occupation and thatsome people are labeled -rich" while others are labeled■poor. ' He adds these meanings to his self-concept.Figure 14-8 shows the cues children use to identifysocial-class belonging. The more important social ac-ceptance is to the child, the more emotional weightinghe gives to social-class membership.
SOCIAL CONCEPTS
Social concepts, or concepts relating to people andsocial situations, usually develop slightly later thanself-concepts. The baby and young child are egocen-tric, and their interests center more on themselvesthan on others. Also, the young child has limited socialhorizons, and so he has few opportunities to developsocial concepts.
Development of Social Concepts. The baby differen-tiates the voice from other sounds by the time he is1 month old. and he shows an interest in people bysmiling and laughing at them at 2 or 3 months. By 3months, he can differentiate between strangers andfamiliar persons, and at 6 months, he responds tofacial expressions. Not until 8 months, however, doeshe respond to the emotional behavior of others in away which signifies that he understands facial expres-sions. An angry face causes the baby to turn away,while a smiling face leads to aggressive movements,such as coming toward the person or holding out hisarms.
The older child includes in his developing socialconcepts not only an understanding of the feelingsand emotions of others as expressed in their overtbehavior but also an understanding of their meanings.Thus the child's social perceptions are colored byhis past experiences, by social pressures, and by whathe has heard others say or what he has observed intheir behavior. The more heavily weighted the con-cepts are with emotionally toned attitudes, the moreimpact they have on the child's judgment. With eachpassing year, the child is better able to identify thebehavior and attitudes that adults will approve. Girlsare slightly more discriminating in this respect thanboys. Older children size up both adults and theircontemporaries fairly accurately and develop specif-ic concepts of them in terms of socially approvedbehavior. Even within the family, children developspecific concepts of the approved social role for themother, the father, the child, and the other familymembers. This topic will be discussed in detail inChapter 17, Family Relationships.
Association of Racial Meanings. Prejudice influ-ences the child's developing concepts of members ofdifferent racial groups. Prejudice against a member ofa minority group is usually not based on personalexperience, but is a reflection of cultural patternsand stereotypes. The preschool child can distinguishpeople of different races on the basis of skin and haircolor and other physical features, but the degree ofdifference between his own appearance and that of
"l^
people of other racial groups determines the age atwhich he becomes aware of the difference (125).
Since children of minority groups are sensitized toracial differences earlier than those of majoritygroups, social concepts of minority-group childrencontain meanings of racial differences earlier. Thechild's concepts of race include not only the appear-ance of people of different racial groups but alsotheir occupations, clothing, living quarters, personal-ities, and abilities. These associations become strong-er as children grow older.
Association of Sex-role Meanings. In the develop-ment of social concepts, the child adds meanings re-lated to sex differences and approved sex roles. Whilelearning how he differs from members of the oppositesex and what the approved sex role for members ofhis sex is. he learns to judge others—parents, siblings,peers, and adults outside the home—in terms of thesemeanings.
That children are well aware of what the socialgroup expects of members of both sexes before child-hood is over is shown by the results of a study in which
Figure 14-8. Some cues used by children to identify social-classdifferences. (Adapted from G. Jahoda, Development of theperception of social differences in children from 6 to 10, Brit.J. Psychol., 1959, 50, 159-175. Used by permission.)
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boys were asked what they believed the social groupexpects of boys. In answer to this question, the boysgave the following picture, as described by Hartley(56):
They have to be able to fight in case a bully comesalong; they have to be athletic; they have to be able torun fast; they must be able to play rough games; theyneed to know how to play many games—curb-ball,baseball, basketball, football; they need to be smart;they need to be able to take care of themselves; theyshould know what girls don't know—how to climb, howto make a fire, how to carry things; they should havemore ability than girls; they need to know how to stayout of trouble; they need to know arithmetic and spell-ing more than girls do.
Association of Social-class Meanings. Social con-cepts also include nneanings related to social-classidentification. Even in the preschool years, some chil-dren make vague social distinctions on the basis ofcrude and concrete cues which enable them to com-pare their social milieu with that of others.
For most children, perception of social-classdifferences develops rapidly during the childhoodyears, reaching the adult level during early adoles-cence. Estvan and Estvan found that among elemen-tary school children, the ability to understand andappreciate high socioeconomic status, as representedby a picture of a mansion, was more closely relatedto development of social maturity than to differencesin children's social backgrounds. At the age of 6years, for example, only 30 percent of the childrenstudied were able to discriminate between the man-sion and any other home situation: by 12, the percent-age had risen to 68. With this increasing sensitivityto social-class differences came a higher regard forwhat the   mansion  symbolizes  in  our culture (33).
Difficulties in Changing Concepts
Concepts indirectly influence behavior through theirbearing on understanding. Therefore, it is often de-sirable to change the child's concepts, especiallyif they are faulty. Changing any concepts is far fromeasy, although the emotional weighting of a conceptdetermines to a large extent the ease or difficulty ofchanging it. As was stressed in the earlier discussionof prejudice, if prejudice is built upon an unpleasantexperience with a person of a particular racial or re-
ligious background, it will be much more difficultto modify than if it is based on peer-group pressures,for emotional weighting plays a more important rolein the former.
Only when the emotional weighting of concepts ischanged can there be any real or permanent changein the concept itself. And unless this occurs, therecan be no change in the pattern of behavior associatedwith the concept. Just changing the cognitive aspectof a concept alone is not enough: the affective aspectmust likewise be changed if there is to be any changein behavior. If a child develops an unfavorable atti-tude toward school, parents and teachers can explainto the child why education is important to him. Thechild may understand and agree with all they say, butunless something can be done to improve his attitudetoward school or toward a teacher who has condi-tioned him to dislike school, his concept of schoolwill remain unfavorable. Attitudes are so persistentthat unfavorable attitudes should be detected andmodified before they become habitual.
The difficulty of changing unfavorable attitudesdue to unfavorable concepts is most pronouncedin the area of self-concepts. Few adults are awarethat a child builds up unfavorable self-conceptsthrough misinterpreting the speech and behaviorof others. Consequently, such concepts get a stronghold on the child before they are detected and cor-rected. Even more important, few adults, either par-ents or teachers, try to control the development ofthe child's self-concepts to ensure that they will beboth realistic and favorable. The result is that self-concepts develop haphazardly and contain manymisconceptions. Even though the child developsbetter social insight and makes more accurate ap-praisals of his abilities, appearance, achievements,and roles as he grows older, his self-concepts arelikely to be colored by mirror images he has formedearlier.
Highlights of Chapter 14
1. Adjustments in childhood are greatly influencedby the child s understanding of his environment,of people, and of himself.
2. Maturation provides a state of readiness to under-stand, but learning is essential to the acquisition ofmeanings on which understanding is based.
3. Concepts, which are at the basis of understanding.
are developed from the elaboration and combinationof discrete sensory experiences.
4. The three essentials in the development of con-cepts are the ability to see relationships, the abilityto comprehend underlying meanings, and the abilityto reason.
5. In the development of concepts, meanings arederived from sensory exploration, motor manipula-tion, asking questions, pictorial mass media, andreading.
6. Concept development is influenced by such fac-tors as the condition of the sense organs, intelligence,opportunity to learn, the kind of experiences the childhas, and the child s sex and personality.
7. Misconceptions result from incorrect information,limited experiences, gullibility, faulty reasoning, vividimagination, unrealistic thinking, and misunderstand-ing of words.
8. Misconceptions are damaging to the child be-cause they are difficult to revise and because theyaffect the child's adjustments.
9. Concepts of life and death, which develop early,are often influenced by the mass media and by ani-mistic thinking.
10, Concepts of causality tend to be influenced bythe child's experiences and, as a result, are often er-roneous as shown by experimental studies of con-cepts of birth, bodily functions, and germs.
11- Concepts of space and of weight are inter-related, with the former influencing the developmentof the latter.
12. Number and time concepts tend to be erroneousuntil children enter school because they are relatedto experiences which are limited in the young child'slife.
13. In the development of money concepts, the ad-dition of meanings relating to how money can be usedis responsible for their emotional weighting.
14. Concepts of beauty and of the comic are influ-enced  by social  as  well  as  personal experiences.
15. In the development of self and social concepts,meanings related to sex differences, sex roles,racial, and social-class differences are graduallyadded as the child's experiences outside the homeincrease.
16. Faulty concepts can have a damaging effect onthe child's adjustments. They are often difficult tochange because of their emotional weighting.
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        PAUL MICHAE.
LEARNING TO BEHAVE in a Socially approved man-ner is a long, slow process which extends intoadolescence, it is one of the important develop-mental tasks of childhood. Before the child entersschool, he is expected to distinguish right from wrongin simple situations and to lay the foundations for thedevelopment of a conscience: before childhood isover, he is expected to develop a scale of values anda conscience to guide him when he must make a moralchoice. Sooner or later, most children learn that it isto their personal advantage to conform to groupmores, even though they may not always agree withthem. As Wiggam (137) has stated;
Intelligent individuals know that right conduct issimply intelligent conduct—the conduct that gets thebest results. . . . They tend to choose the right conductsimply because they see it is the course of action thatpromises the best consequences. An intelligent child oradult discovers he can get what he wants in life moreeasily and surely by honesty than by deception, bykindness than by cruelty, by accepting social dutiesthan by dodging them.
Some children, by contrast, are "socially stupid":they violate the mores of the group either becausethey disapprove of them or because they feel theyhave the right to do as they please—that they are"above the law. But society does not condone viola-tions of its mores. Such children pay the penalty inthe form of social rejection—a penalty that is far moreharmful to their egos than the temporary pleasurethey receive from disregarding the social mores.
Meaning of Moral Behavior
The terms "moral and immoral" are so looselyused that their true significance is often overlookedor ignored. Therefore, before any attempt is made todiscuss moral development, it is necessary to under-stand the meaning of these labels. The definitionsgiven in Box 15-1 are the ones which will be used inthis discussion.
No child can be expected to know all the mores ofthe group, and so when a child does things that thegroup regards as wrong, it is often assumed that hisparents have not fulfilled their parental duty to teachhim what the group expects. However, by the time thechild reaches adolescence, society expects him tobehave in accordance with the mores of the group.
When he fails to do so. it is generally because he doesnot want to rather than because he is ignorant ofsociety's expectations.
Behavior which may be called "true morality notonly conforms to social standards but also is carriedout voluntarily. It comes with the transition from ex-ternal to internal authority and consists of conductregulated from within. It is accompanied by a feelingof personal responsibility for one s acts. It involvesgiving primary consideration to the welfare of thegroup while relegating personal desires or gains to aposition of secondary importance. True morality israrely found in children, but it should appear duringthe adolescent years.
Moral development of this kind has both an intel-lectual aspect and an impulsive aspect. The childmust learn what is right and what is wrong, and assoon as he is old enough he must understand why itis so. He must have opportunities to take part in groupactivities so that he can learn what the group expects.In addition, he must develop the desire to do what is
Box 15-1
MEANING OF "MORAL"
Moral Behavior
Moral behavior means behavior in conformity with themoral code of the social group. Moral comes from theLatin word "mores," meaning manners, customs, andfolkways.
Moral Concepts
Moral concepts are the rules of behavior to which themembers of a culture have become accustomed andwhich determine the expected behavior patterns of all
group members.
Immoral Behavior
Immoral behavior is behavior that fails to conform tosocial expectations. Such behavior is not due to igno-rance of social expectations but to disapproval of socialstandards or to lack of feeling of obligation to conform.
Unmoral Behavior
Unmoral or nonmoral behavior is due to ignorance ofwhat the social group expects rather than intentionalviolation of the group s standards. Some of the misbe-havior of young children is unmoral rather than immoral.
right, to act for the common good, and to avoid wrong.This can be accomplished most successfully by asso-ciating pleasant reactions with what is right and un-pleasant reactions with what is wrong. To ensure hiswillingness to act in a socially desirable way, the childmust receive the approval of the group.
How Morality Is Learned
At birth, the child has no conscience and no scale ofvalues. Thus he is nonmoral, or unmoral. Before hecan behave in a moral way, he must learn what thegroup regards as right or wrong. He learns this pri-marily from the parent-child relationship, for thefoundations of moral development are laid before thechild comes in contact with the peer group.
No child can be expected to develop a moral codealone. He must be taught the group's standards ofright and wrong and must build up a desire to do whatthe group considers right because of anticipatedsocial approval or reward. Through contacts withothers, especially with children and adults outsidethe home, he has an opportunity to see how theyevaluate his behavior.
ROLE OF LAWS AND CUSTOMS IN MORAL DEVELOPMENT
In every social group, certain acts are consideredeither "right" or "wrong" because they further orare believed to further or hinder the welfare of thegroup members. The most important mores are in-corporated into laws, with specific penalties forbreaking them. Others, which are just as binding asthe laws themselves, persist as customs, withoutspecific penalties for breaking them.
Taking the material possessions of others, for ex-ample, is considered serious enough to hinder thewelfare of the group. It is therefore a legal offense andhas prescribed penalties attached to it. It is customarynot to handle the possessions of another without hisknowledge and consent. While violation of this customwill incur no legal action, social disapproval will bethe penalty should there be any damage.
Moral standards vary from group to group, de-pending on what has been accepted by the groups associally approved. Within a community, differentsocial classes and religious groups often have theirown individual codes of behavior even though thereis uniformity in the more important mores. There aredifferences in standards of sex behavior, for example.
for people of different social classes and for membersof the two sexes, although the more important stan-dards of sex behavior, such as those relating to rapeor polygamy, are embodied in laws that are bindingfor both sexes and for all social classes.
The lawmakers set the pattern for the moral be-havior of the social group. Parents and others who areresponsible for guidance must then help the childlearn to conform to this pattern. If the socially ac-ceptable pattern of behavior is accompanied by sat-isfaction, it will be repeated and will become habitual.
Gradually, the child learns the rules of the group.He learns that he is expected to conform to the rulesand regulations and to overcome his antisocial be-havior. Variations in moral codes, however, slow downlearning. If there is a conflict between the home codeand that of his peers, the child may substitute the codeof his peers for that learned in the home.
ROLE OF CONSCIENCE IN MORAL DEVELOPMENT
According to tradition, children are born with a "con-science, or the ability to know what is right or wrong.In keeping with this tradition is the belief that mis-behavior is the result of some inherited weakness, theorigin of which is ascribed to either the mother's orthe fathers side of the family. Those who hold to suchbeliefs maintain that the child cannot be reformed: asa result, they see little need of devoting time and effortto his moral training. The justification for corporalpunishment was founded on the belief that such pun-ishment would "drive out the devil " and thus makethe "naturally bad " child into a good one.
Today, it is widely accepted that the child is notborn with a conscience, but that right and wrong arelearned (5, 52), As Eysenck has pointed out. "con-science " is a conditioned anxiety response to certainsituations and actions, built up by pairing aggressiveacts with punishment. It is an internalized policeman"which is called by such names as 'superego ' and"inner light. " Conscience is "usually conceived assome kind of deus ex machina implanted in the humanbeing in some mysterious way, which ceaselesslykeeps an eye on his activities, and gives him a sharptweak whenever he deviates from the straight andnarrow path of duty " (31).
The "voice of conscience" is thus the internalizedstandard which controls the individuals behavior.This standard is too complex for a young child toacquire: therefore, his behavior is controlled mainlyby   environmental   restrictions.   There   is   a   gradual
shift, however, from environmental to internalizedcontrols. By the time the child approaches adoles-cence, the internalized policeman' should havetaken over much of the control of his behavior. Bythe time he reaches legal maturity, the transitionshould be complete.
ROLES OF GUILT AND SHAME IN MORAL DEVELOPMENT
When the child develops the warning and punishingvoice of conscience, he carries it with him whereverhe goes and uses it as a guide to behavior. If his be-havior does not come up to standard, he feels guilty.ashamed, or both. As Ausubel has said, guilt is a"special kind of negative self-evaluation which occurswhen an individual acknowledges that his behavior isat variance with a given moral value to which he feelsobligated to conform   (4).
Before guilt can develop, however, a person mustfirst accept certain standards of right and wrong andgood and bad as his own; second, he must accept theobligation of regulating his behavior to conform towhatever standards he has thus adopted and must feelaccountable for lapses from these standards: andthird, he must possess sufficient self-critical abilityto recognize that a discrepancy between his behaviorand his internalized values has occurred.
Shame, according to Ausubel s definition, is an"unpleasant emotional reaction of an individual to anactual or presumed negative judgment of himself byothers resulting in self-depreciation vis-a-vis thegroup" (4). It can be nonmoral. as when a personcommits a breach of propriety and is embarrassed, ormoral, as when a person is unfavorably judged byothers because his behavior has fallen below theirmoral standards. Shame relies on external sanctionsalone, though it may be accompanied by guilt. Guiltrelies on both internal and external sanctions.
In true morality, guilt must be present. The personmust conform to the mores of the group throughinner-directed standards rather than outer-directedstandards. As Ausubel has explained. "Guilt is one ofthe most important psychological mechanismsthrough which an individual becomes socialized inthe ways of his culture. It is also an important in-strument for cultural survival since it constitutes amost efficient watchdog within each individual, servingto keep his behavior compatible with the moral valuesof the society in which he lives" (4). If a child felt noguilt, he would have little motivation to conform tosocial expectations.
Pattern of Moral Development
If true morality is to be attained, moral developmentmust take place in two distinct phases: first, the de-velopment of moral behavior, and second, the develop-ment of moral concepts. Moral knowledge does notguarantee moral conduct because behavior is moti-vated by factors other than knowledge. Social pres-sures, how the child feels about himself and the wayhe is treated by his family and peers, his desires atthe moment, and many other factors influence how hewill behave when a choice must be made. Studies ofhonesty, for example, have revealed correlations ofapproximately .25 between moral knowledge and con-duct (57).
DEVELOPMENT OF MORAL BEHAVIOR
The child can learn to behave in a socially approvedmanner through trial and error, through direct teach-ing, or through identification. Of the three, directteaching and identification are not only the bestmethods but also the most widely used. Trial-and-error learning is time- and energy-consuming, and theend results are often far from satisfactory.
Direct Teaching. The whole purpose of discipline—which is direct teaching of moral concepts andbehavior patterns—is to teach the child what is rightand to pressure him to act as society expects. If apositive kind of discipline is used consistently, ethicalconduct becomes habitual. When praise, social ap-proval, and reward are associated with sociallydesirable behavior, ethical conduct is learned morequickly than otherwise.
Studies have revealed that learning to behave in asocially acceptable manner follows the same laws asall other learning. The child must first learn to makecorrect specific responses in specific situations. If thestandards learned in the home, the school, and theplay group are consistent, it will be easy for the childto see the similarity and thus, in time, develop abstractconcepts of right and wrong. If standards differ fromone situation to another, the child is confused andwonders why he is punished for an act which in anothersituation was ignored or looked upon as socially ac-ceptable (33. 34, 104).
Transfer-of-training experiments have shown thattransfer comes when the objective aspects of situationsare similar. When they are different, transfer may nottake place. Will the child who learns not to take money
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Box 15-2
DIFFICULTIES IN LEARNING MORAL CONCEPTS
The Child's Intellectual DevelopmentA low level of intelligence makes it difficult for the childto understand the teaching of moral concepts and toperceive the situations in w/hich they apply.
Kind of TeachingAdults often tell the child what is "wrong" and what heshould not do rather than what is "right" and what heshould do. Too much emphasis is placed on the negativeaspect of moral codes and too little on the positive, andso the path to goodness is undefined.
Changes in Social ValuesSince the child's moral values reflect social values,they must change if the social values change. This ismore confusing to a child than to an adolescent or adult.Changes in some concepts of right and wrong are shownin Figure 15-1.
Different Moral CodesChildren are confused when they learn that not everyoneaccepts a single moral code. Inconsistencies betweenwhat parents and teachers tell children to do and whatthey themselves do add further confusion to children'sideas about what is "right" and "wrong."
Variations with Different SituationsSubtle differences in moral values are difficult for a childto comprehend. If, for example, he has been taught thatit is right to share his toys with his friends, it is hard tounderstand why sharing his schoolwork with them isregarded as "cheating."
Conflict with Social PressuresConcepts approved in one group with which the childis identified may be regarded as inappropriate by another.When a child learns that it is "wrong" to fight and alsolearns that the social group considers him a sissy if hedoes not fight back when someone attacks him, he isconfused about what action he should take to win socialapproval.
from a pocketbook, for example, know that he mustnot take money from cash registers? The objectivefeatures of the two situations are different, and con-sequently the child may not see the common features,which are so obvious to an adult (52, 124, 142).
Identification. In identification, the child takes overthe values of another and models his behavior afterthe behavior of that person. This he does uncon-sciously, as compared with conscious imitation inwhich he intentionally tries to be like someone else.The child learns to do what the adult does as well aswhat the adult tells him to do. When a child identifieswith a person he admires, without any pressure ordirect teaching involved, he will imitate the patternsof behavior he observes in that person (63).
Identification as a source of learning moral behaviorbecomes increasingly important as children growolder and rebel against discipline in the home andschool. Having someone with whom to identify fills,the gap and provides the anchorage necessary tothe development of moral behavior.
DEVELOPMENT OF MORAL CONCEPTS
The second phase of moral development consists ofthe learning of moral concepts, or the principlesof right and wrong, in an abstract, verbal form. This,of course, is too advanced for a young child. Trainingin moral principles must therefore wait until the childhas the mental capacity to generalize and to transfera principle of conduct from one situation to another.
Studies of concept development have revealed thatmoral concepts are at first specific and relate to thespecific situations in which they were learned. Asthe child's capacity for comprehending relationshipsincreases, his concepts of right and wrong in dif-ferent though related situations merge. As a result,general concepts are gradually learned as the childbecomes able to recognize a common element in avariety of situations.
Since the preschool child is incapable of abstractthinking, he defines "good behavior" in terms ofspecific acts, such as "obeying mother" or "helpingmother," and "bad behavior" in terms of not doingwhat his mother or father want him to do. By the timea child is 8 or 9 years old, his concepts become moregeneralized. For example, he realizes that "stealingis wrong" rather than that "it is wrong to steal a ball."
Generalized moral concepts which reflect socialvalues are known as moral values. The moral values
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of the child change as he associates with more peopleand with people whose values differ from those ofhis parents. However, by the time he reaches adoles-cence, his moral code is fairly well formed, thoughit is still open to change if subjected to strong environ-mental pressures. When changes do occur, they usu-ally involve a shift in emphasis, and this shift is gen-erally in the direction of conventional morality or themoral code of adult society (63, 96).
Difficulties in Learning Moral Concepts. Learning themoral values of the social group takes time, just aslearning specific moral concepts does. This learningis made difficult for the child by a number of factors,the most important of which are given in Box 15-2.
In learning moral values, the child may be confusedabout what the social group expects. This will have ad-verse effects on his moral development.
First, confusion slows the learning process. When
Figure 15-1. Changes with age in things thought wrong. (Basedon unpublished data ofS. L. Pressey. Adapted from S. L. Presseyand R. G. Kuhlen: Psychological development through the lifespan. Harper & Row, 1957. Used by permission.)
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there is a conflict between the code of the home andthat of the peer group, the child must decide which tofollow. If his decision is in favor of the peer group,he will have to relearn at least part of what he learnedat home; if it is in favor of the home, he will try toreconcile the two codes by modifying each.
Second, confusion leads the child to question thefairness of the concepts. As his social horizons broad-en, he discovers that his friends are sometimes gov-erned by moral concepts that differ from his own.Rebellion against moral concepts on the basis oftheir fairness generally reaches its peak during thegang age and extends into adolescence.
Third, and most seriously, confusion in moralconcepts has an impact on moral decisions. When,for example, a conflict arises between the moral valuesof one social group and another, the child must de-cide which moral code he prefers to follow and then beprepared to accept the punishment and rejection ofthe other social group whose code he has violated.The more anxious a child is for group acceptance, themore group-linked" he will be in his moral decisionswhen he is with the group. He may, however, actdifferently when he is away from the group or when hefeels that the group will not learn of his behavior.To maintain their status in the group, many childrendo things with their gangs that they would not do ifthey were alone (6, 21, 22, 96).
Discipline
The popular concept of discipline" is synonymouswith "punishment." According to this concept, disci-pline is used only when the child violates the rulesand regulations set down by parents, teachers, oradults in charge of the affairs of the community inwhich he lives.
Used correctly, discipline is. as DuBois has said,a "process of training and learning that fosters growthand development" (28). It comes from the same wordas disciple"—one who learns from or voluntarilyfollows a leader. The parents and teachers are theleaders, and the child is the disciple who learns fromthem the ways of life that lead to usefulness and hap-piness. Discipline is thus society s way of teachingthe child the moral behavior approved by the group.
In discussing the elements of discipline. Hoffmanstates that "all discipline techniques have powerassertive, love withdrawal and inductive components"(52). This means, first, that discipline generates acertain amount of anger by preventing the child from
doing motivated acts; second, that it communicatessome disapproval by the parent or teacher: and third,that it affects the learning of socially desirable be-havior (52).
The goal of all discipline is to mold the child so thathe will be able to adjust to the traditional roles pre-scribed by the cultural group with which he is identi-fied. As there is no single cultural pattern, however,there is no overall philosophy of child training toinfluence the disciplinary methods used. Thus thespecific methods used within a cultural group varywidely, even though all have the same objective.Bakwin and Bakwin (5) have commented:
Disciplinary action, to justify itself, must serve a usefulpurpose and should not be made to serve as an outlet forthe disciplinarian's offended sense of dignity or as anemotional release. The purpose of discipline is not tomake the child obey. The parent must learn to acceptfailure and poor behavior on the part of the child with-out feeling personally thwarted. "He can't get awaywith that with me" is not an adequate reason for dis-ciplinary action.
SOCIAL AHITUDES TOWARD DISCIPLINE
Discipline has always been regarded as essential tothe child's development, but ideas about what con-stitutes good discipline have undergone many changes.In the American culture, the strict, authoritarian dis-cipline of earlier centuries, which was based on socialcustoms and religious principles, has been replaced,in recent decades by more lenient and, sometimes,even laissez-faire attitudes.
Bakwin and Bakwin have given the following reasonsfor changes in social attitudes toward discipline: theloss of influence of formal religion: the popularity ofpsychoanalysis with its emphasis on the dire effectsof frustration and inhibition; the centering of attentionon emotional development rather than spiritual de-velopment: the false doctrine that mistakes in childtraining register themselves permanently in the child'spsyche; the consequent loss of parental self-con-fidence and. with it, authority; and a clearer but asyet incomplete understanding of the principles under-lying child rearing. Furthermore, many parents areunwilling to make the effort necessary for properdiscipline. They often fear that discipline will bringon resentments which will make their relationshipwith the older child difficult and unpleasant (5).
In all cultures and at all times in history, the methodsof discipline used to achieve the common good de-
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pended on the culture's notions of the nature of manand the beliefs of the group relating to supernaturalpowers. Where people believe that sinfulness is in-nate, society sanctions cruel and punitive methods ofdiscipline. Where they believe in the malevolence ofthe supernatural world, cruel punishment is also used,and emphasis is on rigid training. By contrast, groupsbelieving in the benevolence of the supernatural worldfavor more relaxed forms of discipline with less em-phasis on punishment (5, 66).
In recent years, there has been a growing belief thatwrong behavior is the result of the child's trainingrather than of innate sinfulness. This transition hasled to the development of two conflicting concepts ofdiscipline, "negative" and "positive." According tothe negative concept, discipline means control byexternal authority, usually arbitrarily applied. It is aform of restraint through distasteful or painful means.This is synonymous with punishment. Punishmentdoes not, however, always weaken the individual'stendencies to act in a socially disapproved manner,nor does it guarantee that the abandoned activity willbe replaced by more acceptable behavior.
The positive concept of discipline is synonymouswith education and counseling in that it emphasizesinner growth—self-discipline and self-control. This,in turn, leads to motivation from within. Negativediscipline forces immaturity on the individual, whilepositive discipline encourages maturity. Since theprincipal function of discipline is to teach the ac-ceptance of needful restraint and to help direct thechild's energies into useful and socially acceptablechannels, positive discipline will achieve this endmore successfully than negative discipline (9).
NEED FOR DISCIPLINE
It has always been believed that children need dis-cipline, but there have been changes in attitudes aboutwhy they need it. In the past, it was believed thatdiscipline was necessary to ensure that individualswould adhere to the standards that society establishedand would tolerate no deviations from. Today it isrecognized that the child needs discipline if he is tobe a happy, well-adjusted person. Vincent and Martinhave said, "Everyone needs discipline (rules of con-duct) in order to adjust his needs and desires to thoseof others, and in order to keep the affection and ap-proval of people around him" (131).
Discipline is essential to the child's developmentbecause it fills certain of his needs and thus adds tohis happiness and to good personal and social ad-
justments. Some of the many needs filled by disciplineare explained in Box 15-3 (35, 111, 131).
Variations in Need for Discipline. Children differ intheir hereditary makeup and in their rate of matura-tion; therefore, discipline that is developmentallyappropriate for one child may not be appropriate foranother of the same age. A few kind words, for ex-ample, may teach one child not to play with matches,while another of the same age may not understand thewords used in the prohibition and may need a tap onthe fingers to make him understand. Older childrenneed a different kind of discipline. Instead of merelybeing told what to do and what not to do, they needan explanation of why certain forms of behavior areacceptable and others are not. This will broaden theirmoral concepts and motivate them to do what is ex-pected.
The need for discipline varies according to thetime of day (20). Figure 15-2 shows when disciplineis most often needed for children of different ages.
The activity in which the child is engaged likewiseaffects the need for discipline. Discipline is mostlikely to be needed in connection with routine activ-ities, such as eating, going to bed, or preparing forschool, and is least likely to be needed when the childis free to play as he chooses (20). If a child dawdlesover a meal or resists going to bed, there is more need
Box 15-3
CHILDHOOD NEEDS FULFILLED BY DISCIPLINE
Discipline gives the child a feeling of securityby telling him what he may or may not do.
By helping the child avoid frequent feelings ofguilt which lead to unhappiness and poor ad-justment, discipline enables him to live accord-ing to standards approved by the social group.
Through discipline, the child learns to behavein a way that leads to praise, which he interpretsas an indication of love—an essential to suc-cessful adjustment.
Appropriate discipline serves as an ego-bol-stering motivation which encourages the childto accomplish what is required of him.
Discipline helps the child to develop a con-science—the "internalized voice " that guideshim in making his own decisions.
for discipline than if he is reading or playing with histoys.
The need for discipline varies on different days ofthe week, with weekends and Mondays the usualtimes for increased discipline. And, finally, older chil-dren need discipline less often than younger children.It has been reported that 3-year-olds are involved indisciplinary incidents, on the average, approximatelyonce a day: 6-year-olds, every other day: and 9-year-olds, every fourth day. As the child grows older, hecan communicate better and thus understand what isexpected of him (20).
ESSENTIALS IN DISCIPLINE
Discipline consists primarily of habit formation. Theprinciples of learning involved in habit formation areessential in discipline if it is to be successful. Re-
gardless of the technique of discipline used, the omis-sion of any of the elements discussed below willresult in unfavorable attitudes on the part of the child
and in behavior that will not be socially approved.
Rules. One essential of discipline is rules. Rules, likelaws, serve two useful purposes in discipline. First,they act as an educational agency to acquaint the childwith the standards of conduct that are acceptable tothe group. As Settlage has explained. "In setting limitsfor the child we foster the development of personalitystrength and in our decision as to what the limitsshall be we communicate our personal and culturalvalue system" (111). Second, Tu\esrestrain undesirablebehavior.
How many rules there will be will depend to someextent upon the size of the family and the disciplinarytechnique used. The more authoritarian the discipline,
Figure 15-2. Frequency of discipline by the hour of occurrenceand age of the child. <Adapted from E. Clifford, Discipline inthe home: A controlled observational study of parental practices,J. genet. Psychol., 1959, 95, 45-82. Used by permission.)
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the greater the number of rules. The number of ruleslikewise varies according to the activity. In most fam-ilies, more rules are needed for outdoor play, for ex-ample, than for television watching (131).
Without rules, the child would do as he pleased: hewould then find thatthesocial group would nottoleratehim. By the end of childhood, rules and laws shouldnot be needed if discipline has been of the right sort.But since many children as well as adolescents andadults would quickly lapse into undesirable behaviorwithout rules to guide them, rules continue to serve asa preventative to antisocial behavior.
Consistency. The second essential of discipline isconsistency. Unless discipline is consistent, the childis at a loss to know what to do and whom to obey. Indiscussing the importance of consistency, Settlagehas emphasized: "To set a limit is to act on a valuejudgment: and if one is not sure of what he values,then confusion, inconsistency, and ambivalence re-sult" (111).
Inconsistency in training slows down the learningprocess, while consistency speeds it up. With con-sistent training, the child knows what is expected ofhim. With inconsistent training, he does not know whatis expected and is often confused. As he grows older,the child who does not know what he should do maydevelop patterns of behavior that fail to measure upto social expectations. In addition, he may lose respectfor the disciplinarian and for all discipline.
Causes of Inconsistency. The causes of incon-sistency in disciplining children are numerous. Manyparents and teachers are either unsure of what theywant the child to do or unsure of what they should doto achieve the behavior they expect. Most parents—and many teachers as well—do not have a singlepervasive philosophy about child training, nor arethey consistent in the application of the method theygenerally use. They vary from leniency bordering oncomplete lack of control to such rigid standards thatthe child is given little freedom of action.
Not only do parents vacillate between lenient andstrict discipline, but they often use a trial-and-errorapproach to see what method works best. Within onedisciplinary incident, for example, parents often useas many as seven different methods of control: theytry emotional appeals, humor, appeals to the child'sself-esteem, bribes and coaxing, ignoring the child'sbehavior, punishing him, and diverting his attention.Furthermore, most parents have no one consistentmethod of punishment.
Fluctuation in the warmth of the parent-child re-lationship due to changes in the child's attitudetoward his parents and his parents' attitudes towardhim is a common cause of inconsistency in discipline.When the relationship between parent and child iswarm, for example, discipline is lenient, but when therelationship is strained, discipline becomes severe. Ifthe child tries to live up to parental expectations,parents tend to be more lenient than if he makes littleeffort to do so.
Family conflicts about the best methods of disciplinetend to undermine the disciplinarian's feeling ofadequacy and lead to inconsistency. Many middle-class mothers are confused by the conflicting rec-ommendations found in parent-oriented literature andmade by members of their families.
Perhaps the most common cause of inconsistencycomes from the different concepts of discipline heldby fathers and mothers. Vincent and Martin havewritten, "The most destructive pattern is the one inwhich two parents operate in the same home, one atone extreme, the other at the opposite extreme indiscipline" (131). When there is disagreement, parentstend to settle upon a strict rather than a permissiveposition. Each parent seems to feel that he should bestricter than he is, and each fears that the other willbe jealous or resentful if he appears to be too le-nient (101).
Effects of Inconsistent Discipline. Severity orlaxity of discipline, per se, is not as damaging to thechild as inconsistency (9). Figure 15-3 shows howinconsistent discipline affects the child. Studies haverevealed that children who later become delinquentsand criminals had inconsistent discipline, while chil-dren who were subjected to severe, but consistent,discipline rarely became delinquents or criminals (38).
While it is not essential that parents agree entirelyabout discipline, it is essential that they support oneanother in specific instances, such as giving permis-sion to do something or withholding permission.Otherwise, the child will quickly learn to play oneparent against the other and thus be able to do muchas he pleases.
Criticism of one parent by the other regarding themethod of discipline used is even more damagingthan inconsistency. If the criticism is not made infront of the child, it hurts the child indirectly bymaking the criticized parent feel insecure in his dis-ciplinary role. If made in front of the child, it hurtsthe child directly by weakening his respect for thedisciplinarian. In time, this attitude may spread to all
in authority. Husbands tend to be more critical thanwives of the disciplinary methods used by theirspouses. Middle-class husbands, however, are lesscritical than lower-class husbands (110).
Punishment. The third essential of discipline is pun-ishment. Reward, too, plays an important role and isdiscussed below. Punishment serves to inhibit un-desirable acts, while reward serves to reinforcedesirable acts. If they are to contribute to healthymental and emotional growth, punishment and reward
Figure 15-3. Effects of inconsistent parental behavioron the child. (Adapted from W. C. Becker, D. R. Peter-son, L. A. Hellmer, B. J. Shoemaker, and H. C. Quary,Factors in parental behavior and personality as relatedto problem behavior in children, J. consult. Psychol.,1959, 23, 107-118. Used by permission.)
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must be properly used. As Vincent and Martin (131)have explained:
Both rewards and punishment need to be deserved andunderstood by the child. If either reward or punishmentis given when not deserved, the child is confused andmisled. A question may arise here as to what is meantby "deserved." Generally speaking, reward or punish-ment is deserved if the child, who has had the opportu-nity to learn from previous experience what is desirablebehavior, has either performed that behavior betterthan might have been reasonably expected, or has failedto perform it as well as might be expected.
Positive motivation, in the form of reward, bringsbetter results than negative motivation, in the form ofpunishment. Punishment, however, should not beeliminated. It, too, has an educational value. Recog-nition of the possible consequences of an act is es-sential to moral behavior. Since their recognitionnecessitates an evaluation, the child must learn toweigh alternative acts and the consequences asso-ciated with each. He thus learns to decide for himselfwhether the act is worth its price.
Function of Punishment. At every age and amongpeople of all cultures, punishment is used to deterundesirable behavior when other methods fail. Bakwinand Bakwin (5) have written:
The need for punishment among children means thatdiscipline has broken down. Since neither trainingmethods nor children are perfect, punishable situationswill arise from time to time. Under ordinary circum-stances, such occasions will be rare; if they are frequent,something is wrong with the training procedures. If thechild learns early in life that misbehavior invites dis-comfort or disapproval, whereas desirable behavior isappreciated, he will soon come to behave in an acceptablemanner.
Punishment serves two major functions in discipline.They are, first, to deter the repetition of socially un-desirable acts and, second, to show the child what thesocial group regards as right or wrong. If the childlearns that a wrong act will inevitably result in a givenpunishment, he will think twice before carrying it out.
Since the child's criterion of the seriousness of hisoffense is the severity of the punishment he receives,punishment must be consistent. Unfortunately, mostparents and other adults punish in anger, and so thiscriterion loses much of its value.
':iL
Kinds of Punishment. Parents often think of cor-poral punishment, especially slapping and spanking,as the most effective way of dealing with the wrong-doings of a child. This attitude may come from ac-ceptance of the traditional belief that sparing the rodspoils the child, or it may mean that parents have notdiscovered better ways of handling the child. Whilecorporal punishment is generally relatively mild, itmay be so severe that the child will be permanentlydamaged or even killed.
Certain forms of punishment, other than corporalpunishment, are widely used in our culture today.These include isolating the child, depriving him ofsome accustomed privilege, such as watching hisfavorite television program, frightening him by tellinghim that the "policeman will get him," shaming him,ignoring him, or threatening the withdrawal of love.Most of these, as is true of corporal punishment, areaimed at restricting the child's behavior. Many areused for older children as well as for preschoolers.
Evaluation of Punishment. Contrary to popularopinion, corporal punishment is one of the least sat-isfactory forms of punishment because the child sel-dom associates it with the act for which he is beingpunished. Since the anger of the adult is a moredominant factor in the situation than the punishableact itself, the child tends to associate the disciplinarianwith pain rather than the wrong deed.
If corporal punishment is used, it should be ad-ministered while the prohibited act is going on. Whenpunishment is delayed, the child does not associatethe act and the punishment, and the value of the pun-ishment is lost.
Corporal punishment, if used at all. should be usedonly up to about 2 or 3 years of age. If it is used afterthat age. the child must be made to feel that his par-ents love him. in spite of his misdeeds.
The most effective punishment has a direct rela-tionship to the act. For that reason, scolding, deprivingthe child of pleasure, isolating him from his playmateswhen the wrong act had nothing to do with them, orputting him to bed without supper are not as effectiveas the adults who use them expect them to be. Theyare easy to use, it is true, and require little if any in-genuity, but they do not serve the purpose as well asindividualized punishment. They have a number ofadvantages, however, as compared with corporalpunishment. Fjrsi, no physical pain is involved; scco^,the duration and severity of the punishment can bevaried: third, no long period of time elapses betweenthe act and the punishment during which the child
feels abused or can plan revenge on the disciplinarian;fourth, when the punishment is over, a favorable re-lationship can be established with the punisher: and,fifth, the punisher's personal feelings are not revealedas overtly as in corporal punishment (5).
Studiesoftheeffects of punishment have establisheda number of essential elements of good punishment—punishment that teaches the child why society willnot tolerate certain patterns of behavior but does notarouse resentments that kill the child's motivation toput his learning into practice. The major essentials ofgood punishment are shown in Box 15-4 (11. 70, 72,77, 85, 92).
Rewards. The fourth essential of discipline is the useof rewards. The authoritarian adult who depends toomuch on the use of punishment is likely to lose sightof the value of using rewards. If the child is to learnto act in a socially desirable way, it must be worth hiswhile to do so. Therefore, rewards must be used tobuild up pleasant associations with the desired be-
Box 15-4
ESSENTIALS OF GOOD PUNISHMENT
■ Punishment must be suited to the transgression,and it must follow the transgression as soon aspossible so that the child will associate the two.If a child throws food on the floor in a fit oftemper, he must be made to clean it up immedi-ately.
■ The punishment used must be consistent sothat the child will know that whenever he breaksa rule, punishment is inevitable.
■ Whatever form of punishment is used, it shouldbe impersonal so that the child will not interpretit as "meanness" on the part of the punisher.
■ Punishment must be constructive so as to mo-tivate socially approved behavior in the future.
■ An explanation of the reason for the punishmentmust accompany the punishment so that thechild will see it as fair and just.
■ Punishment must lead to conscience-buildingto guarantee future inner control of behavior.
■ Punishment must not humiliate the child andarouse his resentment.
havior. The importance of rewards has been discussed
by Vincent and Martin (131):
Severity does not, as a rule, teach a child to do a task aswell as he would do it with encouragement. No child, forexample, can be taught to use the toilet, or any otheractivity involving muscle control, as effectively understrict and grim disciplinary methods as he can by en-couragement and gentle persuasion. Scolding a childwho stutters only makes him stutter more. Beating achild physically may fail to stop his undesirable be-havior, and even if it does succeed in changing theoffending behavior it may, as we say, "break his will"by shattering his self-esteem. . . . Praise for accomplish-ment is effective in helping children to want to improvebehavior and skills. Parental approval is a potent in-strument in discipline.
In spite of the fact that parental approval is a "potentinstrument," parents tend to use less approval andmore punishment as children grow older.
Rewards versus Bribes. Many adults disapprove ofrewarding a child for socially approved behavior be-cause they think of rewards as a form of bribery. Thetwo are quite different, however. A bribe is somethingused to induce or influence an act, and a reward issomething given in return for an act. In bribery, thechild is promised a material object or a special priv-ilege if he will behave the way a parent, teacher, orsome other adult in authority wants him to behave. Inrewarding, the child is given the material possession,special privilege, or adult commendation after he hasbehaved in a socially approved way.
While bribes can usually be counted on to bringabout the desired behavior, they are bad for threereasons: They motivate the child to behave in asociallyapproved way only when he is paid to do so and, as aresult, do not lead to the development of inner control.They lack the educational value of teaching the childto assume responsibility for control over his own be-havior. And they give the child the choice of not be-having if he feels he is not being paid enough.
By contrast, rewards associate pleasure with anact. and this encourages the child to repeat it. By sodoing, the child develops a strong motivation to as-sume control of his behavior without the necessity forcontrol from others. However, if rewards are used toofrequently, they begin to assume the characteristicsof bribery. The child learns to expect a reward when-ever he behaves in a socially approved way and, if areward is not forthcoming, it weakens his motivationfor the future.
Kinds of Reward.    Rewards should have a direct
relationship to the desired act so that they will mo-tivate the child to repeat it. Perhaps the simplest andyet most effective reward is social recognition. Acomment such as, "You cleaned up your room verywell, Johnnie," can always be tied in with the act. Atthe same time, it satisfies the child's normal desire forpraise. Vincent and Martin emphasize that "praiseneeds to be used judiciously, not just when the parenthappens to feel in a pleasant mood, but when the childhas done something really well. Otherwise the childcan establish no reasonable standard by which he canmeasure his achievements" (131).
Gifts are sometimes given as rewards for good be-havior. A gift may be a token of affection, it may rep-resent a respect for the child's abilities and achieve-ments, it may serve as a form of encouragement, orit may be a token of confidence. In any instance, giftsadd to the child's feeling of self-importance.
Effects of Rewards. It is commonly believed thatpraising or rewarding a child for good behavior willmake him conceited, but it has been found that whenpositive techniques, in the form of praise, encourage-ment, or balanced criticism, are used in school,desirable responses outweigh the undesirable in theratio of 46 to 1. Even children who at first seem re-calcitrant later show desirable responses (57).
As children grow older, rewards serve as a powerfulsource of motivation for them to continue to try tolive up to expectations. If their efforts go unnoticedor unappreciated, they have little motivation, and whatmotivation they may have is often dampened bycriticism and nagging about what they have donewrong. As children grow older, praise has a strongermotivational value than other rewards.
DISCIPLINARY TECHNIQUES
In general, disciplinary techniques may be dividedinto three broad categories: authoritarian, democratic,and permissive. The important characteristics of eachare discussed below.
Authoritarian Disciplinary Techniques. Strict rulesand regulations to enforce the desired behavior char-acterize all kinds of authoritarian discipline. Tech-niques include severe punishment for failure to comeup to expected standards and little or no recognition,praise, or other signs of approval when the child meetsthe expected standards.
Authoritarian discipline may range from reasonablerestraints on the child's behavior to rigid restraints
that permit him no freedom of action except thatwhich conforms to prescribed standards. Authori-tarian discipline always means control through ex-ternal force in the form of punishment, especially cor-poral punishment. Even as the child grows older, par-ents who use rigid authoritarian methods rarely relaxtheir control or abandon corporal punishment. Fur-thermore, they do not encourage the child to makedecisions regarding his acts; they tell him how toact. Thus he is deprived of the opportunity to learnto control his own behavior.
In families where authoritarian discipline is morereasonable, the child is still restricted in what he maydo, and the decision for his acts is made for him. Hiswishes are not completely disregarded, however, andthere are fewer irrational restrictions, such as for-bidding the child to do what his peers do.
Democratic Disciplinary Techniques. Democraticmethods of discipline employ explanation, discussion,and reasoning to help the child understand why he isexpected to behave in a certain way. They emphasizethe educational aspect of discipline rather than thepunitive. Punishment is never harsh; it is used onlywhen there is evidence that the child willfully refusedto do what he was expected to do.
When the child's behavior comes up to expectedstandards, the democratic disciplinarian rewards himwith praise or some other expression of approval.Democratic discipline tries to develop internal con-trols by educating the child to behave in the approvedmanner and by showing him the rewards for doing so.
Democratic methods may range from extreme le-niency and little control to careful planning of thechild's activities so that his energies are directed intoapproved channels and diverted from activitiesfrowned on by the social group.
Permissive Disciplinary Techniques. Permissive dis-cipline is really little or no discipline. It does notusually guide the child into socially approved patternsof behavior and does not employ punishment. Someparents and teachers, mistaking permissiveness forlaissez [aire, allow the child to grope through situa-tions too difficult for him to cope with alone with noguidance or control.
For many parents, permissive discipline is a protestagainst the rigid and harsh discipline under whichthey were brought up. In such cases, the child oftenhas no limits or boundaries set on what he may do;he is permitted to make his own decisions and act onthem in practically any way he wishes.
In discussing parental reasons for using permissivediscipline, Vincent and Martin (131) have pointed out;
Some parents see in their relationships with their chil-dren only the necessity to make them happy as each daygoes by, not recognizing that this treatment may deprivethe children of the strength that comes from wise re-striction, and that it is likely to give them a false ideaof what to expect from life outside the home. Such par-ents permit the child to select his activities as nearly asthey can make it possible for him to do so. They give hima minimum of guidance, and may even consider guid-ance as domination of the child's personality. They leanover backwards to get the child to express his ideas, tosay what he wants to say, in order to encourage his"self-expression." They state their own ideas as little aspossible in order not to "indoctrinate" him. They praisehis every effort in order to give him "self-confidence."They avoid correcting him or calling his errors to hisattention so as not to give him an "inferiority complex."Parents who behave this way fail to realize that childrenneed help in knowing what is good for them, and thatonly when children are sure that their parents willprotect them and will see that they do what is good forthem, can they feel genuinely secure.
Parents and teachers usually have reasons for usingthe disciplinary technique they choose; the choice israrely based on whim. Box 15-5 shows some of thechief factors that influence the choice of disciplinarytechniques.
Since the choice of disciplinary techniques is basedon reasons which parents and teachers considervalid, the chances of convincing them that the tech-nique they have chosen is not as good as another areslim. They tend to cling to the chosen technique,though they may modify it to some extent as theydiscover, from their own experiences, that it does notwork as well as anticipated.
EVALUATION OF DISCIPLINE
Discipline should not be evaluated in terms of itsimmediate results. While a child can be forced into apattern of adult-approved behavior and made into the"perfect child," the long-term harm done to his per-sonality may outweigh any temporary advantages. AsDuBois (28) has written:
Parents must think in terms not only of the immediatebehavior at two, six, or sixteen years . . . but also of theultimate results of discipline at twenty, forty, and sixty,
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when parental control is no longer in force. Then theindividual must be constructively self-directed or elsesuffer remorse because of violation of his personal codeor be punished by society when his conduct is contraryto its laws.
Certain wholesome and unwholesome functions ofdiscipline must be kept in mind when disciplinarytechniques are evaluated. Some of the major functionssuggested by Havighurst (46) are given in Box 15-6.
Wholesome discipline is always consistent. The childwho is disciplined consistently is better adjusted than
the child whose discipline is inconsistent. Childrenwho are well adjusted have a sense of freedom; theirbehavior is well integrated, and they have a realisticapproach to life situations. In addition, they developfeelings of adequacy and self-confidence. By contrast,children who are poorly adjusted develop feelings ofinadequacy and loss of self-confidence which increasewith age. Even more serious, children whose disci-pline is inconsistent learn to be secretive, sly, anddishonest in an attempt to avoid punishment (37, 44,52, 78).When the child is in the process of learning to be
Box 15-5
FACTORS INFLUENCING CHOICE OF DISCIPLINARY TECHNIQUES
Similarity to Discipline Used by Parents
If parents and teachers feel that their parents did a goodjob in training them, they use a similar technique in train-ing the children they are responsible for; if they feel thetechnique their parents used was wrong, they usuallyswing to an opposite technique.
Conformity to Group-approved Techniques
All parents and teachers, but especially those who areyoung and inexperienced, are more influenced by whatmembers of their group consider the "best" techniquesthan by their own convictions about what is best.
Age of Parents or Teachers
Young parents and teachers tend to be more democraticand permissive than those who are older. They tend toexercise less and less control as children approach ado-lescence.
Training for Parenthood or Teaching
Adults who have had courses in child care are moreunderstanding of children and their needs and use moredemocratic techniques than adults who lack suchtraining.
Sex of Disciplinarian
Women generally have a better understanding of childrenand their needs than men, and they tend to be less au-thoritarian.
Socioeconomic Status
Middle-class parents and teachers tend to be stricter,more coercive, and less tolerant than those of the upperand lower classes, but they are more consistent. Thebetter educated they are, the more they favor democraticdiscipline.
Concept of Adult Role
Parents who hold to the traditional concept of the pa-rental role tend to be more authoritarian than parents whohave accepted a more modern concept. Teachers whobelieve that there should be a rigid routine in the class-room use more authoritarian discipline than those whohave a democratic concept of teaching.
Sex of Child
Parents are generally stricter with their daughters thanwith their sons. Teachers, likewise, are stricter withgirls.
Age of Child
Authoritarian discipline is far more commonly used foryoung children than for those who are older. Regardlessof what technique they favor, most parents and teachersfeel that young children cannot understand explanations,so they concentrate on authoritarian control.
Disciplinary SituationFears and anxieties are usually handled nonpunitively,while defiance of authority, negativism, and aggressionare more likely to encourage authoritarian control.
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independent, authoritarian discipline is far more dam-aging than earlier, when he is too immature to beanything but dependent, or later, when adult attitudesare far less important than peer attitudes. In the sameway, overpermissiveness at the time when the childis just learning to make adjustments outside the homemay give the child the feeling that his parents do notcare enough about him to help him make the adjust-ments; he may develop attitudes of resentment towardthem if he fails to adjust satisfactorily. After the childhas learned to make adjustments outside the home hewill interpret permissiveness to mean that his parentsbelieve he is capable of managing his own affairs, andthis will bolster his self-confidence.
Since different disciplinary techniques will, of ne-cessity, have different effects on the behavior andpersonality pattern of the child, each of the majorcategories of disciplinary techniques will be evaluatedseparately, with an attempt to show their good andbad features.
Authoritarian Discipline. Even though authoritariandiscipline in its strictest form is more damaging to achild at certain times during the developmental pat-tern than at others, there is no time when it does notleave an unfavorable mark on his behavior or per-sonality. Overly strict parents who use harsh andpunitive methods to achieve their ends may make thechild conform to their standards and be a "good"child. But while there is surface goodness, there isapt to be smoldering resentment which will break out
sooner or later, causing the child to do many things
«he otherwise would not have done.
The overdisciplined child feels that the world ishostile, and he acts accordingly. As Frank has said,The stricter the parents, the stronger may be therevolt and the more outrageous the "hell-raising' orthe more submissive conformity to parents and prig-gish self-justification " (32). Too much rebellionagainst too strict discipline may eventually lead todelinquency.
If the child's resentments against overly strict dis-cipline and harsh punishment lead to even harsherpunishment, they may be "driven underground" andthen find new channels of expression. They may beexpressed in aggressiveness toward other children—especially younger siblings and members of mi-nority groups—a hypercritical attitude toward all inauthority, or fantasy in which the child wins out in hisbattle against the person whose restrictions he re-sents.
Regardless of the child's manner of expressingresentment, it is likely to lead to maladjustive behavior.As Davitz has stated. "Punishment and rejection giverise to fear: fear promotes defensive reactions: andthe defensive reactions elicit further punishment.This is the vicious circle of maladjustment. The childlives in an interpersonal world of constant threat. Theconsequence is unhappiness and fear" (24). The "vi-cious circle" of punishment, which leads to malad-justive behavior, is illustrated in Figure 15-4.
In spite of the undesirable effects of very strict au-thoritarian discipline on the child's behavior, there isevidence that, in its less severe form, authoritariandiscipline leads to socialization of the child. This isbecause the child, subjected to strict control by par-ents or teachers, learns to behave in a socially ap-proved way. As a result, he is more socially acceptableto his peers and to adults than is the child who hasbeen allowed to behave much as he pleases. And sincehe finds that others like him. the well-disciplinedchild likes social activities and wants to participatein them (44. 52. 86).
The child's personality, as well as his behavior, isunfavorably affected by overly strict discipline. Thereis a tendency for the strictly disciplined child to be-come sullen, obstinate, and negativistic in his attitudestoward anyone in authority. While the child may be
Box 15-6
WHOLESOME AND UNWHOLESOMEFUNCTIONS OF DISCIPLINE
Wholesome Functions
■ To teach the child that certain behaviors willalways be followed by punishment while otherswill be followed by praise
■ To teach the child a reasonable degree of con-formity, but not too much conformity
■ To help the child develop self-control and self-direction so that he can develop a conscienceto guide his actions
Unwholesome Functions
■ To intimidate the child
■ To serve as a release for the disciplinarian'saggression
^^ J
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outwardly quiet, well behaved, and nonresistant. heoften harbors deep resentments which make him un-happy and insecure and which restrict his curiosity,originality, and fancifulness and lead to lack of self-confidence (19).
Many children subjected to too much and too severepunishment learn to be sly, secretive, and dishonestin order to avoid punishment when they defy authority.Studies of the effects of child-training methods on thepersonality patterns of Chinese children, who, tra-ditionally, are subjected to strict authoritarian dis-cipline, have revealed that they often become with-drawn, shy, suspicious, sensitive, and introverted (117).
When parents inhibit their desire to use corporalpunishment, they usually substitute 'psychologi-cal punishment, " such as withdrawal of love. Thiskind of punishment is extremely harsh and, if repeatedtoo often, can have a devastating influence on thechild's personality. Studies of psychiatric patients,for example, have revealed that they experiencedmore psychological than physical punishment duringtheir childhood (39, 44).
Permissive Discipline. When discipline is too lenient,a child is confused and insecure. Because of limitedexperience and mental immaturity, which make it im-possible for him to make decisions about behaviorwhich will conform to social expectations, he does not
Figure 15-4. The "vicious circle" of punishment.(Adapted from M. E. Breckenridge and E. L. Vincent:Child development, 5th ed. Saunders, 1965. Usedby permission.)
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        know what he should or should not do. As a result, heis likely to become fearful, anxious, and excessivelyaggressive. In addition, he is likely to become resent-ful because he feels that his parents care too littleabout him to take the trouble to guide him and thushelp him to avoid mistakes. It is not unusual for such achild to feel contempt for his parents' "softness. "
The most serious effect of too lenient disciplinecomes from the reactions of people outside the home.In the school or neighborhood, the undisciplinedchild is soon labeled a "spoiled brat' or a "little mon-ster "—neither label contributing to social acceptance.As Jersild (55) has pointed out:
If children have not been disciplined in a manner thatwould put a curb on their expectations from others, theyare due for some hard jolts as they move on in the years.Without being aware of it, they may have illusions con-cerning their own rights and a vague notion ofomnipo-terwe which will clash sooner or later with the realitiesof life. The overindulgent parent, likewise, may be soforbearing and so patient that the child demands fromothers a degree of patience and forbearance which theywill not be able to give him.
Democratic Discipline. Democratic discipline leadsto good personal and social adjustments. It results inindependence in thinking, initiative in action, and ahealthy, positive, confident self-concept which is re-flected in active, outgoing, and spontaneous behavior.
Greater freedom in the home, characteristic ofdemocratic discipline, shows itself in better coopera-tion, greater peristence in the face of obstacles, betterself-control, greater creativity, and a friendlier ap-proach to people. In the school, teachers who have awarm, friendly, cooperative relationship with theirpupils find that their pupils make better personal andsocial adjustments, are less troublesome, and dobetter schoolwork.
In summarizing the findings of a study to determinethe effects on behavior and personality of authoritarianversus democratic discipline, Watson stated. "It isimpressive ... to find no clear personality advantageassociated in general with strict discipline in a goodhome. Where differences [in personality] do emerge,they are consistently to the credit of the more permis-sive upbringing ' (135). By "permissive ' Watson doesnot mean the overly permissive discipline evaluatedabove; he means the more democratic form, in whichthe child is respected as an individual and is permittedto guide his own behavior when he is able to do so.
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CHILDREN'S REACTIONS TO DISCIPLINEYoung children are sensitive to tlie fairness of parentsand teachers, and they become increasingly so asthey grow older. If they consider the treatment theyreceive "unfair," they become resentful and feel thatthey have been abused. Whether the treatment isactually unfair or not is less important than the waythe child interprets it. His grievances are importantfor two reasons: They affect his attitude toward peoplein authority and his willingness to try to conform tosocial expectations. And they affect his concept ofhimself. If he believes that he has been the victim ofunfair treatment, serious personality disturbances mayresult.
Because of their limited knowledge and experience,young children tend to misinterpret discipline and theattitude of the disciplinarian toward them. A frown onthe mother's face when she asks the child to stopdoing something, for example, may be interpreted bythe child to mean that the mother is angry with him.In reality, the frown may be totally unrelated to thechild and what he is doing; it may come from a head-ache or from some previously annoying experience.
Even older children sometimes misinterpret the be-havior and attitudes of others. This may result frommaking judgments on the basis of too few cues, or itmay be a reflection of their own attitudes. In school,for example, the child may feel that the teacher'scriticism of his behavior means that she dislikes himwhen, in reality, she wants to help him. If he has beenaccustomed to being criticized at home, he feels thatany criticism from any source reflects an unfavorableattitude toward him. He does not look under the sur-face to see whether there was another motive behindthe criticism. If a teacher has an authoritarian attitudetoward her pupils and disbelieves what they say, theynot only resent this but also feel that the teacher isunfair. Once a teacher or parent has created the im-pression of being unfair, children tend to interpreteverything he does as unfair.
Unfavorable repercussions are most likely whenchildren are kept from doing what members of thepeer group are permitted to do. On the other hand, thechild who feels that the discipline he receives is fairand that the restrictions on his behavior are for hisown good will have a far more favorable attitudetoward the restrictions and toward his parents thanthe child who feels that his parents are being "mean"or revengeful.
Most children feel that their parents should be firmor strict, that they should require obedience, and that
they should not spoil them. Many feel, however, thattheir parents should criticize constructively and reasonwith them instead of punishing, at least until there isevidence that the child has willfully disobeyed. Manychildren react unfavorably to discipline because theyfeel that too little emphasis has been placed on teach-ing them what they are expected to do and too muchon punishing them for things they did not know werewrong.
Discrepancies between MoralConcepts and Moral Behavior
Among adults as well as among children, there aremany discrepancies between a person's moral codeand his behavior. Abstract knowledge that it is wrongto cheat, for example, does not keep children fromcheating when a situation arises in which they aretempted or when they find it to their personal advan-tage to do so. Similarly, children who say it is "wrong "to fight with their classmates are not always consistentin their behavior. As Pressey and Kuhlen have pointedout, "There are no separate groups of saints and sin-ners. Most people are sometimes honest, sometimesnot, sometimes helpful, sometimes not—average invirtue as in other traits" (100). Most people, however,are consistent in relating their moral beliefs to theirbehavior. It becomes a matter of honor to live up totheir standards. If they do not, they feel guilty, and ifcaught, they feel ashamed.
CAUSES OF DISCREPANCIES BETWEEN MORALCONCEPTS AND MORAL BEHAVIOR
Children whose behavior falls below social standardsare rarely ignorant of the wrongs they do. In fact,even among juvenile delinquents, moral knowledgeis very similar to that of nondelinquents. As Eysenckhas observed: "The delinquent child as well as thecriminal adult is usually only too well aware of thefact that his conduct is contrary to moral precept: hisevil-doing is not by and large due to ignorance" (31).This is true even among young children; their mis-behavior is sometimes due to causes other than ig-norance of what is expected of them.
Studies of discrepancies between moral knowledgeand moral behavior in childhood have revealed threecommon causes of these discrepancies: confusionabout what is expected, emotional factors, and mo-tivational factors.
Confusion. Discrepancies between moral knowledgeand moral behavior in childhood frequently resultfrom confusion in the child's mind about the meaningof the rules he is expected to follow. Sometimes achild is confused when abstract concepts must beapplied to situations that have little in common withsituations he has previously met. He may, for example,know that it is wrong to steal from a person but beconfused about whether taking something from a pub-lic park falls in this category.
Confusion may arise when the child sees a dis-crepancy between what his parents say and what theydo. If it is all right for them to preach one thing andpractice another, he feels that it is all right for him todo the same.
The presentation of certain kinds of behavior in themass media, especially movies and television, mayalso be a source of confusion for the child. As Barclay(7) has said:
Television makes plain that The Law is clear and in-exorable on such matters as premeditated murder, horse-stealing, bank holdups and the robbing of stagecoaches.But just what this dramatic and powerful force has to dowith what they consider the mere pranks and shenani-gans of youth—prying off hubcaps, altering road signs,worming into empty houses, "borrowing" automobiles—is not so easily understood. In fact, books and moviesand TV shows may even confuse their understandingby presenting such actions as harmless fun or highadventure.
Discrepancies between concepts and behavior areespecially likely to occur if the moral concepts of theparents differ from those of the child's peers. When thechild must decide between what his parents and whathis friends think right, he will be influenced by whatis more important to him personally. If, for example,cheating is approved by the group because it showsloyalty to a friend in distress, it is more likely to beaccepted as "right" by the child because it is moreadvantageous to him personally to win peer than pa-rental approval.
Frequently, confusion occurs because moral con-cepts conflict with one another. Truthfulness may con-flict with loyalty to one's friends or with ideals ofcourtesy and sympathy. A child may knowingly tell alie to spare the feelings of another, just as an adult may.
Emotional Factors.    The discrepancy between moralknowledge and moral behavior is often due to emo-
tional factors. In anger, for example, a child may dosomething he knows is wrong to "get even" with theperson who has angered him.
In the latter part of childhood, when there is rebel-lion against adult authority, boys and girls often tendto value honesty less highly than before. Many of theacts of juvenile deliquents are motivated by the waytheir classmates treat them. They strike back at themor at anyone who happens to be available, and they dothings they know are wrong.
Motivational Factors. Motivational factors are, inmost instances, the chief cause of discrepancies be-tween moral knowledge and moral behavior: The childfrequently finds it expedient to behave in a way thathe knows is not right. Disobedience at home or inschool is often motivated by a desire for attention. Orthe child may intentionally disobey rules and defyadult authority to prove to himself and to his peersthat he is grown-up and independent.
Many children lie or blame others to avoid punish-ment, ridicule, or social disapproval. In games, a childmay cheat because he lacks the motor skills neededto win fairly. In school, he may cheat because of pa-rental pressure to get better grades than he is capableof getting without cheating. Or he may cheat to avoidbeing left behind when his friends are promoted.
EFFECTS OF DISCREPANCIES ON CHILDREN
Few children fail to recognize the discrepancy be-tween their behavior and their moral knowledge. Thechild who is caught cheating, for example, may try tojustify his act by claiming that everyone does it, buthe still knows that it is wrong, and he feels guilty. Thechild who intentionally destroys the property of othersmay justify it because of the way they have treatedhim, but even when trying to justify his act, he knowsthat it is wrong, and if he is caught and punished hefeels ashamed.
The temporary satisfaction the child gets from socialapproval from the peer group when he defies adultauthority is usually not great enough to compensatefor the feelings of guilt he experiences. He thereforetries to compensate by claiming he was ignorant ofthe wrong, by saying that everyone else does it, or byprojecting the blame to a parent, teacher, or memberof the peer group. If he can convince himself as wellas others that there was no discrepancy between hismoral knowledge and his behavior or that the discrep-ancy was not his fault, he then frees himself of feelingsof guilt and shame.
Misdemeanors
A misdemeanor is mischievousness. disobedience, orwillful badness of a minor sort. Most little childrenlearn, unfortunately, that they get more attention whenthey are naughty than when they are good. They there-fore are often intentionally naughty when they feel thatthey are being ignored. Even though they are punished.the pleasure they derive from being in the spotlightfar outweighs the temporary discomfort of the punish-ment. Much of the destructiveness of young children,for example, is caused not by clumsiness or lack ofmotor control but by a willful attempt to attract at-tention.
That most children are aware of their misbehaviorhas been shown by a study in which children wereasked to name the worst acts they had committed andto give their reasons for the acts. First and secondgraders emphasized acts which inconvenienced oth-ers, such as talking out of turn, assaulting other chil-dren in school, breaking objects, playing with fire, ordisobeying parents. Third graders, by contrast, putmore emphasis on acts that are morally wrong, thusindicating their awareness that they were doing thingsthey were not supposed to do. While younger childrenattempted to justify their misbehavior, the older chil-dren showed feelings of guilt by referring to the incon-venience or harm their misbehavior brought to others.At no time was there an indication that their misbe-havior stemmed from ignorance of what was expected(42).
COMMON CHILDHOOD MISDEMEANORS
While children do countless things that adults regardas "naughty" or "bad." certain misdemeanors are al-most universal. These may vary in frequency andseriousness from child to child and in the same childfrom one age to another. The most common childhoodmisdemeanors are described in Box 15-7.
Note that, of all these misdemeanors, dishonesty inone form or another is especially common. Sometimesdishonesty is unintentional though most often it isintentional. Children who have been subjected to strictdiscipline in which corporal punishment was freelyapplied try to escape punishment by using a form ofdishonesty which they have discovered, from past ex-perience, brings them immunity. Similarly, childrenwho have been subjected to psychological punish-ment, especially threats of loss of parental love, scold-ings, or unfavorable comparisons with siblings, aremotivated to be dishonest to escape these ego-deflat-
ing and anxiety-producing punishments. By contrast,children who are subjected to more democratic disci-pline in the home and school have less motivation tobe dishonest.
Box 15-7
COMMON MISDEMEANORS OF CHILDHOOD
LyingThe lies of young children are not usually meant to de-ceive others, but are due primarily to fantasy. Some aredue to exaggerations, inaccuracies, and imitation of dis-honesty in others. Others are due to the child's attempt toavoid punishment or threat of punishment. Most lies ofolder children are due to fear of punishment, disapproval,or ridicule. Frequency of lying at different ages is shownin Figure 15-5.
CheatingCheating in games is common among children of all agesbecause of the social esteem attached to winning. Cheat-ing in school is common when emphasis is placed ongrades. Bright children may cheat to help a less ableclassmate, to gain greater social acceptance, and tocounteract the impression that they are "goody-goody."
Stealing
While most children learn at an early age that it is wrongto take the possessions of others, they do so when theywant something they feel they cannot get in other ways.Stealing is most common when children feel they will notbe caught.
Destructiveness
In young children, destructiveness is usually uninten-tional except as retaliation. Older children are lessdestructive than younger ones because of fear of punish-ment. Destructiveness usually occurs in group situationsand is an expression of hostility toward the person whoseproperty is destroyed. Figure 15-6 shows age differences.
TruancyAmong young children, truancy usually results fromschool phobias—a fear of school caused not by theschool but by the home situation. Among older children,truancy usually results from dislike of school, caused bypoor academic work, lack of peer acceptance, lack ofpromotion, or discipline for misbehavior.
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Dishonesty appears in the preschool years but ismore pronounced in late childhood. Boys and girlslearn, from their own experiences or from those oftheir friends, ways and means of deceiving others, es-
pecially parents and teachers. They may pretend to beill to avoid an unpleasant task; they may hide brokenobjects or pretend that someone else did the damage;they may feign ignorance of a rule which they havebroken; they may cheat in schoolwork or athletics; orthey may steal.
Figure 15-5. Frequency of lying at different ages inchildhood. (Adapted from J. Macfarlane, L. Allen, andM. P. Honzik: A developmental study of the behaviorproblems of normal children between twenty-onemonths and fourteen years. University of CaliforniaPress, 1954. Used by permission.)
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VARIATIONS IN MISDEMEANORS
The frequency, seriousness, and most common kindsof misdemeanors vary markedly at different ages,among different children of the same age, and underdifferent conditions. Of the many factors responsiblefor these variations, the following are the mostimportant:
Age. Normally, misdemeanors increase throughoutchildhood. The peak comes shortly before adoles-cence, when the child is making a transition fromparental to group authority. At this time there is oftena relaxation of external controls over his behaviorwithout the necessary development of internalizedcontrols. Futhermore, this is the time when the childis striving for peer acceptance. To win the group'sadmiration and to prove that he is worthy of accept-ance, he may feel that it is necessary to commit bold,daring, or mischievous acts. Boys, especially, placegreat value on independence and admire defiance ofadult authority (138).
Figure 15-6. Differences in destructiveness at differentages in childhood. (Adapted from J. Macfarlane, L.Allen, and M. P. Honzik: A developmental study ofthe behavior problems of normal children betweentwenty-one months and fourteen years. University ofCalifornia Press, 1954. Used by permission.)
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Sex. At every age, both at home and in school, boysare more disobedient, boisterous, disruptive, atten-tion-seeking, negativistic, impertinent, and destructivethan girls. The tendency to be troublesome shows aconsistent sex difference from kindergarten throughthe sixth grade. As a result, more boys become de-linquent at adolescence, and their offenses are, on thewhole, more serious.
Sex differences in troublesome behavior exist be-cause boys at every age are given more freedom to doas they please and because there is greater socialtolerance for boys' misbehavior (97). Furthermore,boys feel that to win group approval, they must bewilling to flaunt adult authority.
Family Size. Misdemeanors of all kinds and of greaterseverity are more common in large than in small fam-ilies. Only children commit fewer misdemeanors bothat home and in the school or neighborhood than dochildren with siblings. These differences have beenexplained in two ways. Authoritarian discipline, which
encourages misdemeanors, is more characteristic oflarge than of small families. And in small families,children have more associations with their parents,who set a model for good behavior, while children whogrow up in large families have more associations withtheir siblings, who often set a model of socially dis-ruptive behavior (14, 130).
Ordinal Position. Firstborn children usually receivemore guidance and control over their behavior thanlater-born children, but parents often report more prob-lem behavior among the first born. This may be dueto parents judging their behavior more by adult stan-dards than by standards appropriate for their age. Thelast-born child is generally reported to have fewerbehavior problems then intermediate children. Hemodels his behavior along lines approved for oldersib-lings and is subject to sibling disapproval when his be-havior falls below their standards (14, 69, 114).
Environmental Situations. The situation in which thechild finds himself affects the frequency and kind ofmisbehavior he engages in. It has been found, forexample, that misdemeanors in the home and schoolare often quite different from those in other situations.Every environmental situation presents the child withcertain social demands and expectations, and he isthen judged by how closely he conforms to them.
The common misdemeanors in the home at differentages depend largely on what the child is expected tolearn. If the parents expect the young child to takecare of his bodily needs and personal possessions andto play with his siblings without fighting, he will beconsidered naughty if he fails to do so and will bepunished. He is also expected to learn simple homerules. If he is unable or unwilling to learn them, hisparents will interpret this as willful disobedience (18,20,69,84,105).
While school misdemeanors vary greatly, accordingto the backgrounds of the children, the kinds of teach-ers they have, and many other factors, there is a tend-ency for inattentiveness, "cutting up," vandalism,lying, and carelessness in work to decrease from thefirst to the sixth grades and for smoking, unexcusedabsences, stealing, swearing, drinking, and illicit sexacts to make their appearance. The older child in-tentionally violates school rules much more than theyounger child (23, 69, 84,132).
The child's behavior in school likewise varies ac-cording to the subject matter being studied; the lessinterested the child, the more troublesome he is likely
to be. It has been found, for example, that children aremore troublesome in mathematics classes than insocial studies classes. If the child is talented in mathe-matics, he will be bored by the slow pace of the classand will resort to mischievous behavior. If he lacksinterest and ability in mathematics, he will becomebored and mischievous (64).
PSYCHOLOGICAL DAMAGE FROM MISDEMEANORS
All children misbehave at some time or other, and theyshould. Even those who have been subjected to suchharsh and punitive discipline that they are afraid tomisbehave will sooner or later seek an outlet for thefear and resentment engendered by these child-train-ing methods. If negative emotions have been bottledup within the child and have accumulated strength,they may lead to serious crimes, not necessarilyagainst those who have been responsible for them butoften against innocent victims. The "good" child canbe too good for his own good and for that of society. Thechild who is "no trouble" to his parents or teachers ishiding something behind his facade of model conduct;he may be hiding a desire for revenge which willstrike when it is least expected. All one has to do is toread the newspapers to find out how often "good" or"model" children pick up a shotgun and blast away attheir innocently sleeping families.
Although a certain amount of misbehavior in child-hood is normal, the child can be expected to be lesstroublesome as he grows older. Only when the numberand seriousness of the child's misdemeanors deviateeither above or below the norm for his age and sexgroup is there reason for serious concern.
The child who is more troublesome, both at home andschool, than is "normal" for his age is sending outa signal of potential trouble. He may improve to someextent if democratic training is substituted for authori-tarian, but that alone will not be adequate. It is es-sential to get at the root of the trouble to find out whyhe misbehaves more than his age-mates.
If, on the other hand, the child is more troublesomethan is normal for his age either in school or at home,it suggests that the trouble lies not with the poor ad-justment of the child but with the environment inwhich he is more troublesome. A child whose teacherreports that he is as "good as gold " at school, forexample, may be the product of authoritarian trainingin the home and democratic training in the school.Under such conditions, if the misdemeanors in thehome are to be reduced, the home discipline should
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duplicate that of the school; obviously the schooldiscipline works better than the home discipline.
Perhaps the most serious aspect of misdemeanorsin childhood is that they tend to give the child feelingsof satisfaction, which motivate him to repeat the be-havior. Keeping the level of satisfaction constant,however, usually requires an increase in the strengthof the stimulus. A child who derives satisfaction fromtaking a quarter from his mother's pocketbook whenhe is a first grader, for example, may have to steal adollar to gain the same satisfaction when he is a fifthor sixth grader. Similarly, the child who gains sat-isfaction from peer approval when he flaunts adultauthority will soon discover that he must flaunt itmore openly and more brazenly as time passes if he isto continue to win approval. Like the alcoholic or drugaddict, the child who inflates his ego by misbehavingmust have stronger and stronger doses to maintain aconstant level of satisfaction.
Equally serious, misdemeanors deprive the childof opportunities to learn how to gain satisfaction fromsocially acceptable behavior. If he can get satisfactionfrom being naughty, why would he want to be good,especially if he receives little attention and even lessadmiration from the peer group when he is good? Ifpeer values remained constant and the peer groupcontinued to admire the daring and naughty child, theproblem would not be so serious. One of the areas ofgreatest change, however, relates to moral values. Thechild who was admired because he was naughty willlater be scorned unless he modifies his behavior. Ifthe satisfaction received from misdemeanors in child-hood takes away the child's motivation to mend hisways, he will continue to try to win social approval bythe tried and proved method of childhood and will in-crease the seriousness of his misdemeanors when hediscovers that in their milder form they no longerwork.
As long as misdemeanors win social approval fromthe peer group, the child will not develop serious andlasting feelings of guilt or shame. Even before child-hood is over, however, he discovers that many of hispeers disapprove of lying, cheating, stealing, truancy,willful disobedience, and other misdemeanors whichthey formerly envied or applauded. When this changein peer attitudes reinforces the disapproval of theadult group, the child begins to suffer the effects ofshame and guilt. Gradually he builds up the belief thatsince his acts are considered unworthy of social ap-proval, he, too, is unworthy. In time, this belief willdevelop into a generalized feeling of inadequacy and
inferiority, which will warp his mental health. It willthen lead to poor personal and social adjustments aswell as to unhappiness and general discontent.
Highlights of Chapter 15
1. Moral behavior is behavior in conformity with thecode of the social group. Immoral behavior is behaviorthat fails to conform to moral codes, owing to the in-dividual's disapproval of the codes or lack of feelingof obligation to conform. Unmoral behavior is behaviorthat falls below moral standards, owing to the indi-vidual's ignorance of those standards.
2. Laws, customs, rules, conscience, guilt, and shame—all play important roles in moral development.
3. In the pattern of moral development, moral be-havior precedes the learning of moral concepts.
4. Learning moral concepts and. in their generalizedform, moral values, is hampered by confusion aboutwhat the social group expects. This slows down thelearning process, causes the child to question thefairness of the concepts, and leads to difficulties inmaking moral decisions.
5. The purpose of all discipline is to mold the child'sbehavior so that he can adjust successfully to the ex-pectations of the social group with which he is iden-tified.
6. Discipline fills certain needs in the child's life,especially the need for security, for the avoidance ofshame and guilt, for praise, and for the developmentof a conscience to help him to make his own decisions.
7. The four essentials of discipline are rules, con-sistency, punishment, and reward.
8. Punishment serves two useful purposes: It detersrepetition of socially unacceptable behavior and itshows the child what the social group regards asright and wrong.
9. Rewards differ from bribes in that rewards aregiven in return for an act that is socially approved,while bribes are given to induce a socially approvedact.
10. Disciplinary techniques fall into three majorcategories: authoritarian, permissive, and democratic.Of these, democratic techniques produce the bestresults in achieving the goals of discipline.
11. How the child reacts to the disciplinary tech-niques used in the home and school determines howeffective they are in producing socially approvedbehavior.
12. Discrepancies between moral concepts andmoral behavior are caused by confusion in the child smind about what he is expected to do. by emotionalfactors, especially anger, and by such motivationalfactors as the child's desire for attention.
13. Among the common misdemeanors of childhoodare lying, cheating, stealing, destructiveness. andtruancy.
14. The psychological damage from misdemeanorscomes from unfavorable social attitudes and from thenecessity of increasing the degree of misbehavior toachieve the ego satisfaction misdemeanors give thechild.
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CHAPTER SIXTEEN SotTie ChUdhood Interests
IN CHILDHOOD. INTERESTS PROVIDE a Strong motiva-tion to learn. A child who is interested in an activity,whether it is play or work, will put forth more effortto learn than the child who is less interested or bored.If learning experiences are to tap the child's full re-sources, they must be timed to coincide with his in-terests. This is the "teachable moment"—the timewhen the child is ready to learn because he is inter-ested in what learning will bring him in the way ofpersonal advantage.
Furthermore, interests add enjoyment to life. If thechild is interested in a required activity, the experiencewill be more enjoyable than if he is not. If he lacks in-terest, his achievements will fall far short of his capac-ities. One of the reasons for underachievement amongbright children, for example, is that they have toolittle interest in a subject to work up to their capacities.
Interests versus Whims
hand, interests are subject to extinction throughdisuse. Should the child's environment limit his op-portunities to play with other children, for example,his interest in playmates will wane, and a substituteinterest will take its place. If he can find a thoroughlysatisfying substitute, a time will come when he willhave little interest in people; he may even claim thatpeople   bore him."
An activity that fails to satisfy, stimulate, or chal-lenge the individual is boring. Such an activity is theopposite of an interest. When children are bored, theyare likely to get into mischief and cause trouble forothers in the hope of stirring up some excitement, andthus turning a boring situation into an interesting one.For the most part, children experience boredom whenthey are forced to do things that do not fit their needsor give them satisfaction. Boredom is especially likelyto occur in school, where the curriculum and methodof teaching must be planned for the group rather thanfor the individual.
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An interest is a learned motive which drives the personto occupy himself with an activity when he is free tochoose what he will do. As Shane has explained, aninterest is "something with which the child identifieshis personal well-being " (112). When a child sees thatsomething will benefit him, he becomes interested init; this motivates learning. As long as the activity issatisfying, interest remains high. When satisfactionwanes, so does interest.
A whim is a temporary interest. While it lasts, it maybe highly motivating, but it gives only temporary satis-faction. True interests are more persistent becausethey satisfy a need in the individual's life.
Many adults fail to recognize that what appears tobe an interest may, in reality, be only a whim. Theymake the mistake of expecting a child to continue atask or activity which no longer brings him satisfac-tion. A child may want to learn to play the piano be-cause an older sibling or a playmate is taking musiclessons. Parents make arrangements for lessons, buya piano, and then force the child to practice. If playingthe piano gives the child little satisfaction, his interestwill disappear, and he will rebel against the lessonsand the practice.
Since every interest satisfies some need in thechild's life, even though the need may not be readilyapparent to an adult, the stronger the need, thestronger and more lasting the interest.
The more frequently the child expresses his interestin an activity, the stronger it will become. On the other
Methods of DiscoveringChildren's Interests
To a large extent, interests determine what the childwill do and how well he will do it. How is it possibleto know what a child's interests are, and how can one
distinguish between interests and whims? Some of theways of discovering interests are shown in Box 16-1.
While one method alone might be sufficient to de-termine whether the child is really interested in aspecific activity or subject, it is safer to use severalmethods so that one can act as a check on the others.Unless this is done, what appears at first to be an in-terest may turn out to be a whim. By observing a child,for example, one might conclude that he had a stronginterest in painting because of the enthusiastic way inwhich he goes about his painting. Unless it is possibleto observe him over a long enough period to deter-mine whether his enthusiasm persists, one shouldsupplement observation with other methods—whatthe child talks about or what he wishes he could do.
Using several methods to substantiate an originalassessment of a child's interests is also justified by thefact that a child may engage in an activity merely be-cause he has nothing else to do. Many activities thatoccupy a child's free time, such as listening to theradio or watching television, may not represent astrong interest but rather lack of something more in-teresting to spend his time on.
How Interests Develop
The child is not born with ready-made interests. In-stead, interests are an outgrowth of learning ex-periences. The kind of learning from which an in-terest develops will determine how satisfying andhow persistent the interest is likely to be. Most com-monly, interests grow out of three kinds of learningexperiences.
First, in trial-and-error learning, the child by chancediscovers that something interests him. Interestsacquired in this way may be long-lasting or may turnout to be whims which quickly pass. When combinedwith guidance, trial-and-error learning is a valuablemeans of developing new interests because the childhas an opportunity to try out what appeals to him tosee whether or not it actually meets some need in hislife.
Second, in learning through identification with a per-son he admires or loves, a child takes on the other'sinterests as well as his patterns of behavior. If a boysfather is interested in shopwork as a hobby, for ex-ample, the son will be likely to develop an interest inshopwork also so that he can participate in the activitywith his father.
Two important points about this method of learninginterests should be noted. In the first place, if the childdoes not have the skill or ability to sustain such in-terests, they will give him little satisfaction and willsoon subside. Second, and equally important, thesources of identification shift as he grows older, andwhen this happens, he tries to model himself after thenew person with whom he identifies. This means ashift in interests which may interfere with the develop-ment of an old interest.
Third, interests may be developed through guidanceand direction by a person qualified to assess thechild's abilities. Since this method of learning takesaccount of the child's abilities, it is much more likelyto develop interests that will satisfy the child's needsthan either trial and error or identification.
The person responsible for the guidance is more ex-perienced than the child, and so he can emphasize in-terests that are both culturally approved and useful tothe child's social and personal adjustments. In guidingthe child's interest in clothes, for example, the personcan help the child develop clothing interests that willconform to the styles of the cultural group and at thesame time improve his looks. This, in turn, will give thechild ego satisfaction and increase his chances ofsocial acceptance.
Characteristics ofChildren's Interests
To understand children's interests, one should knowhow. why. and when interests develop and how chil-dren's interests differ from those of adults. The mostimportant characteristics of children's interests arediscussed in the following sections.
Interests  Parallel  Physical and Mental Development.
Along with physical and mental changes come changesin interests. This is well illustrated in the development
Box 16-1
DISCOVERING CHILDREN'S INTERESTS
• Observation of activities. By observing what ob-jects children play with, buy, collect, or usewhen there is an element of spontaneity in theactivity, one can get a clue to their interests.
■ Questions. When children ask questions per-sistently and frequently about something, theyare more interested in that subject than in onethey ask questions about only occasionally.
• Topics of conversation. What children talk abouteither with adults or with contemporaries givesa clue to what they are interested in and howstrong the interest is.
■ Reading. When free to select books to read or tohave read to them, children select those whichdeal with topics that interest them.
■ Spontaneous drawing. What children draw orpaint spontaneously and how often they returnto it will give a clue to their interest in a subject.
■ Wishes. When asked what they would like tohave if they could have anything they wanted,most children state very frankly wishes forthings that interest them most.
■ Reports of what is of interest. When asked to tellor to write down three or more things that in-terest them most, children indicate already-formed interests, which give a clue to wheretheir satisfactions come from.
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of play interests. While the child is very young, hislimited physical and mental development restricts hisinterest to games with fev*/ rules and regulations. Grad-ually he outgrows these simple play activities andwants to take part in games and sports which involvehighly skilled movements of the body and have rulesand regulations to govern these movements, interestsin all areas continue to change as long as physicaland mental changes are taking place. When growthslows down and a mature level of development isreached, interests normally become more stable.At puberty the child develops interests that are closelyrelated to his mature body and mind. See Chapter 6for a more complete discussion of changed interestsat puberty.
The child who is developing more rapidly or moreslowly than the average will be out of step with hisage-mates. This is why a very bright child has little incommon with children in his age group whose intel-ligence ranges around the norm. It is also one of thereasons why the late-maturing child encounters cer-tain social problems; his interests are still those of achild, while the interests of his age-mates are those ofan adolescent.
Interests Depend upon Readiness to Learn. A childcannot acquire interests before he is physically andmentally ready to do so. He cannot, for example, havea real interest in ball games until he has the strengthand muscle coordination necessary for ball play. Oneof the major problems in religious or sex instruction isthat of satisfying the child's curiosity about thesematters with material that is not too abstract to beunderstood. Explanations must often be so oversim-plified that the child builds up concepts which mustlater be radically revised.
Interests Depend upon Opportunities to Learn. Even ifthe child is ready to learn, he cannot develop interestsunless he has an opportunity to do so. Opportunitiesto learn depend upon the environment and the inter-ests of the people—both children and adults—withwhom the child is associated.
The young child's environment is limited largely tothe home: consequently, his interests are "home-grown." The school, the neighborhood, and the com-munity offer opportunities for the acquisition of newinterests as the child grows older. At school, he isintroduced to interests which were unknown to himbefore, interests such as history, geography, andforeign languages. From contacts with members of
the peer group, he acquires interests in play thatwould have been impossible for him to develop inthe home.
Development of Interests May Be Limited. Physicaland mental incapacities and restricted social ex-periences will limit the child's interests. A physicallyhandicapped child cannot acquire the same interestin sports as a child whose development is normal. Inthe same way. mental handicaps limit a child's interestin academic studies. The environment in which thechild lives may cut him off from interests that would bevery satisfying to him. Children who are discriminatedagainst because of race or religion may be forced todevelop interests in play activities where companion-ship is unessential.
When a person fails to acquire certain interests inchildhood, he may be penalized throughout life. Manyadults report that they regret not acquiring more in-terests in childhood (126). While interests can be ac-quired at any age. the child has more time and moreopportunity to learn new interests than the adult. Thisis well illustrated in the area of recreational interests.In the home, the school, and the neighborhood, thechild is provided with time, equipment, space, andguidance in learning different play interests; the adultmust provide these for himself. On the other hand,interests sometimes develop as a result of frustrationand are closely related to the child's level of aspira-tion. It is not unusual for a child to develop an interestin something beyond his reach. For example, a boywith a small, puny body may develop a strong interestin sports. By identifying with players, he derives,vicariously, the enjoyment that other boys derive fromthe activity itself.
Interests Are Affected by Cultural Influences. Culturalinfluences in the environment play an important rolein the development of interests by controlling learningopportunities. From parents, teachers, and otheradults, the child is given opportunities to learn whatthe cultural group considers appropriate interests andis deprived of opportunities to develop interests whichthe group considers inappropriate.
A comparison of the amount of interest English andAmerican students showed in different school sub-jects revealed that the two groups were similar inmany respects. English boys, however, showed agreater interest in drawing than American boys. Thedifference was explained by the fact that drawing isconsidered more sex appropriate for boys in England
405
than in America. American boys showed a greaterinterest in arithmetic than English boys because of thehigh value Americans place on this "practical" sub-ject as the basis for later success in business (128).
Interests Are Emotionally Weighted. In the develop-ment of interests, interpersonal relationships are moreimportant than specific teaching. The child w^ho dis-likes his teacher, for example, may learn to dislike notonly the subject she teaches but school in general. Bycontrast, liking the teacher may result in an interest ina school subject that is strong enough to become ageneralized interest in school itself.
Since interests are closely related to likes and dis-likes, and a child may be conditioned by unfavorableexperiences early in life to dislike an activity or situa-tion, he may be cut off from later opportunities to de-velop interests in similar situations or activities. A boywho feels that helping with work in the home is notmasculine will be conditioned to dislike all housework.As a result, he will show little or no interest in the homeand how it is run. This will cut him off from manyactivities that might be enjoyable to him or contributeto the happiness of his family life.
Interests Are Egocentric. Children's interests are es-pecially egocentric during the early years of life. Grad-ually, as contacts with the peer group increase, thechild's desire to become an accepted member of thegroup will influence his interests. Even then, however,there is a strong egocentric frame of reference to hisinterests. The child may develop an interest in religion,for example, because his friends have such an interest,but his interest will center more on what religion cando for him than on religion perse. In the same way. hisinterest in mathematics is in how mathematics canhelp him get better marks in school and how he canuse it now as well as in his future vocation. It should benoted that adults' interests, too, are largely egocentric.The following discussion of some of the almost uni-versal interests of present-day American childrenshows how environmental influences and peer pres-sures affect children's interests even when the ego-centric aspect dominates.
Interest in the Human Body
Even before the baby is able to sit up, he looks at andinvestigates his own body. This is one of the earliestforms of exploratory behavior. Later, when the young
child discovers a mirror, he enjoys seeing what hisface looks like when he "makes faces ' at himself, andhe laughs with glee at his image.
By the time the child is 3V2 years old, he is interestedin how his body functions and what the different partsare used for. He makes comments and asks questions;he examines his navel, eyes, hair, breast, and anus.He looks at himself in the mirror and calls the attentionof other children to different parts of their bodies.
The child is also interested in body products, suchas saliva, sweat, and blood. So long as they are nor-mal, everyday experiences, his interest is unemotional.The behavior of a child during elimination, for ex-ample, is just as matter of fact as when brushing thehair. If a body product is unusual, however, as in theflow of blood from a cut fmger. the child s reaction isemotionally colored and his interest heightened. Evenif there is no pain, he wants to know where the bloodcomes from, how and why it clots, and what causes thecut to heal (60).
The young child's interest in body differences be-tween boys and girls is also devoid of emotional tone.Most young children react to genital differences withtranquil, unperturbed acceptance.
Before they attain school age, however, their in-terest in sex differences begins to grow, and in thelatter part of childhood it reaches a peak. The growthof the genitals and the development of the secondarysex characteristics with the onset of puberty focus at-tention on sex differences and heighten interest inthem.
AGE DIFFERENCES IN BODY INTERESTS
At first the child's interest is centered mainly on theexterior of his body. The young child explores the dif-ferent parts of his body thoroughly to see what sen-sations they produce. The older child becomes inter-ested in the interior of his body. He wants to knowwhat the names of the different parts are. what theydo. and what they look like. The older child is alsointerested in what germs are, how they cause the bodyto become "sick, " and how medicine can cure thesickness. When a person dies, the older child is curiousabout what happens to the body after it has been putinto a grave and how it can then get to heaven.
Interest in the body motivates the child to try togain more information about it. What technique hewill use to gain information will depend to a largeextent upon his age. The young child limits his searchfor information mainly to exploring his own body or
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the bodies of his playmates and to asking questions.The older child uses these same techniques, and healso looks at pictures of the different organs and givesrapt attention when adults discuss physical ailmentsor death.
INTEREST IN HEALTH
Interest in the body does not, as a rule, include interestin health unless the child is in such poor health that itprevents him from doing w/hat other children do. If achild is handicapped by a chronic illness, such asasthma or diabetes, he often becomes so health-con-scious that he thinks and talks about it too much. Thewell-adjusted child is not health-conscious; the poorlyadjusted child, by contrast, not only is preoccupiedwith his ailments but frequently uses them to explainacademic or social inadequacies or to avoid doingthings he does not want to do.
By the time the child reaches adolescence, he ap-preciates the relationship between health, appear-ance, and the activities he wants to engage in. As aresult, his interest in health often becomes an obses-sion. This is true of well-adjusted adolescents, not onlyof adolescents who are poorly adjusted, as in theearlier years.
the clothes he wears and how he wears them. A boydiscovers that he can create the impression of beingmasculine by wearing typically masculine clothes andby being slovenly and unkempt. Girls try to look femi-nine by wearing clothes that are distinctly differentfrom boys' clothes and by being neat and well groomed.
INFLUENCE OF SOCIAL PRESSURES ONINTEREST IN APPEARANCE
Few interests of childhood are more influenced bysocial pressure than interest in appearance. And, forthe most part, it is the peer group that counts. The peergroup is responsible for the child's interest in a sex-appropriate appearance and in clothes to help toachieve this goal.
Peer-group pressures are reinforced by social ac-ceptance or rejection. The older girl learns that shemust make a good appearance if she wants to be pop-ular, while the older boy discovers that a neat appear-ance is likely to lead to the label of 'sissy. " Were it notfor social pressures from peers, the child's interest inhis appearance would be one of his weakest interests.
Interest in Clothes
Interest in Appearance
Throughout the childhood years, interest in appear-ance is relatively slight. So long as the child is not sodifferent from his age-mates that he is conspicuous,his appearance is of little concern to him. Missingteeth, for example, do not bother the 6-year-old, be-cause his age-mates also have missing teeth. Evenparental pressures to stand up straight or to be neatare not enough to arouse the child's interest in hisappearance. In fact, the more parental concern thechild is subjected to, the stronger his resistance.
INTEREST IN SEX APPROPRIATENESS OF APPEARANCE
Children—especially boys—are more interested in thesex appropriateness of their appearance than in ap-pearance per se. As interest in play activities withmembers of their own sex increases during the gangage of late childhood, so does interest in the sex ap-propriateness of appearance.
The child can satisfy his desire for a sex-appropriateappearance by two techniques unrelated to his body:
Interest in clothes develops because clothes satisfysome important needs in the child's life. The moreneeds that clothes can satisfy, the stronger the inter-est in them. Box 16-2 lists seven needs satisfied byclothes.
As the child grows older, his needs change. Whenthis happens, his interests also change. This is wellillustrated in the child's need for attention. When avery young baby has all his physical needs met, he issatisfied. However, even before he is a year old, this isnot enough. He wants attention and he wants to beindependent. These needs, he discovers, can be par-tially satisfied by clothes. How they satisfy his needswill depend on his age. A preschool child will expectattention when he has new clothes, and if he does notreceive it, he will say, "See my new shoes? " or "I amwearing a new sweater." As a school child, he will besatisfied with the attention his clothes bring onlywhen others consider them becoming, stylish, or sexappropriate.
The child's interest in clothes will be great if theysatisfy needs that are important to the child at the time.When his need for independence is strong, being per-mitted  to select the clothes he wants to wear will
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increase his interest in clothes. Similarly, the childwho is dissatisfied with his looks because his bodybuild does not conform to that of his peers will have astrong interest in clothes if he discovers that he cancover up his fatness or thinness so that he is no longercalled "Fatso" or "Bean pole.
AREAS OF INTEREST IN CLOTHES
Children's interest in clothes is different from that ofadolescents and adults and, as a result, different as-pects of their clothing are important. While stylemeans a great deal to an adolescent or adult, it is oflittle concern to a child. On the other hand, orna-mentation is of prime importance.
Newness, Just as the child likes new toys, so he likesnew clothes. Novelty excites his curiosity and encour-ages him to explore. In addition newness has greatattention value. The preschooler wants attention be-cause he enjoys being in the limelight, especiallywhen he is with adults. The older child is interested innew clothes because they make him look older orlike his friends.
One of the reasons the child rebels against hand-me-down clothes from older siblings is that they are"old clothes." Even the temporary pleasure of feelingthat wearing clothes associated with an older siblingwill make people think that he is older is quickly coun-teracted by the realization that the clothes are notnew. Only if hand-me-downs are changed by dyeingor by sewing on new ornaments will the child be sat-isfied.
Color. Children of all ages are especially interested inthe color of their clothes. If a garment is of a favoritecolor, they will like it, whether it is becoming or not.Most young children like light and bright colors, pri-marily because they have great attention value. No red,for example, is too red or no green too green to appealto a young child. As the child grows older, he shows apreference for darker and less highly saturated huesof his favorite colors and he learns to combine colorsthat are regarded as attractive combinations.
Ornamentation, Young children are far more interest-ed in the ornamentation of their clothes than in theirstyles or fit. They discover that ornamentation hasgreat attention value. Since girls' clothes can beornamented more than boys', girls are interested inornamentation   of   all   kinds—ruffles,   bows,   braids.
Box 16-2
NEEDS SATISFIED BY CLOTHES
AutonomyThe baby satisfies his need for autonomy by removing hisclothes and by trying to dress himself. The young childsatisfies this need by selecting the clothes he wants towear, and the older child by wearing his clothes as hepleases, regardless of adult protests about his appear-ance or the appropriateness of his clothes for the oc-casion.
Growing UpSince the child equates autonomy with age, he wantsclothes that create the impression that he is older than heis. He often scorns clothes that are appropriate for hisage and wants clothes like an older sibling or playmate.
AttentionThe child discovers at an early age that clothes can havegreat attention value if they are brightly colored, orna-mented, or new. Only when he realizes that attention canbe unfavorable is he willing to conform to adult standardsof appropriateness and good taste.
J"^''yiditalitvThe child soon learns that clothing helps to identify himas an individual. Even during the gang age, he can retainhis own identity by wearing clothes like the peer groupbut in his favorite colors.
Identification with the Peer GroupClothes are one of the quickest ways for the child to showothers that he is a member of the social group he wants tobe identified with. How he wears his clothes is also asymbol of belonging.
Sex Appropriateness
Before they reach adolescence and become interested ingirls, boys want clothes that proclaim their masculinity.They also assume a sloppy appearance, as contrastedwith girls' neatness.
CamouflageFrom trial and error, children learn that clothes camou-flage physical characteristics that make them different orconspicuous. This is more important for girls, because anattractive appearance plays a more important role insocial acceptance for them.
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buttons, and costume jewelry. They regard such or-namentations not only as means of attracting atten-tion but also as symbols of growing up. Many littlegirls put on every kind of ornament they own at onetime in the hope of winning attention and arousing theenvy of their peers, which adds to their feelings ofself-importance.
Children soon learn that too much ornamentationwins social disapproval. They then become moreselective, using not only less ornamentation but onlythat which is suitable for the occasion. As childhooddraws to a close, much of the overdressing that youngchildren enjoy is replaced by an interest in "correct"dressing.
Materials. Unlike the adult whose interest in mater-ials is concentrated on their durability and appearanceof expensiveness. the child's interest in materials isconcentrated mainly on their feel. The child likes softfabrics of all kinds and enjoys touching them. Furs arehis special favorites. It does not matter if the fur isreal or expensive: if it has a soft feel, he will like it.
Since soft materials, such as silks and velvets, aresuitable only for dress-up clothing, the child's likingfor these materials adds greatly to his interest in dress-up clothes. By contrast, lack of interest in play clothesis due. in part, to the fact that they are made of sturdy,tough material.
VALUE OF CLOTHES TO THE CHILD
Every child learns that the cultural group places highvalue on clothes. His parents' emphasis on the rightclothes for the occasion, on improving his appear-ance, on being clean and neat, and on taking care ofhis clothes—all convey to him the idea that clothesare important. Because they matter to the significantpeople in his life, they matter to him also.
The aspects of clothing which are important to thechild, however, may not be the same as those whichhave high value for his parents. When the child has astrong need to win social acceptance, his interest inclothes will be in proportion to the role they play inwinning this acceptance. When he has a strong needto be like his age-mates, his interest in clothes will bein proportion to their ability to make him look likethem.
OBSESSIVE INTEREST IN CLOTHES
In a culture which places high value on appearance,it is normal for a child to be interested in clothes. An
undue obsession with clothes, however, suggestssome sort of weakness or distortion in the structure ofthe self: it suggests a personality problem in whichclothes are being used as a form of compensation.This interest may be a reflection of fear of adult dis-approval and punishment associated with the highvalue the child's parents place on clothes and onmaintaining an attractive appearance.
Similarly, when an obese girl insists upon wearingpetticoats and ruffles, one cannot assume that shedoes not know that they make her look even fatter. Sheknows that being different is usually interpreted tomean "inferior": therefore, she wants to dress like herage-mates to counteract any belief they might havethat she is inferior to them, even though she is havingto choose between two   evils. "
LACK OF INTEREST IN CLOTHES
When a child is deliberately unkempt and when hewears anything that happens to be readily availablebecause it is 'easier' than selecting the right garment,he probably has a personality problem. If he wereunaware of the social values associated with clothes,this disregard might be understandable. But no childbrought up in our culture can reach school age with-out being aware of the high value placed on appear-ance and clothing. Therefore, disregard is not due toignorance but to defiance of authority and hostilitytoward the social group.
The more important clothing is to parents, the morethe child who feels unloved and unappreciated willdefy his parents by refusing to accept their values.Similarly, the child who feels that people outside thehome are hostile to him will show his resentment byignoring their values. A well-adjusted child, by con-trast, who must be poorly dressed, out of style, orinappropriately dressed for the occasion or who mustwear clothing unsuited to him because of economicnecessity feels uncomfortable, ashamed, and in-adequate. He wants to conform to social expectations:when economic conditions makes this impossible, hebecomes emotionally disturbed.
Interest in Names
The young child is not interested in his name unlessothers comment on it favorably or unfavorably, thuscalling attention to it. Instead, he accepts his name ina matter-of-fact way. just as he accepts his body: Itis a part of himself which has always been with him.Often before school age, however, the child dis-
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covers that people regard names as labels or symbolsof identity and that the individual is judged by theselabels. As McDavid and Harari have pointed out.•'People, like objects, tend to be judged by theirlabels" (86). When the child makes this discovery, hebecomes interested in his name.
If the child has an unusual name or one that is dif-ficult for others to pronounce, he feels that his namemakes him different from his peers and this arouseshis interest in it. If social reactions to his name arefavorable, he w\\\ like it, or vice versa.
INTEREST IN DIFFERENT NAMES
Every child in our culture has at least two names, hisgiven name and his family name, or surname. In addi-tion, many children have a middle name, and almostall have a nickname or a pet name which members ofthe family use when they speak to him.
Since the child is known mainly by his first name,his interest will be concentrated on it. Only as he ap-proaches adolescence and his family name is usedmore often will he have a real interest in it (122). Howgreat that interest will be will depend largely on howpeople outside the home reactto his name. If his familyname is different enough from the family names ofhis peers to be conspicuous or if it is associated witha minority group against which there is peer prejudice,his family name will then become a source of concernto the child and will be a focal point of his interest.
Few children have any interest in their middle namesand rarely use them until they reach adolescence. Thechild will tell others that his name is John Smith."omitting any reference to the middle name of "Paul. "Even when they write their names on school papers orin letters, children usually omit their middle names.Only if the child develops such a strong dislike for hisfirst name that he begs his parents to call him by hismiddle name has he any real interest in it.
By contrast, children have a strong interest in theirnicknames and in the pet names used by their families.They learn that these names are labels that call forthpronounced reactions, either favorable or unfavorable,from others. These social reactions, they discover, areeven more pronounced than reactions to their givenor surnames and. for that reason, nicknames and petnames become focal points of interest.
LIKED AND DISLIKED NAMES
As the child becomes interested in his name, he de-velops a liking or a dislike for it. Very infrequently are
reactions neutral in the sense that they are devoid ofany feeling tone. This is important because of the ef-fect the child's name has on his behavior and per-sonality. The child who dislikes his name may becomeshy. embarrassed, and sensitive. He may even try toshun social situations. Naturally this will, in t'ime, leaveits mark on his personality.
Studies of children's reactions to their names haveconcentrated mainly on the given or first names andhave revealed a number of reasons why children dis-like their names (8, 9, 55, 98. 99). Some of these areshown in Box 16-3. Note that, in most cases, it is notthe name itself that is disliked but rather the associa-tions others have made with it.
By contrast, when the child likes his name, he doesnot feel embarrassed by it in social situations. Hisliking of his name comes from the realization that theattitudes of members of the group are favorable or atleast neutral toward it. He discovers, for example, asSheppard has written, that if people know nothing
Box 16-3
CHARACTERISTICS OF DISLIKED NAMES
Old fashioned, such as Amy or Hiram
Often mispronounced, such as Elspeth or Rolf
Too common, such as f\/lary or David
Too unique, such as Eulalia or Horace
Too long, such as Bonnibelle or Granville
Too short, such as May or Guy
Foreign, such as Francesca or Alphonse
Not sex appropriate, such as Billie or Percy
Unpleasant association, such as   "plain" Janeor Rudolph "the red-nosed reindeer" See Fig.
16-1.
Hybrid, or used for either sex. such as Lynn orMarion
Names that are often surnames, such as Dennisor Hillary
Combinations that can be ridiculed, such asJessie May Berst
Names that result in silly or embarrassing ini-tials, such as Charles Otis Wells (C. O. W.)
about him other than his name, they will expect himto be a nice person (114).
The reasons for liking names are, in most cases, theopposite of the reasons for disliking them. A child willlike his name if it is enough like the names of his peersto avoid making him conspicuous but also differentenough to give him a feeling of individuality. He willlike it if it is sex appropriate, if it lends itself to anacceptable nickname, and if it is easy to pronouncecorrectly.
NICKNAMES
The nicknames children generally like best are theconventional shortenings of their given names, suchas "Bea" for Beatrice or "Joe" for Joseph. Theyrealize that these nicknames carry no unpleasantconnotation and, hence, are not used as a form ofridicule. Only when others add their own interpretationto conventional nicknames, for example, "Kitty Kat"for "Kitty" or "Joey Boy" for "Joe," do children dis-like them.
Studies reveal that while children tend to have agreater interest in their nicknames than in their realnames, this interest is based on highly emotionallycharged reactions to their nicknames. In most in-stances, the emotional reactions are unfavorable,because children recognize that their nicknames areverbal caricatures which emphasize some charac-teristic that their peers are ridiculing. Naturally, thisleads to resentment and a feeling of inferiority (93,100).
Nicknames derived in the following ways are almostuniversally disliked: nicknames emphasizing a phys-
ical defect, such as "Shorty" or "Fatso"; nicknamesbased on personality defects, such as "Cry Baby" or"Pip" for "pip-squeak"; nicknames based on nation-ality or place of birth, such as "Dago" or "Frenchie";nicknames coming from names of animals, such as"pig" or "ass"; nicknames derived from initials, suchas "Hel" from Helen Eleanor Lewis or "Pal" from PaulArthur Leonard; and nicknames coming from familypet names, such as "Junior" or "Billy" (45, 93, 100).
PET NAMES
Typically, a young child is interested in the pet namesthat members of his family use in addressing him,because the names tell him that he is loved. Suchnames may also make him feel closely identified witha family member whom he admires and wants to imi-tate. When a preschool boy is called "Junior," heinterprets this to mean that he resembles his father,and this is a source of pride and satisfaction for him.
So long as the child's environment is limited to thefamily circle, his interest in pet names will be tonedwith favorable emotions. However, when the childgoes out into a broader world, he may discover thatmembers of the peer group use the pet name not as aterm of endearment but as a form of ridicule (20). Thelittle boy who was proud to be called "Junior" at homebegins to hate that name when his peers use it. Sim-ilarly, the little girl who derived great satisfaction frombeing called "mother's little helper" at home discoversthat her peers use that term in a derisive way.
As the child comes to dislike his pet name, his in-terest in it increases. Fearing unfavorable peer reac-tions to his family's use of the pet name, the child may
Figure 16-1. Names are symbols in the minds of others.
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become hesitant about having peers visit his home orcome in contact with members of his family. Such anobsession can result in patterns of behavior that jeop-ardize social adjustments and impair relationshipsm\h family members who resent the child's rebuff.
Interest in Status Symbols
Even before the child comes in contact with membersof the peer group, he learns that attention from otherscan be greatly facilitated by status symbols. Thisknowledge motivates an interest in status symbols—an interest that becomes stronger as he grows olderand discovers the role they play in gaining socialacceptance in the peer group.
MEANING OF STATUS SYMBOLS
A status symbol, as Davis has explained, is a pres-tige" symbol in the sense that it tells others that theperson has a higher status than those with whom he isidentified (25). Status symbols for various age groupsand social groups differ. Going to a 'name' school,for example, is a status symbol for an adolescent butnot for a child, because the child does not realize howsociety rates different schools. Toys and playthingsare status symbols for a child but not for an adoles-cent, because they do not add to his prestige in theeyes of the peer group.
For a status symbol to attract the child's interest,it must meet certain criteria. First, it must give thechild satisfaction in the form of social attention, pref-erably from the peer group. Favorable attention, thechild knows, is a stepping-stone to group acceptance.
Second, a status symbol must be valued by others ifit is to give the child the attention he craves. A largenumber of toys is highly valued by young children, andso the child who has more toys than his playmates willbe envied, and his satisfaction will come from theattention envy brings.
Third, with the child's growing realization of therole played by socioeconomic status, the status sym-bols that meet the child's needs best are those whichproclaim to others, either directly or indirectly, afavorable socioeconomic status. An older child ismore interested in his father's occupational standingthan the younger child, for example, because he rec-ognizes that socioeconomic status and occupationgo hand in hand.
Fourth, to arouse a strong interest in the child,status symbols must be visible for all to see. Invisible
status symbols, which are important to adolescentsand adults, are too sophisticated for a child to under-stand. A child cannot understand the status-symbolvalue of club membership or family background and.as a result, he is not interested in them. Ryan (108)has discussed this criterion of status-symbol value;
The child thinks in concrete rather than in abstractterms. It is much easier for him to attribute acceptanceor rejection to something tangible such as possession ofthe uniform or symbol of the group than it is to attributeit to something intangible such as sportsmanship orfriendliness.
SOME STATUS SYMBOLS IN CHILDHOOD
At all ages, material possessions are the most uni-versal of status symbols. Even before he enters school,the young child discovers the prestige value of toys,clothes, and other possessions. He boasts and bragsabout what he has and claims that his possessions aresuperior. When he visits the homes of his playmates,he compares their possessions with his. If he thinkstheirs are better, he becomes dissatisfied and envious.His wishes and daydreams begin to center aroundmaterial possessions, and his dissatisfaction and envygrow. Studies reveal that such status symbols as toys,bicycles, athletic equipment, cars, clothes, televisionsets, radios, and pianos stand at the top of the list.Among city and suburban children, a pet cat or dog isoften regarded as a status symbol (2. 32).
By the fourth or fifth grade, most children canidentify the symbols of social status and relate themquite accurately to economic status. Then the childcomes to judge others and himself in terms of hisfather's occupation. If it is a prestigious occupationthat enables the family to have the status symbolsthat win prestige in the eyes of the peer group, it willbecome a source of keen interest to the child. This istrue also of such status symbols as club membershipand parental leadership roles in community organiza-tions (102).
Each year, children become increasingly aware ofthe role status symbols play in social acceptance, andtheir interest in them increases. They play a more im-portant role in the social acceptance of girls, and sogirls are more interested in them than boys.
QUANTITY VERSUS QUALITY IN STATUS SYMBOLS
Young children are primarily interested in the quantityof the status symbols they have. If they have more toys,
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more family television sets, and more cars than theirpeers, they feel superior, and this increases their in-terest in status symbols.
As childhood draws to a close, children begin toappreciate quality in status symbols. Girls recognizethat having more dresses than their peers is not neces-sarily synonymous with being superior to them unlesstheir dresses are made of better material and comefrom more prestigious stores. Similarly, the older boylearns that a small foreign-made car of expensivedesign carries more prestige than a large car of in-expensive make. With this discovery, the child's inter-est shifts from quantity to quality.
As children begin to become cognizant of devia-tions from the average, they notice first those which
Box 16-4
SOME CHILDISH RELIGIOUS CONCEPTS
God. God is a very large person, dressed inwhite flowing garments, with a kind or sternface and white beard. He is a 'watcher." andpunishes those who misbehave, though he canbe supplicated through prayer. He rewardsthose who are good and sends them to Heavenwhen they die.
Heaven. Heaven is God's abode in the cloudswhere people have everything they want andwhere there is eternal peace and happiness.Angels. People who are good during life go toHeaven after death and become angels, dressedin flowing white garments.Hell. Hell is a place below the earth wherethere is eternal unhappiness and punishmentfor those who have been bad during their lives.Devil. Hell is ruled over by the Devil who is inthe form of a man with horns and a tail. He car-ries a pitchfork and is red all over.Miracles. Miracles are acts which only God cando.
Bible. The Bible is a book written by God.Every word of it is true and to doubt it is sin-ful.
Life after death. After death, the person goesto Heaven or Hell, depending on whether he wasgood or bad.
Prayer. Prayer is a way of asking God forsomething important.
are qualitatively inferior. They notice a dilapidatedhouse sooner than one of equal size but in a betterstate of repair. In addition, they are far more attractedto upper-status patterns of living than to lower-statuspatterns and are more favorably impressed by thingsthat are of better quality (37).
Interest in Religion
Religion includes two elements; belief and practice.The younger the child, the greater his interest in re-ligious practices. Interest in beliefs is slower in de-veloping because it depends upon intellectual de-velopment; the younger the child, the less able he isto comprehend the meaning of religious beliefs.
The child's interest in religion is fostered by thetraining he receives in the home. Sunday school,synagogue, or church and by the emphasis placed onreligious observances in his daily life. The child whois taught to say grace before meals, who is expectedto say prayers before going to bed. and whose parentsread or tell him stories from the Bible will have agreater interest in religion than one whose main con-tact with religion is his weekly visit to Sunday school.
Every young child, regardless of the religious in-struction he receives, is curious about the heavensabove him, which produce rain, snow, and sunshine.as well as about the everyday world. Between the agesof 3 and 4 years, the child's questions often relate toreligion. "Who is God?" "Where is Heaven?" "Howdo you get there?" The child accepts almost any an-swers he gets, but they satisfy him only temporarilyand. in many cases, lead to doubt and skepticism dur-ing the adolescent years.
RELIGIOUS BELIEFS
A child's religious beliefs largely reflect his teaching inthe home. If a child is taught to think of God as aperson who will become angry when people do some-thing wrong and to believe that He will punish peoplefor their sins, his beliefs about religion will be verydifferent from those of a child who has had God pre-sented to him in another manner. If his teachingemploys everyday language and experiences, the childdevelops definite and concrete concepts. Since theseconcepts assume a personal meaning for him, he islikely to accept them uncritically (1, 75).
The religious beliefs of a young child are usuallybased on realistic concepts. He thinks of God, Heaven.Hell, angels, and the Devil in terms of the pictures he
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has seen of them or the stories he has been told aboutthem. Later, as the child's comprehension increasesand as his experiences become more varied, his con-cepts change. His concept of God as a father will beinfluenced by his experiences with his own father andwith the fathers of his friends. Likewise, the conceptthe child has of sin and forgiveness will reflect theway he has been treated when he misbehaved (37, 64).Children's beliefs vary, reflecting their individualtraining and experiences, but certain religious con-cepts are widely held by most American children(1. 46. 79). The most common of these are given inBox 16-4.
EXPRESSIONS OF RELIGIOUS INTEREST
The child who has a strong interest in religion willdevote considerable time to religious activities. Howlong his interest will persist depends largely on howlong he continues to believe what he has been taught.His beliefs are often weakened when he discoversthat they conflict with those of his friends or withwhat he learns at school orfrom his reading.
The most common ways in which children expresstheir interest in religion are discussed in the follow-ing paragraphs.
Interest in Religious Stories. The stories in the Bibleappeal to the young child in much the same way asfairy tales Both relate to people, countries, and situa-tions so different from the everyday environment thatthe child enjoys hearing them over and over. At dif-ferent ages children show preferences for differentparts of the Bible. Children under 8 years of age preferstories relating to the birth and childhood of Jesus andthe childhood of Samuel, Moses. Joseph, and David,while older children show a greater interest in the his-torical books of the Old Testament. Most children areinterested primarily in persons and happenings ratherthan doctrines (67, 96,104).
Interest in Prayer. Children under 8 years feel thatprayer is a way of talking to God: they believe that Godanswers their prayers by telling them how to be goodor what to do or not to do. They ask God for materialthings and for help in doing things they feel incapableof doing alone. Older children ask for help, seek for-giveness for misdeeds, and thank God for His help (79).On the whole, as Manwell and Fahs have pointed out.children's prayers are a begging ritual," with em-phasis on "pennies from heaven" (81),
Their analysis has revealed that children's prayersfall into three major categories, each of which relatesto specific things children seek through prayer.
First, prayers concern the variety and abundance ofthe good things of life for which little children areencouraged to thank God. An example of this kind ofprayer is:
For my big ball and kiddie carOn which I ride so fast and farThank you. Father, thank you.
Second, children make direct petitions for specialprivileges, for guidance, and for protection and care,especially during the night. This is illustrated by thechild's favorite prayer:
Now I lay me down to sleep,
I pray thee, Lord, my soul to keep.
If I should die before I wake.
I pray thee, Lord, my soul to take.
If I should live for other days,
I pray thee. Lord, to guide my ways.
Third, children pray for personal help in doingthings they are led to believe they cannot achieve bythemselves, such as:
Father lead me day by day
Ever in thine own sweet way.
IfPm tempted to do wrong
Make me steadfast, wise, and strong.
Show me what I ought to do.
Teach me to be pure and true (81 J.
Figure 16-2 shows the typical transition in the reac-tion to prayer as the child grows older.
Interest in Religious Observances. Religious servicesmay appeal to the child because of their colorfulpageantry. He likes to sing, and the ritual of the ser-vice intrigues him. He enjoys looking around at peopleat worship, to see what they are doing. His attitude isa mixture of awed reverence and curiosity.
When the novelty of the service wears off, thechild begins to rebel against attendance. He enjoysgoing to Sunday school only as long as his friends go.He likes young people's organizations, such as gym-nasiums in the cities and "socials " in small communi-ties, picnics, holiday celebrations, and outings. Hisinterest is thus primarily social rather than religious.
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Toward the end of childhood, both boys and girls, butespecially boys, attend Sunday school, synogogue.and church less and less and participate less activelyin organizations connected with them (10. 37. 102).
RELIGIOUS DOUBT
Although young children tend to accept religiousteachings implicitly, almost all express some doubts.This is apt to occur when prayers are not answeredand is most frequent among very bright children.When the episode that gave rise to the doubt passes,his doubt is quickly forgotten.
The older child is often confused about denomina-tional differences and expresses concern about whichdoctrines are right. Likewise, he may become criticalof some of the religious concepts he learned when hewas a little child. This may be due to the inadequaciesand inconsistencies in his religious teaching, but it ismore likely to result from his studies in school, espe-cially his study of science. By the time the childreaches adolescence, his greater mental maturity andhis increased knowledge lead to strong doubts abouthis religious teachings.
Very often a child assumes a critical attitude be-cause he enjoys asking questions to put the Sunday-
school teacher on the spot." What appears to bereligious doubt is, in reality, little more than a form ofchildish "smartness." How superficial the criticalattitude of the child is may be seen from the fact thathe is not really worried or distressed: he forgets thewhole matter after Sunday school is over. This con-trasts markedly with the adolescent, who pondersover religious concepts and becomes emotionallydisturbed when they conflict with scientific or pseu-doscientific ones.
As long as the child can believe without questionwhat has been taught at home or in school, his in-terest in religion will persist. When he begins to doubtthe teachings, his interest wanes; the greater thedoubting, the greater the waning in interest. Typically,this begins as the child approaches adolescence.Doubt is often intensified by peer pressures. When achild's friends say they doubt the religious beliefs oftheir parents, doubting becomes the popular thing todo.
Interest in Sex
While interest in sex is common among children atall ages, it is greater among young children after theyenter school and have closer and more frequent peer
Figure 16-2. Typical transition in children's prayers.
Dear God, pleasegive me a newpair of skates
... and pleasehelp me to domy arithmetic
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contacts. Interest in sex increases, until by puberty itoccupies much of the child's waking time. At no periodin life, with the possible exception of early marriage,is interest in sex so preoccupying as it is during pu-berty.
Curiosity about Sex. Interest in sex is shown mostclearly in the child's curiosity about all matters per-taining to sex. This interest increases as the childgrows older and is capable of seeing and understand-ing things that were incomprehensible to him when hewas younger. Should a pet. for example, have young,the little child's interest will be concentrated mainly onplaying with the young. The older child, by contrast,will be curious to know the whys and wherefores oftheir arrival. Similarly, the matter-of-fact acceptanceof genital differences on the part of the young childwill be replaced by a strong curiosity about these dif-ferences. From his own experiences, the child learnsthat there are reasons for everything, and he wantsto know the reason for these differences.
In the process of exploring his body, the babysooner or later touches his sex organs and discoversthat this results in a pleasurable sensation. By chance,he discovers his navel and derives fun from putting hisfingers in the "hole." Other than that, sex arousesno curiosity in the child until approximately the end ofthe third year, when the boy notices that his bodydiffers from that of the little girl: that he stands upwhen he goes to the toilet, while she sits down: andthat adults have certain physical features, such as"bumps " and hair on the body, which little childrendo not have. The genitals are the focus of interest inthe young child. His attitude is completely impersonaland objective, however, with none of the morbid in-terest one associates with adolescent curiosity (84).
Six-year-olds show an active and frank curiosityabout sex matters, more far-reaching than that ofpreschool children. They are definitely aware of dif-ferences in the body structure of boys and girls andseek an explanation for these differences. This curios-ity is not purely intellectual but has a strong emotionaltone. As children grow older, sexual curiosity becomesdisguised. It is there, nevertheless, and is merelysuppressed because children have learned that theymay be punished if they express it too aggressively.
With the radical changes that take place on the sur-face of the body at puberty and with the accompany-ing new sensations of the sex organs, interest in sexbecomes subjective and personal. It is not, for ex-ample, concentrated on the origin of babies or on
genital differences, but rather on how the changesthat are taking place in the body affect the child per-sonally.
Of the many methods children use to satisfy theircuriosity about sex, the most common are askingquestions, exploring the sex organs, engaging inhomosexual play, and masturbating. See Box 16-5for a brief description of these methods.
While each method of satisfying his curiosity couldyield satisfactory results for the child, each has itsdrawbacks. One of the difficulties of asking questions,for example, is that the child lacks adequate sexvocabulary. Most children, however, acquire namesfor the genital organs, such as 'thing " for both the
Box 16-5
METHODS OF SATISFYING CURIOSITY ABOUT SEX
Asking QuestionsAmong preschool children, the most common questionsrelate to the origin of babies, the coming of another baby,the sex organs and their functions, and physical sexdifferences. Among older children, the emphasis is onthe origin of babies, the process of birth, and the father'spart in production.
Exploration of the Sex OrgansAt first, the child explores his own sex organs, but byage 6, mutual exploration with a peer of either sex iscommon, often in "doctor games." Exploration consistsof insertion of objects into body orifices, insertion ofthe penis into the vagina, direct observation of the anat-omy, manual exploration, oral contacts, exhibitionism,and comparing masculine prowess in the toilet.
Homosexual PlayAs a means of satisfying curiosity, play with membersof the same sex is more common than heterosexualplay. Homosexual play mainly involves exploration of thegenitals.
Masturbation
The child engages in this form of sex play to satisfy hiscuriosity about the sensations he receives when hehandles his genitals. In general, boys are introduced tomasturbation by older boys or adults, while girls learnfrom their own exploration or from watching other girls.
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male and the female genital organ; "puss," 'hole,""susie," and "pocketbook" for the female organ; and"teapot," "piece of rope," or "hose" for the male.Unquestionably, some of the misinformation the childacquires and then passes on to his friends comes notfrom faulty teaching but from misinterpretation ofteaching which is too advanced for the child to com-prehend.
Sex play, both homosexual and heterosexual, maybe limited by unfavorable social attitudes and punish-ment. Sometimes children from the lower socialclasses are not taught that sex play is wrong, there-fore, they have little feeling of guilt or shame, even ifcaught in such play. By contrast, most children fromthe middle and upper social classes learn that anyform of sex play is considered wrong, and they arealmost always punished if caught. This does not stopthem from satisfying their curiosity; it merely en-courages them to engage in sex play in secret.
Unfavorable social attitudes toward masturbationare a strong deterrent to satisfying curiosity by thismethod. While no known physical harm comes frommasturbation, its psychological damage, stemmingfrom unfavorable social attitudes, may be serious.Many children who are poorly adjusted and unhappyturn to masturbation as a source of compensation fortheir feelings of inadequacy. The more they mastur-bate, the more inadequate they feel; this is reflectedin poorer and poorer adjustments, accompanied bygreater unhappiness.
ATTITUDES TOWARD SEX
As the child satisfies his curiosity about sex, he ac-quires attitudes which determine the quality of hisbehavior. The child learns to regard sex as the signifi-cant people in his life regard it. As these significantpeople change from parents, to teachers, to peers ofthe same sex—and, in adolescence, to peers of theopposite sex—the child's attitudes will change also.The basic attitude established in the home in theearly years, however, dominates later attitudes. AsMussen et al. (94) have stated:
No amount of information or reassurance in preadoles-cence or adolescence will enable the child to adopt ahealthy attitude toward sexuality if in the precedingyears he has been taught to fear sexual responses. . . .Clinicians have found that when unfavorable sexualattitudes have been built up it is extremely difficult,and sometimes impossible, to shift them through the
use of rational advice given in adolescence. Even ex-tensive psychotherapy may fail to change attitudes whichhave become too deeply ingrained.
The damaging consequences of unfavorable at-titudes are not limited to sexual behavior. If the childlearns to think of the sex organs and their functionsas something to talk about only in a whisper, if hethinks touching his sex organs is wicked and de-praved, and if he learns to think of the marital relation-ship as something to be "endured" only for the sakeof having children, his feelings about many aspects oflife will be affected. While this may not matter verymuch when he is a child, it will affect his social andpersonal adjustments as an adult.
A number of factors influence the child's attitudestoward sex. The two most important are the methodsused to give the child information about sex and thesource from which he receives his information.
Methods of Giving Information. The amount and ac-curacy of the information the child receives are not asimportant in the shaping of his attitudes as the way inwhich the information is given. A child may forgetmost or all of the answer to his question, "Where dobabies come from?" but he is not likely to forget theway in which it was answered, the expression on theface of the person who answered it, or the ease ordifficulty the person had in talking to him about it.These behavior symbols convey to the child how thatperson feels about sex.
If the symbols suggest to the child that the personregards sex as a natural phenomenon, he will learn tothink of it that way too; if the symbols suggest that sexis something to be talked about in whispers, that it isembarrassing and not entirely "nice," he will adopt asimilar attitude. As Mussen et al. have emphasized,"The important part of sex education depends not onbiological instruction per se, but upon the demonstra-tion of healthy attitudes on the part of parents, teach-ers, and other influential adults" (94).
Source of Information. While it is generally agreedthat the child should get his first information aboutsex from his parents—preferably a parent of the samesex—some parents are incapable of giving this in-formation accurately because of limited knowledge orpsychological inhibitions. Other parents have such anunfavorable attitude toward sex that any informationthey give, no matter how accurate it may be, will beunintentionally  misleading   or  biased.   Parents who
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surround sex with mystery and taboos or who estab-lish a "conspiracy of silence" not only encourage thedevelopment of unfavorable attitudes but also whetthe child's curiosity.
On the whole, children who get their first infor-mation about sex from their parents or from schoolhave more favorable attitudes than those who get itfrom other sources (84). The education and socioeco-nomic status of parents also play a part in formingchildren's attitudes toward sex: children from morefavorable backgrounds have more healthy attitudes(41,94).
Far too many children get their information aboutsex from a friend or classmate. It is often given inwhispers, with demands "never to tell" where it camefrom, and is usually accompanied by giggles andsneers. Under such circumstances it would be hardfor children to develop wholesome attitudes towardsex (18, 42, 111, 115). Children who do not get thepoint of dirty stories and suggestive pictures are likelyto be confronted with roars of laughter and taunts of"lily-white." "innocent," or "pure" if they ask theirfriends for explanations. While such remarks may beonly the friends' way of covering up their own igno-rance, they suggest to less experienced children thattheir peers consider them too young to understandthese matters. This adds to the confused informationthey already have.
Books written in a matter-of-fact way to give a childthe "facts of life" generally encourage a wholesomeattitude. There is no guarantee, however, that theyalways will. A child who has been brought up to be-lieve that babies are brought by the stork or the doctormay find the coldly stated facts and the unadorneddrawings of pregnancy and childbirth a traumaticexperience. Unless he has someone to interpret sucha book to him in a sympathetic way, he is likely todevelop feelings of fear and revulsion which are noteasy to overcome.
SEX EDUCATION
Sex plays an important role in human life, and thefoundations for each individual's attitudes and re-sponses are laid in childhood. Whether attitudes to-ward sex will be healthy or not will depend largely onthe source of the child's information. In few otherareas of development is proper guidance more vital.
If the child could remain ignorant about sex until hereached junior or senior high school, he could beexpected to get accurate and adequate information
from specially designed sex education courses orscience. But this is impossible. Even before he entersthe first grade, the child has gathered some infor-mation, or misinformation, and has already developedan attitude. As Reuben (107) has explained:
Information about sex is self-pollinating. Everyone inthis world finds out about sex in one way or another. Theeducation comes from fences and washroom walls,from the classroom and the locker room, from parents,from fdms and, most of all, from friends. Boys and girlsand boys and boys and girls and girls are constantlyexchanging sexual gossip and sexual rumors and sexualfantasies. Most of the time they also are engaging iningenious sexual experiments, trying to find out whatevery human being has a right to know.
Kinds of Sex Education. If the child is to have correctand adequate information about sex to meet his de-velopmental needs and if he is to have healthy at-titudes, he needs well-planned and carefully guidedsex education given by persons who are properlytrained and emotionally equipped to do the job suc-cessfully. Two kinds of sex education are needed:constructive and preventive.
Constructive education, while giving facts, concen-trates on the positive aspects of sex, explaining to thechild the meaning of sexual behavior and its primaryfunctions in the person's life. It should build up healthyattitudes about sex and marriage. Preventive educa-tion, while giving facts, as does constructive educa-tion, concentrates on teaching the child what to avoidin his sexual relationships. If properly given, it. too,should contribute to the development of healthyattitudes and should not terrify the child by overem-phasizing the III effects of sexual promiscuity.
In far too many homes, more emphasis is placed onpreventive than on constructive education. Girls, forexample, are warned to be careful in their relation-ships with boys to avoid an unwanted pregnancy.Boys are warned to watch their step so that they willnot contract a venereal disease or be forced into a"shotgun marriage." Such emphases, unfortunately,develop unwholesome attitudes which may never befully counteracted as the child grows older and isgiven more constructive sex education in school or incollege.
Sources of Sex Education. Who should give the childinformation about sex? At the present time, no ques-tion about child rearing is more hotly debated. It is
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generally agreed that sex education is a parentalprivilege as well as a parental responsibility. But manyeducators and psychologists question whether par-ents as a whole are well enough equipped with factsand wholesome attitudes to do the job properly.
Today more and more children are getting sex in-struction earlier than in past generations and more aregetting their information from parents and relatives.In one study, it was reported that the instruction givento boys by both their mothers and fathers and to girlsby their fathers was very poor. The instruction given togirls by their mothers was reasonably good. Only 60percent of the girls studied had been prepared formenstruation and the changes that occur at pubertyby their mothers. In about 90 percent of the boysstudied, no information about nocturnal emissions ormasturbation was given by either the fathers or themothers (115).
While the poor quality of sex instruction childrenreceive from their parents stems partly from parents'ignorance and embarrassment about discussing "per-sonal " matters with their children, some of the troublestems from poor parent-child relationships. Manychildren, feeling rebuffed by their parents when theyask questions, turn to other sources. Each year, thebarrier between children and parents seems to widenand many parents willingly relinquish their responsi-bility for instructing their children about sexual mat-ters, turning it over to schools, churches, and campcounselors (30).
Currently, many people feel that schools, camps,and churches should offer sex education courses forchildren whose parents want them to receive theirinformation from trained instructors outside the home.Such courses are rarely offered on a compulsorybasis, and, in most cases, schools and churches re-quire that the parents sign a statement that they wishtheir child to take part in the course before he is admit-ted.
This is a relatively new approach to sex education.and educators are still uncertain about a number ofquestions. Should boys and girls be grouped to-gether, as in other classes, or separately? Shouldthe instruction be given as a part of the science courseor as a seperate course? Should the course be taughtby a science teacher, a nurse, or a doctor? And shouldit concentrate on basic scientific facts or add infor-mation about the emotional relationships in love andmarriage?
Until there has been time to assess the results ofsex education outside the home, no one can judgewhether it is better for children to receive their in-
formation in this way than from a family member.There is no doubt that children will receive more ac-curate information from appropriate courses thanfrom embarrassed or unknowing parents, but theanswer to the question of which approach is betterwill depend upon how the children's attitudes andresponses are affected. The answer at present is in-conclusive, but available evidence suggests thatschools and churches are fostering more wholesomeattitudes than most—but not all—home instruction.
Interest in School
To a young child, going to school means "growingup"; he looks forward eagerly to the time when hewill have the status of a "school child. ' As he pro-gresses through the grades, however, his interest inthings that are distinctly a part of school and scholar-ship declines, and his interest in things that go alongwith life outside school, such as recess, play, andsports, increases. By the end of elementary school,the child often dislikes his teacher, the school pro-gram, the rules and regulations of the school, and theschool's physical appointments. He rebels againstdoing his homework and longs for the time when hecan leave school.
This change in attitude toward school is by nomeans universal. It has been reported, however, that,by the time children reach the fifth or sixth grade,about one out of every five is dissatisfied with schoolor "hates ' it (39). On the other hand, it must be re-membered that children in the gang age feel that theyhave to do or say whatever their peers do or say. Asin the expression of prejudice, it may be that, in sayinghe dislikes school, the child is simply following thecrowd in the hope of wi nning peer approval.
Interest in school not only changes as the childgrows older but becomes more selective. Some chil-dren are interested primarily in academic activities,and others in extracurricular activities. Since themajor part of the school day is devoted to academicwork, the child who fails to find that interesting willhave an unfavorable attitude toward school in general.Box 16-6 shows the major reasons for children's in-terest in different school activities.
FACTORS INFLUENCING SCHOOL INTERESTS
The steady decline in interest in school as childrengrow older is caused by a number of factors. Thosediscussed below are the most influential.
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Early School Experiences. If the child makes goodadjustments to school, his attitude toward school andhis interest in it will be far more favorable than if hemakes poor adjustments. While these adjustments areinfluenced, in part, by the attitudes he brings to schoolfrom the home, they are also influenced by his readi-ness, both physical and psychological, for school.
Readiness, to a large extent, is dependent on age.Since schools in America are planned for schoolentrance at the age of 6 years, underage and overagechildren are more likely to have social- or emotional-adjustment problems than children who enter at 6(116).
Psychological readiness means more than readinessto learn what is taught in school. It means that—at thelevel that is considered normal for his age—the childis able to be independent of adult aid and direction,that he can adjust socially to strangers, that he isemotionally mature enough to accept the restrictionsschool demands without becoming disturbed, andthat he is able to accept prestige hierarchies amonghis classmates, in which he may not have the highstatus he would like to have. Whether the child is psy-chologically ready for school will depend mainly on histraining at home and his previous social experiences.Children who have attended nursery school or kinder-garten generally make better adjustments to schoolthan those who have not.
developmentally so timely. Quite early, adults (espe-cially men J convey to children (especially boys/ thatschool is to be spoken of disparagingly, that it is some-thing of a penal institution, that it is less an opportunitythan a forced drudgery, and that real life ends at theschoolhouse door.
Parents also have a very strong influence on thechild's attitude toward different school subjects. Mostparents, for example, feel that boys should do well inmathematics and should like the subject, but thatgirls can gain little from it. They think it "odd' for agirl to be interested in a subject so sex inappropriate.As a result, as Poffenberger and Norton have ex-plained. "Self-concepts in regard to mathematicalability are well established in the early school yearsand it is very difficult for even the best teacher tochange them in spite of the fact that potentiality ismuch in evidence" (105).
Sibling Influences. Since young children identifywith and imitate their older siblings, their attitudestoward school will be greatly influenced by the oldersiblings' attitudes. Boys tend to have less favorableattitudes toward school than girls, and so the childwith an older male sibling is more likely to have anunfavorable attitude than one with an older femalesibling.
Parental Influences. The influence of parents is oneof the strongest and most persistent factors deter-mining the child's interests in school. Not only doparents influence his attitude toward school in gen-eral, but they have a profound influence on his attitudetoward the importance of education, toward studying,toward different school subjects, and toward histeachers. When parents show an interest in the child'sschooling and pride in his achievements, he usuallylives up to his capacities. When they are indifferent,the child is likely to be indifferent also.
While most parents, even if their own education hasbeen limited, feel that their children should have agood education, they unfortunately foster—oftenunconsciously—unfavorable attitudes in their chil-dren. Many parents, for example, have unfavorableattitudes toward teachers as a group. These influencetheir children's attitudes. As Stone and Church (120)have stated:
Some of our negative feelings about education are earlycommunicated to our children, making it difficult forthem to approach school with the enthusiasm that is
Peer Attitudes.    To ensure his acceptance by the peergroup,   the  child   learns  that   he   must  accept the
Box 16-6
WHY CHILDREN ARE INTERESTEDIN DIFFERENT SCHOOL ACTIVITIES
Interest in School SubjectsChildren are interested in subjects they find satisfying,relevant to their needs, and easy. They lack interest insubjects that they feel are irrelevant, difficult, boring, andtaught in an unexciting way.
Interest in Extracurricular ActivitiesInterest in recess periods, sports, clubs, games, and phys-ical education increases as children advance in school.Since enjoyment of these activities depends on peeracceptance, the child who is well accepted finds themmore interesting than the child who is marginally orpoorly accepted.
c:s.
group's interests and values. One such value relates toschool. Part of the child's unfavorable attitude towardschool is unquestionably peer-instigated. He mustverbalize his dislike for school or run the risk of beingcalled a "brain" or "teacher's pet. " If his friends gripe,he will gripe; he cannot afford to be different becausethis will jeopardize his status in the group. The child'sunfavorable attitude toward school often, as Harrishas said, "reflects no more than the widespread andthoroughly American characteristic of unfavorablecriticism of his institutions" (54).
Acceptance by Peer Group. No child can be expectedto like school if he is unpopular. Good relationshipswith the teacher and good marks do not compensatefor lack of acceptance by the peer group.
Children who belong to minority religious or racialgroups or whose families are identified with lower-level vocations often experience poor peer accept-ance. Children who deviate markedly from the normin mental ability likewise usually enjoy poor socialacceptance. Furthermore, very bright children tend tobe hypercritical of school in general and of theirlessons and teachers in particular; this attitude doesnot increase their liking for school or their acceptanceby their less critical classmates. Dull children oftendislike school because of peer rejection and becausethey are made to feel inadequate both in the classroomand in play.
Academic Success. In our culture, academic successis measured by grades and awards. These tell the childhow he rates in relation to his classmates and have amarked influence on his attitude toward school. Thereis a high correlation between a child's grades and hisperception of school. There is also a high correlationbetween a child's grade in a particular school subjectand his attitude toward that subject. A poor gradestifles his motivation to try to do better. This results inan even poorer grade, with an increasingly unfavor-able attitude toward school (39, 105, 123).
When a child is faced with academic failure, he isapt to develop compensatory defense mechanisms.Poor readers, it has been reported, are often aggres-sive, cocky, and hostile toward authority. Theseunfavorable personality characteristics decrease theirchances of social acceptance. Lack of acceptance, inturn, decreases their liking for school. Good readers,by contrast, have pride in their achievement, makebetter social adjustments, and consequently developa more favorable attitude toward school (39, 56, 120).
Attitude toward Work. Even preschool children makea distinction between "work" and "play" and havedefinite feelings about activities belonging to thesetwo categories. By the age of 10, children have de-veloped a dislike for anything that might be con-sidered work. This antiwork attitude shows itselfindiscriminately in all activities connected with theschool as well as with the home (128).
Teacher-Pupil Relationships. Although some childrenlike their teachers, those who do not are apt to criticizeschool mainly because of their dislike for the teacher.The preschool child is more dependent than the ele-mentary school child; as a result, he generally has afriendly attitude toward his nursery school or kinder-garten teacher. If his attitude is hostile at first, it gradu-ally becomes more favorable. The older child shiftshis interest from teacher to peers, and his interactionwith the teacher becomes more formal.
At every age, individual differences in teacher-pupilrelationships can be observed. Some older childrenlike their teachers better than younger children do,and some young children have such an intense dislikefor their teachers that they rebel against going toschool. What the teacher-pupil relationship will bedepends upon many factors, some of which are givenin Box 16-7.
Emotional Climate of the School. A teacher who ispoorly adjusted will have trouble with classroomdiscipline and make the pupils dislike her and school.The effect of the teacher's poor personality adjust-ment is shown not only in poor discipline but also inthe emotional reactions of the pupils.
By contrast, a teacher who has a favorable conceptof the teacher's role and who likes teaching and isfriendly with pupils motivates them to work up to theircapacities. Such a teacher has relatively few discipli-nary problems. A relaxed, friendly atmosphere in theclassroom promotes a favorable attitude on the partof the pupils both toward the teacher and towardschool.
Interest in Sex Appropriateness. From an early age,children are interested in what is considered appropri-ate for members of their sex. This is especially true ofboys, who are constantly pressed by fathers, olderbrothers, and peers to look, act, and think like regularboys and to avoid everything that might mark them assissies.With  the  classroom   in  the  control  of a woman
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teacher, with an equal or even larger number of girlthan boy pupils, and with girls receiving, on the whole,more favorable treatment from the teacher, boys beginto believe that school is essentially a feminine place.With each passing year, they feel that school is pri-marily for girls and that it is not an appropriate placeto train boys for a masculine role.
Boys regard many school subjects as feminine andinappropriate for boys. They feel that reading, art,social studies, and, later, languages and literature willbe of little value to them when they leave school and.as a result, they have little interest in them. Girls feelthat these subjects will be valuable to them, while theyquestion the need for mathematics and science.Figure 16-3 shows how boys and girls rank achieve-ment in different areas of schoolwork. both academicand extracurricular.
EFFECTS OF INTERESTS ON BEHAVIOR
When children are mterested in school and the aca-demic and extracurricular activities connected with it,they enjoy the time spent in school, have good rela-tionships with their teachers and classmates, do thework assigned to them to the best of their abilities, andare good "school citizens" in the sense that they tryto obey the rules and regulations and avoid trouble-making. Because of their favorable attitudes andbehavior, they are liked by their teachers and class-mates. This further increases their liking for and in-terest in school.
On the other hand, children who are bored withschool or actually dislike it show it by behavior thatannoys their teachers and classmates and increasestheir dislike for school. The most extreme examples ofsuch behavior are truancy and school phobia.
Truancy. The truant is a child who absents himselffrom school without a lawful cause and without thepermission of parents or school authorities. He goeswhere he can do as he pleases without being seen byparents, neighbors, or law-enforcing officers. He mayleave school in the middle of the day, complaining tothe teacher that he "doesn't feel well" or that hisparents want him to come home early. As there isalways the chance that parents will be notified whena child leaves school at mid-day, however, the truantusually skips school for the entire day.
Children who are truants with their parents' knowl-edge and consent have adopted their parents' atti-tudes toward school and learned to place a low value
on education. This is often true of children of lowersocioeconomic groups, whose parents want them tohelp at home or get jobs as soon as they look oldenough to obtain working papers.
School Phobia. School phobia is a total or partialaversion to school and is expressed in such physicalsymptoms as nausea, anorexia, and a slight fever. Thechild may go to school and then complain of somesomatic problem, such as upset stomach or headache.On the surface, the child's fear of school appears tostem from some aspect of the school situation, asshown by heightened anxiety when it is time to go toschool. There is little evidence, however, that such isthe case. Instead, the fear is part of a generalized
Box 16-7
FACTORS INFLUENCING TEACHER-PUPIL RELATIONSHIPS
The Child's Concept of "Teacher"Before entering school, the child develops a concept of"teacher" from parents, siblings, playmates, and stereo-types in books, movies, comics, and TV.
Personal Experiences
When the child feels that a teacher is interested in himand in teaching and that she is a fair disciplinarian, herespects and likes her.
The Child's Concept of a "Good Teacher"
The child's concept of "teacher" is used to assess hisown teacher. If she measures up, this contributes togood teacher-pupil relationships.
The Child's Sex
Even in preschool, boys show more hostility to teachersthan girls, and their relationships with teachers tend to bepoor. This hostility often leads to teacher retaliation andstrict discipline, which boys interpret as unfair. Girlshave more favorable concepts of teachers, and this con-tributes to better relationships.
The Teacher's Attitudes
Teachers who like children and are satisfied with theirjobs usually get along well with their pupils. Their poorestrelationships are with boys, whom they find troublesomeand hostile, and with very bright children who tend to behypercritical of all teachers.
anxiety resulting from fear of being away from tiiemother, a strong dependency on the mother or amother substitute, and inability to establish auton-omy (7, 68).
While school phobia sometimes develops amongolder children, it is most common during kindergartenand the first four grades. The older child discovers thatfear of school is considered babyish or he may beforced to go to school in spite of his dislike for it.Therefore, he generally projects the blame to someoneor something in the school situation. He maintains,for example, that he does not want to go to school be-cause he is not prepared for a test, that the teacherdoes not like him and that he is afraid of her, or thathis classmates are "always teasing him" or "won't playwith him. ' Not recognizing that school phobias are"homegrown," some parents and schools try puttingthe child into another class or even another school,
hoping in that way to change his attitude. This rarelyworks, because the fault does not lie in the school butin the child and his relationship with his parents.
Under- and Overachievement It is commonly as-sumed that interest is primarily responsible for thequality of work the child does in school. This meansthat an interested pupil will do not only better workthan his less interested classmates but also betterwork than one would normally expect from a child ofhis abilities. It is also widely assumed that when a childworks below what one would normally expect, thecause is lack of interest. The teacher is often blamedfor not stimulating the child's interest, and the childhimself is frequently scolded or punished by parentsand teachers because he is 'lazy."
Meaning of Underachiever and Overachiever.   Anunderachiever is a student whose academic work falls
Figure 16-3. How boys and girls rank achievement in differentareas of school work and extracurricular activities. (Adaptedfrom A. H. Stein and J. Smithhells, Age and sex differences inchildren's sex-role standards about achievement, Develpm.Psychol.. 1969, 1,252-259. Used by permission.)
Masculine ranks
Reat

        
        [image: Picture #160]
        

        Athletics
Spell, and Math.
Arith.

        

        [image: Picture #161]
        

        Soc. Studies
12
Grade
Feminine ranks
Read

        
        [image: Picture #162]
        

        Soi^. Studies
Spell, and Math

        
        [image: Picture #163]
        

        Athletics
423
below his assessed ability as measured by a standardtest of intelligence. Such a student may be consideredan ■■intellectual delinquent." There are two kindsof underachievers: the long-term underachiever.who shows over a period of time that he is workingbelow his capacity, and Vne situational underachiever.who works below capacity because of some trau-matic experience, such as a transferto another school,a death in the family, or some other emotion-pro-ducing experience. The situational underachievermay become a long-term underachiever. or hisunderachievement may last only until he adjuststo the situation which has given rise to his under-achievement. Some students are general under-achievers, working below their capacities in all schoolsubjects: others are specific underachievers. workingbelow their capacities in certain subjects only.An   overachiever   is   a   student   whose   academic
achievement is above his tested ability: He does betterwork than one would expect. The child may be a long-term overachiever. or his overachievement may de-velop as a result of some traumatic experience, suchas threat of failure. Like underachievement, over-achievement may be general or specific. There isevidence that there are more underachievers thanoverachievers at all educational levels (31. 56, 63. 90).Causes of Underachievement and Overachievement.Underachievement and overachievement are symbolicof a variety of basic personal and social problems.Very rarely are they the result of poor teaching or lackof educational opportunity alone. Rather, the causeusually lies within the child himself. Furthermore, theenvironments of the home and school, per se, are notdirectly to blame, though they are. indirectly, at thebasis of the trouble because they promote emotionaland personality problems which lead to hostility. The
Figure 16-4. The onset of underachievement in boys and girls.'Adapted from M. C. Shaw and J. T. McCuen, The onset ofacademic underachievement in bright children, J. educ.Psychol., 1960, 51, 103-105. Used by permission.)
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        child may direct inis hostile attitude toward school andtoward those who are in charge of his education (40.58, 90). Figure 16-4 shows how underachievement isoften related to age.
The emotional and personality problems that leadto dislike for school usually begin at home, thoughthey are often fostered by the school. If the childcomes from an authoritarian home where pressuresare placed on him to achieve success in school, if hehas been so overprotected at home that he feels in-adequate to cope with the school situation, or if hisparents' attitudes are negative or indifferent towardeducation, he is likely to develop an unfavorableattitude toward school. Should his homelife be dis-turbed by parental quarrels and strife or be broken bydeath or divorce, or should he feel rejected by one orboth parents, he will develop a hostility which willaffect his outlook on life and be projected to theschool situation.
If academic success is highly valued by parents, byteachers, or by the peer group, the child who feelsinadequate or who is hostile because he has not won
Box 16-8
FACTORS RESPONSIBLE FOR VARIATIONS IN ACHIEVEMENT
Sex
In general, boys tend to underachieve and girls to over-achieve. Girls are more anxious to conform to adultexpectations and less rebellious than boys. Also, aca-demic achievement has more prestige for girls than forboys.
Intelligence
Underachievement is most common among very brightchildren, while overachievement occurs most frequentlyamong those of average or below-average ability.
Socioeconomic Status
Middle-class parents value education as a stepping-stoneto future success, and so they pressure their children toget good grades. This attitude encourages overachieve-ment. Lower-class parents often see little value in educa-tion and do not encourage their children to work up tocapacity. Such an attitude fosters underachievement.Upper-class parents sometimes encourage under-achievement in their children because they do not feelthat high grades are essential for vocational or socialsuccess.
acceptance may become an overachiever. He acceptsthe values of those whose approval he craves and triesto gain a secure status by his accomplishments. Thus,it is apparent that underachievement and overachieve-ment stem from much the same cause, a feeling of in-security and inadequacy accompanied by hostility. Theyare relatively uninfluenced by interest in schoolworkor in the school as an institution. Box 16-8 lists someof the factors responsible for variations in achieve-ment.
Effects of Under- and Overachievement. For neitherunder- nor overachievers is school a happy, relaxed,ego-satisfying experience. It is. instead, accompaniedby anxiety and feelings of guilt or shame. The over-achiever may win parental and teacher approval, butthis is overshadowed by a constant fear of failure; byan anxiety that is ever present, though especiallystrong at the time of tests and examinations: and bythe feelings of inadequacy that come from the child'srecognition of his intellectual limitations. The over-achiever feels guilty if he takes time out to enjoy him-self. He feels that he must drive himself to study, whilehis less anxious classmates play.
Overachievers are usually the least popular mem-bers of a class, not only because of their high marksbut also because achievement of high marks is pos-sible only when the child develops a powerful drive tosucceed. This often makes him nervous, tense, anx-ious, and highly sensitive to social approval and dis-approval—characteristics that militate against peeracceptance. Furthermore, to achieve success, theoverachiever must be highly competitive, often play-ing up to the teacher to win favor or refusing to help aclassmate with a school assignment.
When the underachiever knows he is working belowhis potential, he feels guilty and ashamed. His parentsand teachers are constantly prodding or punishinghim for not doing what he is capable of. and he ismade to feel that he is a "slacker. He inevitably de-velops a dislike for school and everything connectedwith it. These unfavorable attitudes not only militateagainst the child's desire to study but also lead toapathy—an "I don't care " attitude—which results inhis withdrawal from competition with students whoare more eager to achieve academic success. One ofthe effects of this withdrawal from academic competi-tion is withdrawal from the social group. Many under-achievers become unsociable and self-sufficient,developing into voluntary isolates.
Underachievers are also a morale problem " forschools. Children who dislike school usually verbalize
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their dislil<e to their classmates. Their highly emo-tional attacks on the school, the teachers, and theirstudies can strongly affect their classmates' morale.
Interest in Vocation
The child's interest in a vocation develops early be-cause his attention is focused on the future by peopleasking him what he is going to do when he grows up.As he reads books, sees movies and television shows,looks at the comics, and hears people talk about theirjobs, he develops an interest in what his future willbe like.
Environmental pressures may compel a child tomake a decision about his vocation, but he maychange it radically later. The choice is greatly in-fluenced by the child's mental development and otherinterests at the time. Studies of the pattern of voca-tional choice have shown that the pattern is predict-able and is followed by the majority of children (36,83, 132). This pattern is shown in Box 16-9.
The major part of childhood is spent in the "fantasy-choice " period, and the attitudes the child will havetoward different kinds of work and the interest he willhave in them are determined during this period. Theseattitudes, based on fantasy, are often unrealistic. Thesatisfaction they provide for the child, however, maymake it very difficult to change his interest from achosen vocation for which he is unfitted to one forwhich he is fitted.
FACTORS INFLUENCING VOCATIONAL CHOICE
The young child's vocational choice is usually basedon a whim. The child knows little about what differentvocations entail in the way of work, prestige, compen-sation, and other factors that are important to anadolescent or adult, and he understands very littleabout his own interests and abilities. So when he ispressed to answer the question, "What are you goingto do when you grow up?" he bases his answer onwhat IS important to him at that time. (See Figure 16-5.)Under such conditions, it is not surprising that hisvocational choice changes when his interests changeand that he may make dozens of choices within a year.The older child's vocational choice is far more likelyto be based on an interest that will persist until hisphysical and mental development progresses enoughto permit a more realistic assessment. Many factorsinfluence the child's interest in a particular vocation.The most important are discussed below.
Parental Wishes. The young child usually acceptshis parents' plans for his future. The influence of theparents is twofold: First, they emphasize jobs theythink desirable, and second, they advise the child toavoid certain kinds of work. If the father dislikes hiswork, for example or if his job has little prestige, henot only discourages the child from entering his fieldbut often projects his own thwarted aspirations ontohis child and encourages him to enter a field withgreater prestige. As a result of these parental attitudes,the range of vocational choice may be greatly limitedfor the child, and he may develop negative attitudestoward the kind of work for which he is best suited.
Prestige Value of Occupation. Knowing that cer-tain occupations carry prestige, the child is encour-aged to aspire to these occupations—to the "right"jobs—regardless of his interest or ability. Parents whoconsider social status and prestige more importantthan interest often support the child in his aspirations,making personal sacrifices to enable him to get thenecessary education and steering him away frommenial or blue-collar jobs.
Admired People. Important as parents are in deter-mining what vocational interests and aspirations will
Box 16-9
PATTERN OF VOCATIONAL CHOICE
Period of Fantasy Choices
This period lasts up to the age of 11 or 12 years. Voca-tional aspirations are indiscriminate and unreal. Thechild is not governed by such vocational realities asability, training, temperament, or job availability, but byhis interests at that time.
Period of Tentative Choices
During this period, which lasts from the age of 11 or 12 tothe end of high school, vocational preferences are based,first, on likes and dislikes or interests, then on aptitudesand capacities, and still later on personal values andideals.
Period of Realistic ChoicesThis period begins after the age of 17 and extends toretirement. The individual takes into consideration oc-cupational opportunities, prestige, compensation, andother realities in addition to personal likes or dislikes andwishes.
be. the child is also greatly influenced by anyone headmires—a teacher, a relative, a neighbor, or a pop-ular hero from the military, sports, or entertainmentworld. A child who belongs to a gang wants to do whathis friends want to do: a child who hero-worships anolder sibling wants to do what the sibling does.
Abilities and Interests. The child s physical andintellectual abilities, his personality, and his interestsall play some role in determining his vocationalchoice. If the child has a strong interest in someschool subject or in an outside activity, such assports, he will want to incorporate this interest intothe choice of his adult vocation. Children with highIQ scores usually choose the higher occupations orprofessions, while those with lower intellectual ratingsare more likely to choose trades, skilled labor, andclerical work.
The child s personality is just as important as hisintelligence in determining his vocational interest.Unadventuresome children, it has been found, want
"safe jobs." while those who are more aggressive anddaring want 'exciting jobs" (22).
Sex Appropriateness. At an early age. childrendiscover that certain lines of work are consideredappropriate for men and others for women. Boys rarelyaspire to "feminine" vocations: not only do they wantto go into the traditional masculine fields, but theyput great stress on a "good job." For them, workmeans not just an income but a chance for upwardmobility.
Since girls accept the culturally approved attitudetoward working, they generally choose vocationsrequiring little preparation beyond high school orcollege. Furthermore, since they want their briefworking careers to be pleasant, they choose occupa-tions that provide easy hours, an opportunity for com-panionship, and security from job loss.
Desire for Independence- Each year the child be-comes more frustrated by adult restrictions and moreanxious for independence. His resentments against
Figure 16-5. The child's vocational choice is based on what isimportant to him at that time. (Adapted from Charles Schulz,United Feature Syndicate, Inc., 1970. Used by permission.)
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adult domination nnake him want to "do as he pleases"and not be "bossed." Under such conditions, the de-sire for independence plays an important role in hisvocational thinking.
Cultural Stereotypes. In the development of voca-tional interests, many children are influenced bycultural stereotypes. The unfavorable stereotype of theteacher, for example, makes many girls decide againsta career in teaching. Similarly, the stereotype of ascientist as an "unsocial" person causes many boysand girls to steer av^^ay from a career in the sciences.even though their interests and abilities may fit themadmirably for such a career.
Personal Experiences. Because of our strict childlabor laws, few children in the American culture havean opportunity for firsthand experience with thevocational world. However, as childhood draws to aclose, some get experience in after-school, weekend,or vacation jobs as newspaper boys, delivery boys forneighborhood grocery stores, or baby-sitters.
Their firsthand experience may come from closepersonal contacts with a person in a particular field.A study of children's concepts of doctors, conceptsbased on visits to doctors' offices or on home calls.has reported that these concepts vary greatly, depend-ing on the kind of experience the children had.When a child's concept is favorable, there is a fargreater chance of interest in medicine as a futurecareer than when his concept of doctors is unfavor-able (125).
IMPORTANCE OF VOCATIONAL CHOICE
Emphasis on the future is likely to force a vocationaldecision on a child before he is able to make a wisechoice. Early choice also puts a ceiling on the individ-ual's aspirations and limits the range of his interests.
Making a vocational choice that is out of line withone's capacities is equally damaging. The childwho aspires beyond his capacities later feels frus-trated when he cannot reach the goal he set forhimself. He also feels guilty when he realizes thathis parents' sacrifices will not be repaid by his voca-tional success. Furthermore, the chances are thathe will never be really satisfied with the kind of workhe is able to do: he will always remember that he orhis parents aspired to something more prestigious.
Going into a job that is below one s capacity isalso unsatisfying. The bright child may be forced intosuch a vocational choice by peer pressure. If his less-bright friends put high value on getting a job as soonas they complete high school, he may decide to go to
work instead of going to college. The temporarysatisfaction he derives from earning money—andgaining independence—will soon be overshadowedby the realization that the only work he can do with hislimited education bores him. Popular children aremost in danger of making this mistake; to retain theirpopularity, they must do what everyone else does.
One of the most serious aspects of early vocationalchoice is the strong positive attitudes children developtoward certain kinds of work and the equally strongnegative attitudes they develop toward others. If thechild constantly hears his father complain about hiswork and if he is warned against it and told the advan-tages of other lines, he will develop such strong likesand dislikes that his decisions about his own futurewill be too biased to guide him into the type of work heis capable of doing.
IMPORTANCE OF EARLY VOCATIONAL INQUIRY
With the very large number of choices for a careeravailable to Americans today—a number estimated at21.741 by the 1970 edition of Dictionary of Occupa-tional Titles—\t has become a recognized practice inboth public and private junior and senior high schoolsto give students vocational guidance. Until veryrecently, however, little thought was given to the needfor vocational counseling at the elementary schoollevel. It was felt that, since children are requiredby law to remain in school for several years beyond theelementary level, they could easily receive their voca-tional guidance in junior or senior high school or evenin college.
Gradually, educators have recognized that voca-tional attitudes are formed long before children reachthe age when guidance is customarily given. It is alsoknown that these attitudes tend to persist and to leadto wrong individual choices. It has now become ap-parent that one way to prevent vocational misfits andto forestall vocational turnover, which is costly to allconcerned, is to introduce some form of vocationalguidance earlier in the child's school career.
While this is, at the present time, far from a univer-sal trend and is still in the experimental stage, a be-ginning has been made. This approach is a radicaldeparture from tradition, and the kind of vocationalguidance given is quite unlike that provided at thehigh school or college level. Instead of advising stu-dents about the lines of work for which their abilitiesand temperaments are best suited and then advisingthem how to go about preparing for a career, guidanceat the elementary school level is "vocational inquiry."
The purpose of vocational inquiry is to acquaintchildren with the different kinds of work available andwhat each kind requires in the way of ability, training,and temperament. Whenever possible, children aregiven direct exposure to the world of work throughvisits to places where people are on the job.
As it is impossible, at any age level, to acquaintpeople with all the kinds of work available and the re-quirements for successful achievement in them, thetrend at the elementary school level is to acquaintchildren with certain "job families." The aim is to givechildren a general idea of many lines of work and ofthe abilities needed to carry them out successfully.When the child is introduced to jobs in the "com-munity family" of vocations, for example, he is giveninformation about the roles played by those whosejob is to feed people (milkman and grocer), to protectpeople (fireman and policeman), to provide trans-portation (bus or cab driver), and to provide com-munication (postman and newspaper printer) (6).
Time will be needed to determine whether voca-tional inquiry is the best approach to vocationalguidance. Its success or failure can be determinedonly by long-range study of the attitudes childrendevelop toward different vocations, their willingnessto enter vocations suited to their abilities, and thesatisfaction they derive from their vocational choice.
Highlights of Chapter 16
1. Interests and whims are alike in that both arelearned motives that drive a person to act. They differin that interests are persistent, while whims are tem-porary.
2. It is possible to discover what a child's interestsare by observing his activities and by studying hisquestions, what he talks about, what he reads anddraws, and what his wishes are.
3. Interests are developed in many ways, but mostcommonly by trial-and-error, identification, andguided learning.
4. Children's interests parallel their physical andmental development, they depend on readiness andopportunities to learn, they are affected by environ-mental and personal limitations and by culturalinfluences, and they are emotionally weighted andegocentric in nature.
5. Children's interests in the human body are con-centrated mainly on how it functions and how maleand female bodies differ.
6. Interest in appearance in childhood is low exceptfor interest in looking sex appropriate.
7. Interest in clothes develops because clothessatisfy children's needs for autonomy, attention,individuality, and identification with the peer group,the desire to appear older, and the desire to camou-flage features that make one different and conspic-uous.
8. Both lack of interest and obsessive interest inclothes are indicative of poor personal and socialadjustment.
9. The child's interest in his name, his nickname,and his pet name is markedly influenced by socialreactions to them.
10. Status symbols, especially material possessions,are of interest to the child because they help to en-hance his acceptance in the peer group.
11. Early childhood interest in religion is concen-trated on religious practices, while interest in latechildhood is concentrated on religious beliefs basedon concepts developed in the child's early religiousexperiences.
12. Children's interest in sex, which reaches a peakduring puberty, is shown by questions about sex,exploration of the sex organs, homosexual play, andmasturbation.
13. Attitudes toward sex, formed as a result of theway childish curiosity about sex is satisfied, deter-mines whether the child s interest in sex will behealthy or unhealthy.
14. Interest in school, which normally decreases aschildhood progresses, is markedly influenced by earlyschool experiences; parental, sibling, and peer at-titudes: peer acceptance: degree of academic suc-cess: attitudes toward work: teacher-pupil relation-ships: the emotional climate of the school: and thesex appropriateness of school subjects.
15. Lack of interest in school often leads to truancy,school phobia, and underachievement.
16. Vocational choice in childhood often results inattitudes that lead to poor vocational adjustment inadult life.
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CHAPTER SEVENTEEN Family RelatioHships
PAUL MICHAEL—SCULPTURE BY HENRY MOORE
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        FOR MANY YEARS, psychoanalysts have stressedthe importance of early family experiences onthe child's behavior and attitudes. According toFreud, for example, neuropathic parents who over-protect the child and smother him in affection aw^al<enin him "a disposition for neurotic diseases" (53).Flijgel pointed out that too severe or too careful par-ents make the child rebellious, not only tow/ard hisparents, but toward all adult authority (49), The em-phasis on "momism" since the mid-1940s has stressedthe psychological damage caused by maternal dom-inance and overprotection.
More recently, studies of maternal deprivation—w^here the babies v^ere separated from their mothersand institutionalized—have revealed how important arole early family relationships play in the child's devel-opment. While some of the detrimental effects ofmaternal deprivation may be counteracted if a satis-factory mother substitute is provided, even this partialsolution is often not possible, principally because asatisfactory substitute is not always available.
The home—the child's first environment—sets thepattern for his attitudes toward people, things, andlife in general. Furthermore, the child identifies withthe family members he loves, imitates their behavior,and learns to adjust to life as they adjust. While thepattern established in the home is modified as thechild grows older, it is never completely eradicated.
Changes in the American FamilyPattern
The dynamics of the American culture have broughtabout many changes in patterns of family living andhave fundamentally affected the status of women andthe relationships between men and women, husbandsand wives, and parents and children. Of the manychanges that have occurred since the turn of the cen-tury, those which have had the greatest impact onchild development are given in Box 17-1.
REASONS FOR CHANGE
IN THE AMERICAN FAMILY PATTERN
The change in the American family pattern may betraced to a number of causes. First, as the nation hasgradually shifted from a rural to an urban economy,the family has been changed from a closely knit, inter-dependent unit to a loosely knit unit. Second, with therapid shift from small to large business, the mobilityof workers has broken or weakened family ties. Third,
as the number of people from different countries hasgrown, the different cultural influences have produceda variety of patterns of family life, not a typically Ameri-can pattern. Fourth, a new philosophy regarding thechild's status in the family has resulted in child-centered families as compared with adult-centeredfamilies of past generations. Fifth, a swing from auth-oritarian to more permissive child training and fromadult control of the child's behavior has placed moreresponsibility for control on the child himself.
EFFECTS OF CHANGES ON FAMILY RELATIONSHIPS
Changes in the pattern of family living inevitably bringchanges in the relationships of different family mem-bers. The rapid rate of change in America means thattoday's children have many experiences which their
Box 17-1
CHANGES IN THE AMERICAN FAMILY PATTERN
Families are smaller.
Ties with  relatives are weaker and there arefewer contacts with them.
Less work is done in the home.
Children spend more time outside the home.
Recreation has shifted outside the home.
The major family recreation is television watch-ing.
More mothers work outside the home.
Divorce, separation, and remarriage are morecommon.
Child-training methods are more democratic.
Fathers play a greater role in child rearing.
More training of the child is done in the school.
Social and vocational mobility has increased.
The material milieu of the home, in the form offurnishings, has become more important.
Parents are more ambitious for their children'sfutures.
Parents  are  willing  to   make  more  personalsacrifices for their children's education.
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parents never had and are often unable or unwillingto understand. Young parents, as a rule, understandtheir children better than older parents because thesmaller the age gap between parent and child, the lesschange there will have been in cultural values andpatterns of living.
Television teaches the child much more about manysubjects than his parents could possibly have knownat his age. The child learns, for example, how otherpeople live, and this often makes him critical of hisparents and the pattern of life in his own home. Thechild whose parents are foreign-born or newly ur-banized encounters more difficulties in this respectthan one whose parents feel at home in their presentenvironment.
Child-training methods in America have undergonean almost revolutionary change in the last fifty years,and parents are often confused about the proper wayto bring up children. This is in direct contrast to manyother cultures, in which family life follows a traditionalpattern, with a set, rigid program for child training.
It is also in direct contrast to the continuous patternsof child training in cultures which prepare the childfor his adult roles by starting with simple learningexperiences and progressing to more complex learn-ing experiences of a similar nature as the child growsolder. The child brought up by continuous training hasfew conflicts; he gains a sense of security and feelsrelatively little tension in family relationships. Con-tinuities in training also give parents greater securityin their parental role.
Our training of the child is characterized by dis-continuities in the sense that the training in childhoodhas little or no relationship to the pattern of life inadulthood. This kind of training adds to the difficultiesthe child encounters in his adjustments and increasestension in the family.
That many American parents feel inadequate fortheir role is apparent in the frequency with which theyseek advice from relatives, friends, or child-guidanceexperts. When parents feel inadequate, the tensionsthey build up are reflected in the parent-child relation-ship. Conflicts between parents about the best way totrain the child increase family friction and add to thefeeling of inadequacy the mother has about her role.
the family still is, as Clark and Van Sommers havepointed out. the "most significant part of the child'ssocial network" (32). The home is a haven for thechild. Bossard and Boll (19) have emphasized whatthe home means to the child:
Home is the place the child comes back to, with hisexperiences. It is the lair to which he retreats to lick hiswounds: the stage to which he returns to parade theglory of his achievements: the refuge he finds in whichto brood over his ill treatment, real or fancied. Home, inother words, is the place to which one brings the every-day run of social experience, to sift, to evaluate, to ap-praise, to understand, or to be twisted, to fester, to bemagnified, or ignored, as the case may be.
Not all members of the family exert equal influenceon the child. How much influence a family memberwill have depends largely upon the emotional relation-ship between him and the child. Since the motherspends more time with the child than the father andshows her affection for the child more openly, sheexerts a greater influence than the father. Ever thoughthe father has less influence than the mother, hisinfluence is still great. An autocratic father can causemaladjustive development in the child as readily as apermissive father whose discipline is ineffectual.
In sibling relationships, a child is influenced more byan older sibling of his own sex than by one of the op-posite sex because he tends to identify with a memberof his own sex.
When grandparents or other relatives live in thehome, their influence on the child is far greater thanwhen they see him only occasionally. The influencethey exert will also be determined by the closeness ofthe emotional relationship between them and thechild.
How the child will react to home influences and howhis relationships with different family members willaffect him will depend to a large extent upon the childhimself—li'/za^ kind of individual he is. The quiet childwill react differently from the aggressive child: theintrovert will react differently from the extrovert.Furthermore, the influence of family relationshipsvaries according to the child's age; the younger thechild, the more influence the family has.
Influence of Family Relationshipson Children
In spite of the radical changes that have taken place inthe pattern of American family life in recent decades,
Deterioration in Family Relationships
Relationships  with   people  rarely  remain  static:  aspeople change, their relationships with one another
also change. Family relationships tend to change forthe worse. This deterioration generally begins duringthe latter part of the child's first year of life and isreadily apparent early in the second year. It is shownby a decrease in parental warmth toward the child andan increase in restrictiveness and punitiveness.
While relationships among family members mayimprove somewhat when the child first goes to school—whether it is nursery school, kindergarten, or thefirst grade—they usually do not. Adjusting to school isalways accompanied by emotional tension, and thisis expressed in an increase in the number of behaviorproblems or in the intensity and frequency of thosewhich already exist.
As the child spends more and more time with peopleoutside the home, new interests and values give riseto increasing friction with family members. In theclosing years of childhood, family relationshipssteadily deteriorate, reaching a low point as pubertychanges occur, and friction becomes the dominantaspect of the relationship pattern.
CAUSES OF DETERIORATION
Deterioration in family relationships is caused byconditions which, to some extent, are controllable. Aspeople change, there must be an adjustment in theirrelationships, or deterioration will set in. Since chil-dren change more than parents, most of the adjust-ment must be made by parents. When growth anddevelopment are most rapid, parental adjustments tothe child and his changed needs are especially impor-tant if harmonious relationships are to exist.
Deterioration may occur in any family relationship.not only that between parent and child. In each rela-tionship the cause or causes of deterioration arepredictable.
Parent-Child Relationships. Many parents fail to rec-ognize how rapidly the child outgrows his infantiledependency. Even if they do recognize it, somemothers, for selfish reasons, refuse to adjust to it andthus thwart the child's natural strivings. Whenever astrong need is thwarted—and independence is one ofthe strongest needs of childhood—it will lead to fric-tion. In commenting on the failure of many parents torecognize and adjust to the changed needs of theirchildren, Bowerman and Kinch (21) have stated:
until there is some force operating, such as a statuschange imposed on the relationship which modifiesour perception of the other and the way in which weshall react to them. We would expect, for this reason,that parents tend to hold the same demands andexpectations of their children until a change in ex-ternal circumstances forces them to look at their childrenfrom a new perspective. These changes are increasein growth and puberty changes and starting highschool or junior high school.
When children no longer need to depend so muchon their parents and are no longer as demonstrativein their affection, consideration, and respect, theyoften treat their parents in such a way that the parentsfeel rejected. Even when children are less criticaland rebellious than is typical in the American cultureof today, their changed behavior cannot fail to con-tribute to a deterioration in parent-child relation-ships.
Husband-Wife Relationships. The type of relationshipthat develops between husband and wife after thearrival of children becomes a very important factorin determining what the relationships with differentfamily members will be. When both husband and wifeare pleased with their parental roles, there will bean emotional warmth that will include the childrenas well as their parents. Should either or both parents,on the other hand, become disenchanted with theparental role, because of radical changes in theirlives which they had not anticipated, there will even-tually be husband-wife friction: the disenchantedparent will become highly critical of the other parentand of the children. When both husband and wifeare disenchanted with the parental role, the frictionalrelationship will be intensified, resulting in a furtherdeterioration in family relationships.
Changes in the Family Pattern. Whenever there isa change in the accustomed pattern of family life,adjustments must be made by all family members.Otherwise, the homeostasis of the family will beupset, and trouble will ensue. The arrival of a newbaby in the home usually upsets every member ofthe family. Similarly, the arrival of an elderly rel-ative as a permanent member of the householdis always upsetting.
There would appear to be something like a law ofperseveration in human relations, according to whichwe tend to react to another person in the same manner
Sibling Relationships. Deterioration in family re-lationships often spreads to sibling relationships.The older sister who regarded  her younger sibling
as an "adorable doll" when he was a baby later comesto consider him a "brat" when she is expected tobe his unpaid baby-sitter. Similarly, the youngersibling who formerly regarded an older sibling asan idol finds that the idol loses its glamour whenthe older sibling treats him as a nuisance and refusesto play with him.
Relationships with Relatives. As children grow older,their relationships with their relatives, especiallytheir grandparents, usually change. The dotinggrandmother who "spoiled" the child when he wasa baby may turn into a strict disciplinarian, and thegrandfather, who beamed with pride at the sightof his new grandson, may now terrify the young childby his scowls, his threats of a spanking, or his talesabout what happens to naughty children after theydie.
EFFECTS OF DETERIORATIONIN FAMILY RELATIONSHIPS
Changes in family relationships sometimes resultin more harmony. Unfortunately, this is the exceptionrather than the rule. Once poor relationships areestablished, they tend to persist and grow worse,partly because people develop the habit of reactingto one another in a particular way and partly because
Figure 17-1. The "vicious cycle" of parent-childrelationships. (Adapted from D. Hallowitz andB. Stulberg, The vicious cycle of parent-child relationshipbreakdown, Soc. Casewk., 1959, 40, 268-275. Usedby permission.)
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there is less and less communication between themand thus less understanding.
Studies of the way mothers treat their childrenreveal that treatment during infancy is significantlyrelated to later treatment. Changes usually occurin quantity of treatment rather than in quality; in-dulgent parents tend to become more indulgent,and rejective parents more rejective. Consequently,small frictions in early childhood are likely to becomemajor disruptions in late childhood (22, 105, 121).
If a child misinterprets parental behavior andfeels that his parents reject him or love him less,he will become anxious, insecure, and rebellious.The parents, not understanding what is behind thechild's behavior, feel unappreciated and rejected.In time, they will reject him because of the mutualhostility that is generated. This vicious cycle maybegin at any time, but it is most likely to begin earlyin childhood, when the child finds it difficult tounderstand the behavior of others unless the reasonsfor their behavior are spelled out for him in wordshe can comprehend. Once it begins, it is likely togain momentum. The "vicious cycle" of parent-child relationships is shown in Figure 17-1.
If one of the people involved in a poor relationshipcan change his attitude, the relationship may readilyimprove. This is most likely to occur if there is aperiod of separation to enable all involved to geta better perspective on the problem. Few childrenare away from home and parents long enough togain the therapeutic effect of separation, however;even summer camping is not usually enough to allowparents to change the pattern of their behaviortoward the child.
Influence  of  ParentalFamily Relationships
Attitudes on
Parental attitudes influence the way parents treattheir child, and their treatment influences his attitudetoward them. Fundamentally, therefore, the parent-child relationship is dependent upon the parents'attitudes. As was stressed in Chapter 4, many parentalattitudes are formed before the child is born. Manyare romanticized; they are based on what parentswould like the\r child to be.
Like all attitudes, the attitudes of parents towardtheir children are a product of learning. Many factorshelp to determine what attitudes will be learned.The most important of these are given in Box 17-2.
TYPICAL PARENTAL ATTITUDES
Certain fairly universal parental attitudes in theAmerican culture are the products of tradition, ofparental teachings, and of experiences in living w/ithchildren. While parental attitudes are more liberaltoday than in the past, variations occur in differentsocial and age groups. Young parents, for example,often take their parental responsibilities more lightlythan older parents, partly because they do not ap-preciate them sufficiently, but mainly because theyare preoccupied with adjusting to a nev^^ role—from an ego-centered pattern of living to a family-centered pattern (19, 33). Figure 17-2 shows whata radical change in the pattern of living new parentsmust make.
Studies of parental attitudes reveal how variedthey are and how greatly they influence parent-childrelationships as well as sibling relationships. Thosediscussed below are the most common and the mostinfluential.
Overprotectiveness. Parental overprotection con-sists in excessive physical contact of the parent andchild, prolongation of infantile care, prevention ofthe development of self-reliance, and excessive pa-rental control. Overprotective parents allow no com-peting interest to interfere with their parental duties;they reduce their other interests to a minimum.
One of the most serious effects of overprotec-tiveness is that it fosters overdependency in thechild. Nervous tendencies, such as excitability, rest-lessness, and lack of concentration, are commonamong overprotected children. Often such childrenare obese and have an immature look. Their charac-teristic personality pattern is manifested by a lowlevel of ego strength, of aspiration, and of frustra-tion tolerance. They show many withdrawing re-actions, lack emotional control, and openly refuseresponsibility. They seem to be afraid to grow up;they have no confidence in their abilities; they areeasily influenced by, and dependent upon, the group;and they are excessively sensitive to criticism.
Permissiveness. The permissive parent acceptsthe child's early ideas and ambitions instead of foistinghis own upon him; he encourages the child to playwith other children; he makes the child feel acceptedand strong; and he shows a tolerance for, and un-derstanding of, the child's weaknesses. Permissive-ness may go too far and result in indulgence.
Permissiveness affects parents as well as children.Permissive  parents  report that  their  lives are dis-
rupted by their children's noisiness, that their privacyis often ignored, and that their attempts to limit orcontrol their children's activities are resisted. Ifpermissiveness is not carried to the extreme ofindulgence, however, it will lead to better parent-child relationships and a healthy family life (19,70,123).
Children from homes which encourage reasonablefreedom have been found to be resourceful, coop-erative, self-reliant, and well adjusted in social sit-uations. They show perseverance and can assumeresponsibilities. If, on the other hand, parents areindulgent, the child has difficulty making socialadjustments. He is selfish, demanding, and tyrannicaland expects constant attention, affection, and serv-ice. He responds to denials of his wishes or to disci-pline with impatience, outbursts of temper, or as-saults.
Rejection. Parental rejection need not necessarilymean overt rejection; it may be characterized eitherby nonchalance and a general atmosphere of un-concern for the child's welfare or by active dominance,excessive demands, and conspicuous hostility. Fre-quently, in rejection, the impression is created thatthe parent is overprotective.
Parental rejection jeopardizes normal securityfeelings,   undermines   the   child's  self-esteem,   and
Box 17-2
FACTORS INFLUENCING PARENTAL ATTITUDES
Cultural values about the best way to treatchildren
Personality adjustment of parent
Satisfaction with parental role
Feeling of adequacy for parental role
Marital   adjustments   and   marital   happiness
Parental satisfaction with sex, number, andcharacteristics of children
Parental willingness to make personal and ec-onomic sacrifices for children
Parents' reason for having a child, whetherto hold together a faltering marriage or toenjoy the child's companionship
induces feelings of helplessness and frustration,which can permanently disable the child in his ad-justment to life. Among young children who feelrejected, enuresis, feeding difficulties, nail-biting,and other nervous mannerisms are common. Aschildren grow older, antisocial behavior is common-aggression: cruelty: lying: stealing: swearing: seekingattention, praise, and unnecessary help; and showingoff (11, 105).
Acceptance. Parental acceptance is characterizedby a keen interest in. and love for, the child. Theaccepting parent not only wants the child—and inmany cases planned for him—but also does notfind child care a trying or difficult job. The acceptingparent insists on the importance of the child in the
Figure 17-2. Adults must make a radical change inthe pattern of living as they go from an ego-centeredchildhood to parenthood. (Adapted from S. Clavan,The family process: A sociological model, FamilyCoordinator. 1968. 17, 312-317. Used by permission.)
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home and develops a warm emotional relationshipwith him.
Parental acceptance is expressed in differentways, depending upon the emotional maturity ofthe parents. Emotionally mature parents aim at thedevelopment of an independent individual and doall they can to achieve this goal. Emotionally im-mature parents, by contrast, are neurotically attachedto their child and try to mold him to suit their ownstandards. The accepted child is generally bettersocialized, cooperative, friendly, loyal, emotionallystable, and cheerful.
Domination. The child who is dominated by oneor both parents is honest, polite, and careful, but heis also likely to be shy, docile, self-conscious, sub-missive, and sensitive. He feels inadequate, inferior,confused, bewildered, and inhibited. He is easilyled and dominated by his family but not by his peers.As he grows older, he is likely to feel cheated, tobe afraid that others will cheat him. and to developa "sucker complex—a constant fear that others willimpose on him or take advantage of him."
Submission to Child. Just the opposite of thedominating parents are the submissive ones, whopermit their children to dominate the home. If pos-sible, the child's every wish is gratified, even againstthe parents' better judgment. The child bosses hisparents and treats them with little or no respect.
When parents permit themselves to be dominatedby the child, he often becomes disobedient andirresponsible. He defies authority and is unmanage-able, aggressive, stubborn, antagonistic, and care-less. At the same time, he is independent and self-confident. Frequently he has an exaggerated opinionof himself and is uninhibited in his boasting.
Favoritism. In spite of the typical claim by a parentthat he 'loves all his children equally," his actionsare not always so convincing to his children. Thechild who perceives that he is the favorite learnsthat he can do and say things that the less favoredsiblings would probably be punished for. The childwho is not the favorite likewise perceives his statusand resents the privileges given to the favorite.The favored child shows a great desire to pleasethe parent, while his siblings become hostile andrebellious.
Certain children are more likely to be parentalfavorites than others. The sex of the child influencesthe pattern of parental behavior from the momentof the child's birth. While mothers in the highersocioeconomic groups are reported to be more warmand  accepting  than  mothers in the lower socioec-
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        onomic groups, all mothers give preferential treat-ment to boys (12).
A child who is bright, who does good work inschool, who is popular, and who is ambitious forfuture achievement is likely to become a parentalfavorite: the more successful the child, the morewilling the parent is to make sacrifices for him, evenif this entails slighting some of the other siblings.At the opposite extreme, children who are handi-capped, either physically or mentally, usually receivemore parental attention and affection, and their sib-lings conclude that they are the "pets."
Parental Ambitions. Often, without taking intoconsideration the child's abilities or interests, over-ambitious parents strive to have the child satisfythwarted ambitions in their own lives. Almost allparents measure their child's achievements againstsome ideal.
When children are young, parental ambitionsusually are concentrated on the child's developmentof autonomous behavior. The more parents expecttheir children to become autonomous and the morethey encourage and train them for this, the moreautonomous they will become. As children growolder, parental ambitions include educational, social,athletic, and. by adulthood, financial and maritalsuccess.
The child is well aware of what his parents expectof him. When he does not live up to their expecta-tions, he feels inadequate and becomes quarrelsome,disobedient, irresponsible, and resentful. As a resultof such attitudes, he frequently does poor work inschool or engages in fantasy and daydreaming.As Rand etal. (112) have pointed out:
Trouble arises when the parental wish becomes self-ish. When the major wish is gratification of the parentalego or a desire to live again one's own life through thechild, parents rob the child of individuality and forcethe development of interests that are not native or dwarfcapacities that should be dominant.
IMPORTANCE OF PARENTAL ATTITUDES
Parental attitudes have a strong impact not onlyon family relationships but also on the attitudes andbehavior of children. Most of those who becomesuccessful as they grow older come from homeswhere parental attitudes toward them were favorableand where a wholesome relationship existed betweenthem and their parents. Such a relationship willproduce happy, friendly children who are appealing
to others, relatively free from anxieties, and con-structive, interdependent members of the group.
Unsuccessful children, by contrast, are usuallythe product of unfavorable parent-child relation-ships. Children who are deprived of attention andaffection from parents are hungry for affection:they are afraid of being left out. Furthermore, theyare overwilling to please and to do things for others.All this is a form of compensation and an attempt tobuy affection at any cost.
Figure 17-3 shows some of the ways in whichparental attitudes influence the child's personality.Parents who are perceived as inhibiting and de-manding, for example, produce impulsive children.Warm, supportive, affective parents produce buoyant,spontaneous, gregarious children: and cold, in-different parents produce gloomy, guilty, seclusive,socially withdrawn children. Most important of allis the degree of parental tolerance toward the childand his behavior. The more tolerant the parent, thegreater the child's ego strength.
Figure 17-3. Relationship between perceived parentalbehavior and the child's personality. (Adapted fromP. E. Slater, Parental behavior and the personality ofthe child, J. genet. Psychol., 1962, 101, 53-68.Used by permission.)
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Influence of Child-training Methodson Family Relationships
Whether parents use authoritarian, permissive,or democratic child-training methods will dependpartly on their own upbringing and partly on whatthey have found, from personal experience or theexperience of their friends, will produce the resultsthey desire in their own children. This subject wasdiscussed in detail in Chapter 15.
The parent-child relationship is also greatly influ-enced by the way children perceive the training theyreceive and the interpretation they place on theparents' motivation for punishment. The more au-thoritarian the child training, the more resentful thechild and the more likely he is to be defiant andwillfully disobedient. Defiant behavior contributesheavily to the characteristic deterioration of parent-child relationships as the child grows older.
If children feel that their parents do not agree onthe proper method of training or disciplining, theybegin to lose respect for their parents. If the motheris blamed by the father for not bringing up the chil-dren properly, children have less respect for themother, but may also resent the father's criticism ofthe mother.
Although sibling relationships are often strained,siblings generally rally to the defense of a siblingwho they feel has been unfairly treated, and theyput up a united front against the offending parent.This, too, threatens good family relationships.
Influence of Family Sizeon Family Relationships
The family may be of any size, ranging from husbandand wife to any number of relatives. The nuclearfamily—composed of husband and wife and theirchildren—has fewer members than the elongatedfamily—composed of the nuclear family plus rel-atives.
The typical American family of today, especiallyin urban and suburban areas, is the nuclear family.It is assumed that this l<ind of family unit is betterfor the child's development and that nuclear familyrelationships are healthier than those of elongatedfamilies. It is also assumed that family relationshipsare better in small families than in large families.To determine the validity of these assumptions,one must examine the effects of different familysizes and compositions on family relationshipsand the reasons for these influences.
WHY FAMILY SIZE INFLUENCES FAMILY RELATIONSHIPS
Family size, per se, is not responsible for the kindsof relationships that develop among family members.Instead, they depend upon a number of factors,four of which are especially important.
First, the number of interactional systems in afamily must be considered. To determine how manyinteractional systems there will be in a given family,Bossard and Boll (19) have suggested the formula:
Figure 17-4. Family relationships in different-sized families.Note that the number of interactional systems in the familyincreases with the addition of each new family member. In theone-child family, for example, there are only three interactionalsystems, whereas in the three<hild family there are ten suchsystems.
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        in this formula. X is the number of interpersonalrelationships and Y is the number of persons inthe family.
A specific example will serve to show how muchmore complex the interactional systems becomewith the arrival of each new family member. At first.there are two family members, husband and wife.There is 1 interactional system. With the arrivalof the first baby, there are 3 interactional systems.When a new sibling arrives, there will be 6. Then,if there is another baby, making three children,there will be 10. Should the grandmother come tolive with the family, the number of interactionalsystems will jump to 15. This is shown in Figure 17-4.
Each family member has his own interests, needs,and aspirations, and so each makes different demandson every other family member. This often causesfriction and leads to an unhealthy emotional cli-mate. When the mother's demands on the child aredifferent from those of the father, for example, orwhen mother and father use conflicting disciplinarytechniques, the child is at a loss to know whichparent he should obey or give his allegiance to.If he obeys one parent, there is likely to be frictionwith the other and friction between the parents.
The larger the family, the greater the number ofinteractional systems and. normally, the greater thefriction in the home. However, friction is often coun-teracted by the authoritarian discipline of the parents.To avoid the unhealthy home climate that frictiongives rise to and to enable each family member to livein harmony with other family members, parents of largefamilies more often use authoritarian child-trainingmethods than do parents of smaller ones (19, 32).
Second, the composition of the family affects therelationships. When the family is composed of morefemale than male members, as is likely to be true inelongated families, friction tends to be greater. Fe-males are in the home more than males and. as aresult, have closer and more continuous relationshipswith one another—a condition that leads to friction.
Every family is composed of individuals of differentages, and each member will have interests related tohis own developmental level. The wider the age rangethe greater the difference in interests and values, andthe greater the possibility of friction. This is especiallynoted in families which include grandparents oroverage parents.
In many families, relatives, roomers, or domestichelp become a temporary or permanent part of thefamily group. Their effect on family relationships willdepend on whether their presence is temporary orpermanent and on what their relationship with thechild is. A grandmother who visits the home infre-quently is less likely to cause a frictionai relationshipwithin the family than is the grandmother who lives inthe home.
Third, family relationships are affected by parentalattitudes toward family size. Parents who want a largefamily and have such a family will create a favorableemotional climate in the home because they are happyin their parental roles and willing to make the personaland financial sacrifices demanded by a large family.When, on the other hand, parents wanted a smallfamily, but have a large one, their attitudes toward alltheir children will tend to be unhealthy. They willresent having to make sacrifices in time, effort, andmoney, and they will often blame each other for thelarger-than-hoped-for family. Their resentment willlead to poor marital relationships and have unfavor-able effects on family relationships.
Fourth, the spacing of the arrival of children affectsfamily relationships, depending on how it coincideswith parental desires. Parents may want to have chil-dren close together, for example, so that the inter-ruption in the mother's career will be shortened or sothat the children will be companionable. If the arrivalof children coincides with these desires, parents'attitudes will be favorable.
The financial aspect of the spacing problem isespecially important. Freedman and Coombs (52) havewritten:
[Parents] who have their children very quickly aftermarriage find themselves under great economic pres-sure, particularly if they married at an early age. Op-portunities for education or decisions involving presentsacrifices for future gains are difficult. They are lessable than others to accumulate the goods and assetsregarded as desirable by young couples in our society.They are more likely than others to become discouragedat an early point and to lose interest more quickly thanothers in the competition for economic success.
INFLUENCE OF DIFFERENT-SIZED FAMILIES ONFAMILY RELATIONSHIPS
It is customary among sociologists and psychologiststo divide families into four general categories: the
one-child family, the small family, the medium-sizedfamily, and the large family.
In the one-child family, the nuclear family consists ofone child in addition to the two parents. This kind offamily is more likely to become elongated by the addi-tion of boarders or relatives living under the same roofthan are families with several children where extraspace is less readily available.
The small family is one in which there are two orthree children: the medium-sized family has three,four, or five children; and the large family has six ormore children. In medium-sized families with three orfour children, the pattern approximates that of thesmall family: when there are five children, it moreclosely approximates the large family in its effects onfamily relationships. Small, medium-sized, and largefamilies are more likely to be nuclear than elongatedbecause of the lack of space and money to take care ofoutsiders.
Each family category is. of necessity, subject todifferent influences and these will result in differenthome climates and different kinds of family relation-ships. Box 17-3 lists the major factors that influencerelationships in each size of family (9. 31. 69. 94. 99.100.140).
A careful study of the factors that influence familyrelationships in each family category will reveal thateach has some conditions that are likely to lead togood relationships as well as some that are likely tolead to poor relationships. Therefore, it is impossibleto say which category is the best from the point ofview of the effect it has on family relationships; nor isit possible to rank the categories in order of merit.However, it is generally agreed by sociologists whohave made extensive studies of the effects of familysize that, all things considered, the medium-sizedfamily—especially that with three or four children—isprobably the best from the point of view of healthyfamily relationships, while the large family \sprobablythe worst.
Influence of Sibling Relationshipson Family Relationships
It is common for only children to decide that whenthey grow up and become parents they will have alarge family. Similarly, children who grow up in alarge family often try to limit their own families to oneor two children.
People discover from their own childhood ex-periences that sibling disharmony often plays havoc
with family relationships. This, of course, is not neces-sary if parents are in control of the family environ-ment and are able to anticipate trouble and keepfriction to a minimum and satisfaction to a maximum.To understand the deterioration that occurs infamily relationships as childhood progresses, onemust closely examine one of the most important rea-sons for that deterioration, namely, poor siblingrelationships.
ORDINAL POSITION
In all except one-child families, each child is assigneda role according to the order of his birth and is ex-pected to carry it out. The firstborn girl, for example,becomes mother's helper" and is regarded as the"dependable one' by the other family members. Thefirstborn boy is generally expected to help his fatherwith the masculine tasks of the household: shouldanything happen to the father, he is expected to be-come the father surrogate, playing the role the fatherplayed even to the extent of sacrificing his educationto go to work to support the family.
If the child likes the role assigned him. all will bewell. The very fact that the role is assigned and notvoluntarily selected, however, is likely to lead to fric-tion. The oldest daughter may bitterly resent her roleas "mother's helper" and feel that her younger sistersshould share some of the responsibilities thrust uponher. This can lead to deterioration in parent-child aswell as in sibling relationships.
PARENTAL ATTITUDES
The attitudes of parents toward their children are in-fluenced by how closely the children conform totheir desires and expectations in regard to sex.abilities, appearance, and other characteristics. Pa-rental attitudes are also influenced by the children'sbehavior toward one another and toward the parents.Firstborn children, as a result of their early trainingand their close association with their parents, tend toconform more to parental expectations than do later-born children. Thus, parents often show a preferencefor them. It is often true, as Chittenden et al. havewritten, that "the first child is brought up: the othersgrow up " (30). As a result, the firstborn is more maturein behavior, more conforming, and more dependable.Likewise, he often shows a dependency on parents,which encourages him to seek parental companion-ship more than later-born siblings do.
Box 17-3
	FACTORS INFLUENCING FAMILY RELATIONSHIPS IN DIFFERENT-SIZED FAMILIES

	One-child Families
	Small Families

	■  Often smaller than parental desires
	■   Usually   planned   and.   therefore,   consistent

	■  Close parent-child relationship results in child's
	with parental desires in size and spacing

	maturity of behavior, which contributes to good
	■  Parents able to devote adequate time and at-

	peer relationships
	tention to each child

	■  Overprotection by parents
	■  Commonly employ democratic control of child

	■   Democratic or permissive child training
	behavior

	■   Minimum   family  friction   due  to  absence  of
	■  Frequent sibling rivalry and jealousy

	sibling jealousy and rivalry
	■  Tendency of parents to compare child's achieve-

	■   Parental  willingness and ability to give child
	ments with those of siblings

	advantages and status symbols
	■   Parental  willingness and ability to give each

	■   Parental pressures for academic, athletic, and
	child equal advantages and status symbols

	social achievement
	■  Parental pressures for academic, athletic, and

	■   Child encouraged to play role of own choosing
	social achievement

	
	■  Roleassignment by parents common

	Medium-sized Families
	Large Families

	■  Usually planned and. therefore, meet parental
	■  Usually unplanned and. therefore, foster pa-

	desires in size and spacing
	rental resentment

	■  Less democratic and more authoritarian con-
	■   Marital friction due to necessity for personal

	trol as family size increases
	and financial sacrifices

	■ Role assignments by parents common
	■   Role assignment by parents essential to family

	■ Children often denied outside companionship
	harmony and efficiency

	because they are needed to help at home
	■  Authoritarian  control essential  to avoid con-

	■ Parental   pressures   for   achievement   usually
	fusion or anarchy

	concentrate on firstborn
	■   Children often denied outside companionship

	■  Frequent   and   intense   sibling   rivalries   andjealousies
	because their help is needed at home or be-cause of lack of money for peer activities

	■  Limited parental ability to provide advantagesand status symbols
	■   Sibling rivalry and friction kept to minimum bystrict parental control but expressed indirectlyin teasing, bullying, and name calling

	■ Tendency of parents to compare child's achieve-ments with those of siblings
	•   Parental inability to give children advantagesand status symbols their peers have

	
	■  Little parental pressure for achievement except

	
	on firstborn

	
	■  Little overprotection except for firstborn


Middle children often feel neglected in favor offirst and last-born children. They feel that their par-ents play favorites and they resent their siblings.Such attitudes, whether justified or not. lead to poorfamily relationships.
AGE DIFFERENCES
The age difference between children influenceshow the mother treats them. When they are closelyspaced, she treats them more rationally, more dem-ocratically, and with more understanding, althoughany difference in treatment becomes less pronouncedas the second child reaches school age.
If the age difference between siblings is large,there is an entirely different parent-child relationshipwith each child. Parents tend to expect the olderchild to set a good example for the younger, andthey criticize him when he fails to do so. The youngerchild, in turn, is expected to imitate the older andto obey him. These parental expectations contributeto poor sibling relationships.
Sibling   relationships   are   best when   no  age  dif-
ference exists between siblings, as in the case oftwins and other multiple births. In a study of youngtwins it has been reported that they show moreaffection for each other and are less aggressivethan singletons. While the actual difference betweensingletons and twins may not be great, it is greatenough to result in a better sibling relationship(83).
SEX OF SIBLINGS
Boys and girls react very differently to brothers andto sisters. Sex differences alone, however, are notthe determining factor in sibling relationships.Age differences, ordinal position, and attitudes ofparents have a marked influence.
In a girl-girl combination, there is more jealousythan in a boy-girl or boy-boy combination. An oldersister, for example, is likely to be more aggressivein her relationships with a younger sister than witha younger brother. Boys fight more with their brothersthan with their sisters, partly because parents willnot permit as much  overaggression against sisters
Figure 17-5. Typical relations of older adolescents with siblingsof both sexes. (Adapted from A. Yourglich, Explorations insociological study of sibling systems, Family Life Coordinator,1964,13, 91-94. Used by permission.)
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as against brothers. When the age difference betweensiblings is large, whether the children are of thesame sex or of opposite sexes, a more affectionate,friendly, and cooperative relationship usually exists.Figure 17-5 shows some characteristic sibling rela-tionships according to the siblings' age and sex.
Throughout the gang age, antagonism betweenthe sexes leads to conflicts between brothers andsisters. The relationship between siblings of thetwo sexes generally reaches a low point at the timeof the gang age.
TYPICAL SIBLING RELATIONSHIPS
There is a more or less universal pattern of siblingrelationships among American children of all so-cioeconomic and intellectual levels. Friction increasesas childhood progresses, but at every age, somefavorable as well as some unfavorable sibling rela-tionships exist. When the favorable predominate,they contribute to good family relationships, and whenthe unfavorable predominate, they affect all familyrelationships adversely. See Box 17-4 for a listof important sibling relationships and their effectson the family.
SIGNIFICANCE OF SIBLING RELATIONSHIPS
The frictional relationship between siblings is un-doubtedly one of the major causes of deteriorationin family harmony. Sibling rivalries and jealousiesmay be kept from overt expression by threat ofpunishment, but they will sooner or later erupt andcause trouble. The home environment governedby more democratic practices is likely to be moretempestuous but psychologically healthier becauseresentments are expressed and the atmospherecleared.
The serious aspect of sibling friction is that it be-comes a pattern of social relationships which thechild is likely to carry outside the home and applyto his relationships with the peer group. Habitualquarreling, name calling, bullying, and teasing willnot contribute to his chances of acceptance in thepeer group. Also, sibling friction weakens the child'smotivation to form social relationships with peopleoutside the home. When his relationships with hissiblings are not pleasant, he has little motivation toexpand his social contacts further.
If poor sibling relationships affected only thechildren of the family, the situation would not be so
unpleasant or the home atmosphere so unhealthy.It is almost impossible, however, for parents to standon the sidelines and watch their children fight,call names, or tattle; they feel that they must stepin and put a stop to the quarreling. By doing so,they usually make matters worse. They are accusedof taking sides, showing favoritism, or being un-fair.
Influence of Home Settingon Family Relationships
The child's outlook on life, his attitudes and be-havior, and his relationships with parents, siblings,and others who live in the home are markedly influ-enced by the home setting. The home factors dis-cussed below are the most important.
SOCIAL STATUS OF FAMILY
The pattern of family life differs from one socialgroup  to  another.  There are differences  in  home
Box 17-4
HOW SIBLING RELATIONSHIPS AFFECTFAMILY RELATIONSHIPS
Foster Good Family RelationshipsAffection for sibling
Willingness to play with sibling
Willingness to share with sibling
Willingness to help sibling
Hero-worship of sibling
Foster Poor Family RelationshipsUnwillingness to help sibling
Unwillingness to share with sibling
Unwillingness to play with or care for siblingunless forced
Aggressive attacks on sibling
Tattling on sibling
Destruction of sibling's possessions
management; in husband-wife relations; in conceptsof the roles of parents, children, and relatives; infamily values; in the use of money; in social con-formity; in child training and attitudes toward dis-cipline; and in attitudes toward family life.
Middle-class parents, for example, usually regardtheir children, as Bossard and Boll have said, with■possessive pride and hope " (19), They emphasizesocial conformity to achieve status, supervise theirchildren closely, and expect their children to avoidany behavior that might bring criticism on the family.In spite of all the parental attention middle-classchildren receive, the constant pressure to maintainthe family status often leads to family friction and adeterioration in family relationships.
When children are old enough to recognize thesocial status of their families, it has a marked effecton their attitudes toward their parents, especiallytoward the father, who is the family breadwinner. Iftheir families' social status is at least equal to that oftheir peers, children are proud of their fathers. Whenthey recognize it to be inferior, they are ashamed oftheir fathers and hypercritical of them. Upward socialmobility, as was explained in Chapter 11, oftenworsens family relationships. In the new situation,children may be ashamed of parents and relativeswhose behavior is different from that of new neighborsor friends. In downward mobility, children resentthe father, who is regarded as responsible for thefamily's downhill slide.
PARENTAL OCCUPATIONS
The increase in the number of working mothers inrecent generations has inevitably had an effect onfamily relationships. This effect, however, is quitedifferent from the effect of the father's work. Thedistinction will be made more clear in the followingparagraphs.
Influence of Father's Occupation. The father's oc-cupation is important to a young child only insofar asit has a direct bearing on the child's welfare. For theolder child, however, the father's occupation has acultural significance in that it affects the child's socialprestige.
Elementary school children, it has been reported,stratify people on the basis of jobs and accept theadult attitudes and values concerning different jobs.When a child is ashamed of his father's occupation,because of the  level  of work done or the kind of
clothes demanded by the work, the child's attitudetoward his father, his home, and himself will be ad-versely affected (19,106).
The father's occupation affects the child indirectlyin that it influences the father's standards for the child.From his experiences in work, the father knows whatattitudes, skills, and qualities are essential to success.He then tries to foster these in the child. Thus, stan-dards of the occupational world "infect" the home andinfluence the father's role.
Influence of Mother's Occupation. How the mother'soccupation affects the child depends upon the child'sage and the provision made for his care. The youngchild usually feels lonely and unhappy when themother is away for a major part of the day. Also, he isconfused by the different methods of discipline usedby the mother and the mother substitute.
The effect of the mother's working on the mother-child relationship depends to a great extent on thechild's age at the time the mother starts to work. Ifshe begins working before the child becomes ac-customed to spending all his time with her—beforeany definite relationship has been established—the effect will be minimal. If strong attachmentshave been formed, however, the child will suffer frommaternal deprivation unless a satisfactory mothersubstitute is provided—a substitute whom the childlikes and whose methods of child training will notcause confusion or resentment on the child's part.
How the child feels about his mother's working de-pends partly upon how seriously her work interfereswith his life, partly upon what his friends' mothers do,partly on the stereotype he has built up of "mother,"and many other factors. When the mother works, theopportunities for social life and recreation with thefamily are usually limited, and each child must assumemore home duties than otherwise. If everything inthe home must be run like clockwork and if the childis constantly pressed to do things in a businesslikeway, his reactions to his mother and her work will beless favorable than they would be if she left herprinciples of efficiency behind in the office.
OUTSIDERS IN THE HOME
Although the nuclear family is the cultural ideal inthe United States, many families are extended orelongated. Grandparents or other elderly relativesspend varying lengths of time with the nuclear family,either as guests or as permanent family members.
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The three-generation family tends to be a hazardousarrangement.
How "hazardous" a family of three generations iswill depend upon a number of conditions, the fourmost important of which are the parents' attitudestoward the elderly relatives and the necessity of caringfor them, the child's attitudes toward them, the rolethey play in the pattern of family life, and whether therelatives are male or female.
Parental attitudes toward elderly relatives are gen-erally more favorable when the relatives are from thewife's family. The responsibility for taking care of therelatives is generally assumed mainly by the wife, andshe is more willing to make personal and financialsacrifices for her relatives than for her husband's,whom she feels should be cared for by the femalemembers of his family.
Even though the child is encouraged to respectand feel loyal toward his kinfolk, friction is likely todevelop when relatives criticize the child or his parentsor try to exert authority over the child. Friction isincreased when relatives from the two sides of thefamily come from different socioeconomic groups.The child, as he becomes aware of social-class dif-ferences, tends to identify with the relatives of thehigher-class parent and to feel ashamed of those ofthe lower-class parent.
The role the elderly relative plays in the pattern offamily life is one of the most important determinantsof the effect he will have on family relationships. InBox 17-5 are given the five most common grand-parenting roles in the American home today, as de-scribed by Neugarten and Weinstein (104). Of theseroles, the fun-seeking and reservoir-of-family-wisdomroles will, unquestionably, have the most favorableeffects on child-grandparent relationships: the formal,surrogate-parent and distant-figure roles will con-tribute to deteriorations in family relationships. Ofthese three, the surrogate-parent role is likely to bethe most damaging to family relationships.
Studies show that children's reactions to grandpar-ents change as children grow older. The baby and pre-school child like indulgent grandparents and welcomethem in the home. The reaction of the school-age childdepends on whether the grandparents have anyauthority over him. If the grandparents are mainlyinterested in fun-sharing activities, he will like them,but if they are authoritative, he will resent theirpresence in the home. As childhood draws to a closeand the child becomes peer-oriented, his relationshipswith his grandparents will deteriorate, as do his re-
lationships with his parents (71, 78, 79,104).
The most hazardous three-generation household,as far as family relationships are concerned, is theone in which the elderly relatives are female. Havinga maternal grandmother in the home, for example,often creates a situation that is unsatisfactory forthe father as well as the children. The father maywithdraw from family activities, while the mothermust assume an extra burden. Friction betweenhusband and wife will further damage the emotionalclimate of the home. Children suffer because of thecontradictory demands made on them by the motherand the grandmother.
Guests in the home provide the child a new socialperspective from  which to assess  his parents, the
Box 17-5
COMMON ROLES PLAYED BY GRANDPARENTS
The Formal Role
Grandparents do what they regard as the proper andprescribed things. This role includes giving special treatsand gifts and assuming a "hands-off" policy in childtraining.
The Fun-seeking Role
This role is characterized by an informal relationshipin which grandparents enjoy playing with the grand-child.
The Surrogate-parent Role
The grandparent substitutes for the parent and assumesboth the care and the discipline of the child. This role isplayed mainly by grandmothers.
The Reservoir-of-family-wisdom Role
This role, played mainly by grandfathers, concentrateson teaching the child special skills and knowledge. Itdiffers from the traditional patriarchal or matriarchalrole which concentrated on control of the child's be-havior.
The Distant-figure RoleIn   this  role,  grandparents  come  in  contact with  thechild only on special occasions. The contacts are short,infrequent, and fairly formal.
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family status, and the pattern of family living. Thechild learns new social roles and skills and acquiresnew interests and new information from listeningto what the guests say. He may resent the presenceof guests, however. Having guests in the homemeans extra work for every member of the family;it disrupts the child's plans for play and often createstension with parents who want the child to make a"good impression."
Outsiders in the home, especially if there are toomany or if they stay too long, may affect maritalrelationships unfavorably. This is most likely whenthe outsiders are elderly relatives. Visits from mutualfriends of the husband and wife may help to dispelthe boredom of being tied down by child-care re-sponsibilities and improve marital relationships.By contrast, elderly relatives may cause frictionbetween husband and wife by demanding work ofthe wife or by being hypercritical of the family'slife pattern or child-training methods.
BROKEN HOMES
When the home is broken by separation, divorce.death, or a vocation that necessitates long or frequentabsences by the father, the whole pattern of familylife is changed. If the break is due to death, thefamily may have to give up the home and go to livewith a grandparent or some other relative. Thereare usually financial problems when the remainingparent is the mother, and problems of child care whenthe remaining parent is the father. Should the breakbe caused by separation, divorce, or desertion, thereare the added complications of antagonism betweenthe parents and the shifting of the child from oneparent to another. Thus the type of broken homewill determine what influence it will have on thechild, and this, in turn, will affect family relationships.When the break comes in the child's life is perhapsmore important than what caused it. In early child-hood, when the child's environment is limited almostexclusively to the home, a break in the accustomedpattern of family life is likely to be especially trau-matic; the child becomes insecure and feels as ifhis whole world were falling apart. To compensatefor the loss of emotional satisfaction, the youngchild usually becomes highly dependent on theremaining parent; this results in immaturity of be-havior. Should the break come after the child hasreached school age, his interests will have shiftedto the peer group and his schoolwork, and thus it willbe less damaging than earlier.
Breaks Caused by Death. When a break in the homeis caused by death and when the child realizes thatthe parent will never return, he mourns the loss andtransfers his affection to the remaining parent,hoping in this way to regain the security he formerlyhad. Should the remaining parent be preoccupiedwith grief and the practical problems a broken homegives rise to, the child may feel rebuffed and un-wanted. This will lead to resentments which seriouslydamage family relationships.
In early life, loss of the mother is more damagingthan loss of the father. The young child's care mustbe turned over to relatives or a paid housekeeperwhose child-training techniques may differ radicallyfrom those used by the mother and who cannotgive the child the attention and affection he formerlyreceived. As the child grows older, loss of the fatheris often more serious than loss of the mother, es-pecially for a boy. The mother may have to go towork and, with the double burden of homemakingand outside work, she may lack the time or energyto give the child the care he needs. Consequently,he will feel neglected and resentful. If she is unableto provide the recreational opportunities and statussymbols the child's peers have, this will add to hisresentment. For an older boy. loss of the father meansthat he has no source of identification, as his friendshave, and he resents petticoat rule in the home, ashe does in the school.
Should the child lose both parents, the effectsare doubly serious. Besides having to accept radicalchanges in the pattern of his life, the child will haveto adjust to the care of another person, often a personunknown to him.
Breaks Caused by Divorce, a home broken by divorcecan be more damaging to the child and to family rela-tionships than a home broken by death. Bossard andBoll (19) have suggested seven possible effects ahome broken by divorce can have on the child:
Conflict is created when the child is attached to bothparents; the child carries within himself the continuingawareness of the problem; the child may find restraintsplaced upon him which were not present when theparents were together; the child must often face thetransition from a broken home to a stepchild status;the child may have to shift between two homes andadjust to two home climates; the child may comparehis home life with that of children from unbrokenhomes; and the child may develop new and disturbedpoints of view toward both parents.
One of the most serious effects is that divorcemakes the child 'different' in the eyes of the peergroup. If he is asked where the missing parent is.he will be embarrassed and ashamed. Furthermore.he may feel guilty if he enjoys the time he spendswith the missing parent or if he would prefer to livewith the missing parent instead of with the parentwho is taking care of him.
Temporary Breaks. Breaks in the pattern of familylife may be only temporary, as when the mother orfather is away for relatively short periods. The absenceof the father is usually due to a vocation that takeshim away from home, while the absence of the motheris usually due to illness which necessitates hos-pitalization. Such temporary breaks create stressfulsituations both for the child and for the parent andlead to a deterioration in family relationships. First,the family must adjust to the break, and then it mustreadjust to being reunited (4. 131).
In a study of children whose fathers were awayfrom home when they were born and during theearly part of their lives, it was reported that the chil-dren had more behavior problems, had more con-tacts with close relatives and fewer with other chil-dren, made poorer social adjustments outside thehome, were more dependent on adults, and had great-
er feelings of anxiety than children who had grownup in a home where both parents were present.Furthermore, when the fathers returned, adjustmentof the pattern of family life became stressful for alland led to many family frictions (4).
Temporary absence of the mother deprives youngchildren of the stable source of care they have beenaccustomed to and is equally damaging for boys andgirls. Among older children, it has been reported,the temporary absence of the father is more damagingfor boys than for girls. Chapter 8 has a more completediscussion of deprivation during the mother's tem-porary absence from the home.
REMARRIAGE
Remarriage is often considered a solution to theproblems of the broken home. It brings with it itsown problems, however, and necessitates difficultadjustments for all. especially the child. While re-marriage may eliminate some of the financial prob-lems of the broken home and thus prevent radicalchanges in the standard of living of the family, theinterpersonal problems created are often so difficultthat they counteract the favorable effects. Theseproblems arise partly from the attitudes and be-havior of the stepparent, partly from those of the
Box 17-6
FACTORS CONTRIBUTING TO STEPPARENT-CHILD RELATIONSHIPS
Child's Contributions
■ Memories of own parent, if dead
■ Occasional contacts with real parent, if living
■ How well the child knows the stepparent be-fore he or she assumes the role
■ How radically child training differs from whatthe child is accustomed to
■ How much affection the child has for and showsthe stepparent
■ Attitude of the  peer group toward the childbecause he has a stepparent
■ Acceptance  of  the  stereotype that all step-parents are "wicked "
Stepparents Contributions
■ Reason the stepparent had for assuming role—whether love for child or wanting to marry
■ Stepparent's interest in and concern for thechild
■ Resentment of child's interest in absent realparent, as shown by talking about dead parentor wanting to be with real parent, if alive
■ Resentment of the child s lack of appreciationfor what the stepparent does or the sacrificeshe makes
•   Favoritism for own child
■ Effectof stepchild on marital relationships
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child, and partly from those of the real parent. Someof the child's and the stepparent's contributions tothe new family relationship are given in Box 17-6.
Poor stepparent-child relationships inevitablyaffect the relationship of the parents. This, in turn,affects all family relationships. Unlike in first mar-riages, the parents have no opportunity to establisha wholesome relationship between themselvesbefore the stepparent role is assumed. If there werean interval during which the two parents could bealone together, the strains and stresses brought aboutby the stepparent-child relationship might moreeasily be met and, as a result, their impact on thefamily would be lessened.
In general, the home climate is better when thestepparent is the father. There are two major reasons:First, a stepfather's financial contribution to thehome makes it possible for the family to live morecomfortably than it did when the mother had to liveon her alimony or inheritance or had to go out ofthe home to work. Usually, a stepmother's financialcontribution is not this significant. Second, the step-father usually assumes less responsibility for thecare of the children than the real father: he limitshis contacts mainly to "fun" experiences. A step-mother, on the other hand, usually assumes thechild-training and disciplinary role of a real mother.
Many men do not find the role of stepparent satis-fying. They resent having to support another man'schildren and they resent hearing the children expressa preference for their real father. In addition, the pres-ence of the stepchildren in the home is an ever-pres-ent reminder of the wife's first marriage and herlove for the children's father. This arouses jealousiesthat can be a threat to wholesome marital adjustments.
DEFECTIVE CHILDREN
Family relationships can be damaged by the presencein the home of a child who is either maladjusted orphysically or mentally defective. While all youngchildren require more of the parents' time, attention,and energy than older children, the defective childcontinues to need the parents long after he hasreached the age when he should be more indepen-dent, and often his need increases as he grows older.Just as all children normally resent the time andattention parents must give to a younger sibling, sothey resent it when their parents continue, year afteryear, to give proportionally more time to a defectivesibling. Even though they may sympathize with thedefective sibling and understand why he needs at-
tention, they feel sorry for themselves. This feeling ofmartyrdom is intensified when they compare them-selves with their peers.
In most homes where there is a defective child,heavy expenses are incurred for the care of the child.These may represent medical costs or the costs ofproviding for outside help when the mother leavesthe home for personal or family reasons. Operationsand institutionalized care add a further financial bur-den, which often deprives other children in the familyof things they otherwise would be able to have.
Older children are often expected to assume someresponsibility for the care of a defective sibling. Theyresent this even more than the care of a normalyounger sibling, because the defective child requiresmore time and attention and can do little to recipro-cate. Instead of showing gratitude, the defective childis likely to complain or to criticize the care he re-ceives.
One of the most serious aspects of having a defec-tive child in the home is that the attitudes of membersof the peer group toward such a child, toward hissiblings, and toward the family may affect familyrelationships. Attitudes of peers may range from pityand sympathy to ridicule and scorn. Since children aresensitive to peer attitudes, their own attitudes towardthe defective child are affected.
A potential source of strain on family relationshipswhen there is a defective child in the family comesfrom the parents' attitudes. If the husband feels thatthe wife, through carelessness or neglect, caused thechild's defect, she will bitterly resent it, and this willhave a permanent effect on her attitude toward herhusband. Should she, on the other hand, feel that thechild's defect was due to some genetic defect in herhusband's family that was transmitted to the child,this will have an unfavorable effect on her attitudetoward him.
Since a physically or mentally defective child canput such a severe strain on family relationships, manyparents institutionalize the child. While this reducesmany of the stresses in the family environment, itdoes not eliminate them. Two factors continue tomilitate against good family relationships: first,feelings of guilt or resentment or both on the part ofthe parents, and second, financial burdens whichdeprive other children of the family of many of thethings they otherwise might have and which theyresent not having.
A maladjusted child can play havoc with familyrelationships. Often such a child is a troublemaker inthe home. If he is aggressive, he will tease, bully, and
tattle and will destroy his siblings' possessions. If heis introverted, he will be self-bound and selfish,making few contributions to family life but expectingothers to do things for him which they resent.
ADOPTED CHILDREN
The effect of adoption on family relationships dependslargely upon how closely the adopted children con-form to parental expectations and how they comparewith any real children the parents already have.Parents can control such factors as the sex of adoptedchildren or the number or age. and so they can besatisfied with these aspects of the parent-childrelationship. But even when the children's back-ground is carefully investigated by an adoptionagency, parents know so little about the hereditarybackground of the children they adopt that it is dif-ficult to have realistic expectations concerning them.This encourages dream-child concepts, which, as waspointed out in Chapter 4. often lead to disappoint-ment.
Parents of an adopted child face two other poten-tial sources of disappointment. The first is the adoptedchild's attitudes toward the parents. If the child learnsfrom outsiders that he is adopted and that the peoplehe calls his parents are not his real parents, he maydevelop an obsessive desire to know who his realparents are and to go to live with them. His adoptedparents will interpret this as a rejection of them—aninterpretation which is damaging to their relationshipswith the child.
The second additional potential source of disap-pointment to parents comes when their real childrenoutshine the adopted child in appearance, achieve-ments, and affection for them. The parents may regrethaving adopted a child. Indirectly these feelings willbe reflected in a rejectant attitude toward the child,which he senses and reacts to unfavorably.
While sibling relationships are never wholly harmo-nious, frictional relationships are more common withadopted children. Many real children feel that adoptedchildren are not their siblings and do not belong tothe family. They then treat their adopted siblings inmuch the same way that they treat members of thepeergroup whom they do not include in their gangs.
It is not uncommon for members of the older gen-eration to disapprove of adoption on the ground that'if God wanted a couple to have children. He wouldgive them children of their own. " Although the typicalAmerican family of today is a nuclear family, relativesplay an important enough part in family relationships
for their attitudes to be a source of disturbance. Sim-ilarly, attitudes of outsiders cannot be dismissed.At no time are these sources of disturbance greaterthan in interreligious or interracial adoptions. Whilemembers of the family may wholeheartedly accept achild of a different religious or racial background,outsiders often do not. This affects the adopted childas well as his parents and siblings.
On the other hand, adoption can improve familyrelationships by providing a childless couple withchildren. It can also provide an only child with a play-mate and can lessen the overprotectiveness and over-concern that parents of only children often manifest.
Thus it is apparent that adoption can be hazardousto family relationships unless it is carefully controlled.Like the stepparent, the adopted child may improvefamily relationships or cause them to deteriorate.Which it will be will depend largely upon how the par-ents handle the situation—how willing they are torecognize the potential sources of trouble and tocope with them with tact and understanding beforethey actually develop.
Influence of Concepts of Family Roleson Family Relationships
In most cultures, throughout history, the role of eachmember of the family has been rigidly prescribed bycustom, convention, and law. As a result, the childlearns the role he is expected to play at different pe-riods in his life and accepts it without question.
In the American culture today, urban life and thegrowing tendency for mothers to work outside thehome are bringing about changes in the roles of allfamily members. The changes mean that there is lesspsychological distance between parent and child inAmerica than in cultures where the roles of parentsand children are founded on a belief in the authorityof parents over children and of males over females. Aspsychological distance decreases, friction is likely toincrease. One of the factors contributing to the in-crease in deterioration of family relationships in Amer-ica as children grow older can be traced to changedconcepts of family roles.
SPECIFIC FAMILY-ROLE CONCEPTS
Certain concepts of different family roles are widelyheld by both adults and children in the Americanculture of today and may be considered typical. In
some respects, the child's concept and the adult'sconcept of a given role are quite different. An ex-amination of these concepts will help to explain thepart they play in the deterioration of family relation-ships as children grow older.
Concept of Parents. To an adult, a parent is not just aperson who brings a child into the world and cares forhim during the helpless years of childhood. "Goodparents," from the adult point of view, are people whowant the child to be equipped for a happy, useful life.As Bain (7) has pointed out:
Good parents are thoroughly committed to the ideathat the primary business of parents is to make theirchildren as completely independent of the parents at
as early an age as possible. Parents who accept thisGolden Rule will produce normal people. They willhelp construct a good society without which normalpeople cannot exist.
While all parents want to be good parents, they havedifferent beliefs about the way to go about it. In gen-eral, parents' concepts of their roles fall into two cat-egories: traditional and developmental. The traditionalconcept emphasizes the authoritarian role of theparent, which stresses 'making " the child conform toa pattern by instilling in his mind the culturally ap-proved moral and religious values. The developmentalconcept, by contrast, emphasizes respect for thechild as a person and permissive, growth-promotingguidance.
Box 17-7
	CHILDREN'S CONCEPTS OF PARENTS

	Concept of "Good" Parent
	Concept of "Bad" Parent

	■  Does things for the child
	■  Punishes harshly, frequently, and unfairly

	■  Can be depended on by the child
	■ Interferes with child's interests and activities

	■  Is reasonably permissive and giving
	■ Tries to mold the child into a pattern

	■ Is fair in discipline
	■ Sets a poor example

	•  Respects the child's individuality
	■ is peevish and cross

	■  Inspires love, not fear
	■ Shows little affection for the child

	■ Sets a good example
	■ Scolds when the child has an accident

	■  Is  companionable and  does  things with the
	■ Shows little interest in the child or his activ-

	child
	ities

	■ Is good-natured most of the time
	■ Forbids or does not encourage visits by peers

	■ Shows the child affection
	■ Is "mean" to the child's friends

	■  Is  sympathetic  when  the child  is  hurt or  in
	■ Discourages   or   forbids   the   child's   playing

	trouble
	with friends

	■ Encourages the child to bring friends to the
	■ Tries to "tie apron strings " to the child

	home
	" Has   unrealistic   expectations   for   the   child

	■ Is interested in making a happy home
	■ Criticizes   or   blames   the   child   for   failures

	■ Grants independence appropriate for the child'sage
	■ Makes home a stressful and unpleasant placefor all

	■ Does not expect unreasonable achievements
	


Since children are egocentric, their concepts ofparents are based mainly on how their parents treatthem, especially in the areas of discipline, nurturance,and recreation. Parents are "good," for example,if they help the children, but "bad" if they frustratethem. In Box 17-7 are given some of the majorelements in children's concepts of "good" and "bad"parents.
Concept of Mother. The traditional concept of themother's role is more commonly held by membersof the lower than of the middle and upper classestoday. The mother is viewed as an authoritarianperson who disciplines, teaches, and takes careof the children and the house with little help fromthe father. In middle-class families the concept ofthe mother's role is more developmental; it stressesfostering the development of the child, pursuinginterests outside the home, and receiving assistancefrom the father in the care of the children. Men,as a rule, cling to the traditional concept, whilewomen more often accept the developmental con-cept.
The young child thinks of the mother as the personwho does things for him, takes care of his physicalneeds with understanding, relates lovingly to him,tolerates a great deal of childish mischief, and comesto his aid in time of trouble. He perceives the motheras exercising stronger authority than the father.
The older child still thinks of the mother primarilyin terms of what she does for him, but he recognizesthat her authority and prestige in the eyes of theworld are not so great as he once thought.
In recent years, as Crowthers has remarked, manypopular movies have portrayed "mother" as "aboy's (or a girl's) worst friend. " They show her assilly, meddling, stifling, "thoroughly rancid, " selfish,snobbish, or meek and maudlin; she is often suchan autocrat that the child sides with the father,whom she dominates (37). These portrayals do nothelp to create a favorable image of the mother inthe child's mind.
The general cultural attitudes toward the house-wife-mother role also influence the older child'sconcept of   'mother, " Stoodley (130) has explained;
As children grow up they naturally pick up ideas asto who is the "big wheel" in their family. More oftenthan not it isn't Mother. Perhaps they go to a schoolwhere the teachers are women, but the principal isa man. Perhaps they see that the jobs they consider
important are occupied mostly by men. Or perhapsthey absorb the sentiment of their social milieu whichassociates prestige with some specific kind ofexpertness,whether it be that of the certified public accountant,the skilled mechanic, or the physician. Society doesnot associate this expertness with the mother's role. . . .Faithful to the trend of social influence, as the childorients to a competitive environment in which theprize goes to specific expertness, the mother's influenceis more than likely to go into a partial and sometimesa total eclipse.
It is not surprising that as children's conceptsof the role the mother plays in the home and in societychange, their attitudes toward their own motherand their assessment of her become more critical.
Concept of Father. To adults, the father is, tradi-tionally, the family member who teaches the childrenby example rather than by precept. This conceptis held mainly by fathers of the lower socioeconomicclasses. By contrast, fathers of the middle and upperclasses hold more to the developmental conceptof the father's role, which emphasizes understandingthe children, being "pals" or companions, consciouslyteaching the children, guiding their development,and doing things for and with them.
Most children have a fairly definite concept of"father," which differs greatly from their conceptof "mother." According to this concept, the fatheris away from home more than the mother; he punishesmore and harder than the mother; he knows moreand is, in general, more important than the motherbecause he earns the money, owns more, and isthe head of the family, the "boss. " The tendencyto perceive the father's role in the family as morepowerful is especially likely in the case of boys,as Figure 17-6 points out.
Concept of Child. In the traditional adult concept ofa "good" child, the child respects his parents, obeys,pleases adults, shares and cooperates in the dutiesof the home, and is healthy and eager to learn. Hehonors his parents for their unselfish devotion. Thedaughter is supposed to help in the household;the son is expected to achieve independence earlyand to contribute to his support in the home. Thistraditional concept is more commonly held by lower-class than by middle- and upper-class parents,and more by fathers than by mothers.
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According to the developmental concept, whichis more widely held by middle- and upper-classparents, the child is guided into a pattern of develop-ment suited to his capacities rather than forcedto conform to socially approved ideals.
The child's concept of his role is influenced byhis parents' concepts. If parents think of the childas a dependent, he will learn to believe that thisis the child's role; if they wait on him, he will believethat a child should be waited on. Regardless of socialclass, most children hold the concept, based ontheir moral and religious training in the home, theschool, and Sunday school, that a "good" childhonors and respects his parents and is obedient,cooperative, and never a troublemaker in the home.
Concept of Relatives. Since relatives usually playa minor role in the life of the child, his concepts ofthem are built on fewer personal experiences andare likely to include meanings he has acquired fromhis peers' comments and from stories, movies,television, and comics. A child whose most intimatefriend has a grandmother living in his home, forexample, may hear things about her that will influencehis developing concept of "grandmother. "
If grandparents are depicted favorably in storiesor on the screen, the child will be likely to developa favorable concept of "grandmother" or "grand-father." However, in the American culture of today,elderly people are usually stereotyped as unattrac-
Figure 17- 6. How boys and girls perceive parentalpower in mothers and fathers. (Adapted fromW. Emmerich, Variations in the parent role as a functionof the parent's sex and the child's sex and age, Merrill-Palmer Quart., 1962, 8, 3-11. Used by permission.)
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five in appearance, rigid and punitive in their atti-tudes, quarrelsome and hard to live with, and old-fashioned in their dress, their manner of doing things,and their values. It is not surprising, therefore, thatthe child incorporates this stereotype into his ownconcept of "elderly people."
The child's concept of grandparents will be largelydetermined by the closeness of his associationswith his own grandparents. If he has many personalcontacts with them, his concept will be based moreon personal experiences than on stereotypes or onwhat others say; if his contacts are limited, the re-verse will be true.
The child's reactions to a stepparent will be greatlyinfluenced by his concept of "stepmother" or "step-father." The young child has not had an opportunityto learn the cultural stereotype of the "wicked step-mother" from fairy tales, stories, movies, or commentsby peers; therefore, he reacts to a stepmother on thebasis of the way she treats him. If she is kind andloving, the young child makes good adjustmentsto her.
As children grow older, their concept of "step-mother" usually becomes unfavorable. They build upa stereotype of the "wicked stepmother," and this isoften reinforced by what members of the peer groupsay about their stepmothers and by what they read.Stepfathers do not appear in fairy tales, though theydo appear in modern fiction and in movies and TV.In general, they are depicted so favorably that anystereotype the child may develop of a stepfather islikely to be more favorable than his stereotype of astepmother. His concept may be further reinforcedby what his friends say about their stepfathers.
EFFECTS OF CONCEPTS OF FAMILY ROLES
Concepts of the roles of different family membershave an important bearing on family relationships.If a parent thinks he is a "good parent " but his childthinks he is not, there will be a poor parent-childrelationship. A mother who believes that doing thingsfor her children makes her a "good mother," forexample, may discover that her children regard heras cold, uninterested, and even rejecting. If their con-cepts of a "good mother" include demonstrations ofaffection and permissiveness, they will perceive herfar less favorably than she perceives herself, and thiswill lead to poor mother-child relationships. Thus, itis not the relationship of parent and child, per se, thatis important, but how the child and parent perceive it.Far too often, concepts of family roles are soromanticized that they fail to coincide with reality.
The result is that few family members, whether theyare parents, children, grandparents, or siblings canhope to come up to the expectations of other familymembers. Few parents, for example, can approachthe romanticized concept of the "ideal" parent pre-sented in the stereotypes of parents in books, comics,or movies. The child who judges his parents by suchstereotypes is likely to become highly critical of themand to feel that his parents are inferior to those of hisfriends.
Patterns of behavior in social relationships tend topersist, and so an unfavorable concept about anyfamily member can damage the relationship with thatmember and lead to a deterioration in the relation-ships with other family members. A child who getsalong badly with a grandmother because he has a poorconcept of "grandmother," for example, often stirsup enough trouble in the family to lead to generalfamily friction. The child who dislikes a stepmotherbecause his concept of her is based on fairy tales cancause enough trouble in the home to precipitate aseparation or divorce.
Influence of Preference for
One Parent on Family Relationships
A child's slight preference for one parent may beaccepted with good humor, or it may lead to hurtfeelings and friction. It takes a very mature adult.however, to accept outright rejection without resent-ment. The close bond that develops between the childand the preferred parent will cause the other parentto feel that he is the third member of a triangle.
The child's preference for one parent is usuallybased on reasons that, at that time, are very importantto the child. Of the many factors that determine howthe child perceives his parents and interprets whatthey mean to him, the most important are explained inBox 17-8.
CHILDREN'S WAYS OF SHOWING PREFERENCES
Children, especially when they are young, show theirlikes and dislikes in easily recognized ways, andthus a parent has little difficulty knowing whether ornot he is the preferred parent. Four very commoncues indicate where the child's preference lies.
First, the child wants the preferred parent to dothings for him most of the time.
Second, when both parents are readily available,the child elects to be with the preferred parent.
Box 17-8
FACTORS INFLUENCING THE CHILD'SPREFERENCE FOR ONE PARENT
Time Spent with the Child
The more a parent is absent, the greater the child'spreference for the other.
Play with the Child
The mother has more opportunity to play with the childthan the father. The father often feels uncomfortableplaying with the young child.
Care of the Child
Mothers must assume the care of the child's physicalneeds because fathers are unavailable or regard this as"woman's work."
Expression of Affection
Fathers often fail to show their affection in ways the childcan understand because they feel that such expressionsof affection are unmasculine.
Discipline
As mothers are more tolerant and use corporal punish-ment less than fathers, they are usually preferred. Chil-dren turn toward the parent who "lets me" and away fromthe parent who "won't let me. "
Parental Expectations
The parent who expects too much of the child and who iscritical when the child does not live up to his expecta-tions is less favored.
Parental Favoritism
The child who is the parent's favorite usually prefersthat parent; the child who is not the favorite prefers theother parent. That is why boys generally prefer theirmothers, and girls, as they grow older, prefer their fathers.
Status of ParentsSince the mother is the important parent in early child-hood, she is usually the favorite. As the child grows older,he discovers that the father's role is more highly valuedby the social group and this encourages him to shifthis preference to the father.
Concept of Ideal Parent
As ideal concepts change, the parent who more closelyfits the child's ideal of what a parent should be at thattime will be the favorite parent.
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Third, the child identifies with and imitates thepreferred parent. If he says. "I want to be just likeMommy when I grow up." he is saying, "I preferMommy to Daddy."
Fourth, the term of address the child uses for afavored parent has a warmth to it that is lacking inthe term used for a less favored parent. This warmthmay not be in the label itself, but in the way the childsays it.
Even as children grow older and learn, from socialcontacts outside the home, how to be more tactfulin their interpersonal relationships, their ways ofshowing preferences for parents are still far fromsubtle. A very mature parent will accept childishpreferences in a philosophical and sometimes agood-natured way. Unfortunately, few parents areso mature, and the child's preferences are a sourceof potential trouble in the family.
EFFECTS OF CHILDISH PREFERENCES ON FAMILYRELATIONSHIPS
How childish preferences for one parent will affectfamily relationships will depend on how the parentreacts to the preferences and to the child himself.
If the child shows a readily interpreted preferencefor the mother, for example, the mother will feelso loved and appreciated that she will want to re-ciprocate. She will do more for the child than sheotherwise would and will show her love for himmore frequently and more warmly. Thus, the in-fluence is circular, with the child affecting the parentand the parent, in turn, affecting the child. It is fromthis interaction that the effect on family relationshipsis felt.
Just as a child resents parental favoritism towardone sibling, so does a parent resent a child's pref-erence for the other parent. The father who discoversthat the child prefers to be with his mother and tohave his mother do things for him has a less warmand affectionate feeling toward the child than thefather who is preferred. It is flattering to an adultto feel that he is an important person in the eyesof his child, and it is ego-deflating to feel that heis unimportant.
Once a preference has been established, it isdifficult to break down. This is equally true of aparent's preference for one child and of a child'spreference for one parent. This persistence can betraced to the effect of preference on an individual'sbehavior and the reaction his behavior elicits fromthe other person. The parent who is first favored—
the mother—because of her care of the child, getsthe "inside track" on the child's affection. He reactsto her favorably, and this reinforces her favorablereaction to him. A circular reaction results which isdifficult or impossible to break.
While factors other than care of the child contributeto the preference for the mother, most childrenremain dependent and need some parental careat least until they reach adolescence. Consequently,the factors that might put the father in the positionof preference as the child grows older, such as hisgreater power in the home, his prestige in the com-munity, or his vocational success, may not be strongenough to counteract the initial advantage the motherhas. The father's position in the preference ratiomay improve as the child grows older, but the motherusually remains the favorite throughout the child-hood years.
As children approach adolescence, many boys be-gin to shift their preference from the mother to thefather. When this happens, there is often a splitbetween the sexes, with the father and sons on oneside and the mother and daughters on the other.Any split in family relationships, no matter howslight it may be, is likely to lead to friction. Thus,as preferences shift from one parent to the other,they continue to play an important role in the dete-rioration of family relationships. Were there no othercauses of deterioration, the shifting of preferencesalone would be enough to bring it about.
Highlights of Chapter 17
1. Changes in the American family pattern sincethe turn of the century have resulted in changesin family relationships, especially in parent-childand grandparent-child relationships.
2. Deterioration in family relationships, which usuallybegins after the child's first year of life, is due tomany factors. The most important are changes inparent-child relationships, changes in the familypattern, changes in sibling relationships, and changesin relationships with relatives.
3. Parental attitudes, which have a marked in-fluence on family relationships, vary greatly, butthe most common are overprotectiveness, permis-siveness, rejection, acceptance, domination, sub-mission to the child, favoritism, and ambitiousnessforthe child.
4. Family   relationships   are   markedly   influenced
by child-training methods, with authoritarian andultrapermissive methods leading to poor relation-ships and democratic methods to favorable ones.
5. The influence of family size on family relation-ships comes from the number of interactional systemsthere are in the family, the composition of the family,parental attitudes toward family size, and the spacingof the arrival of children.
6. Different-sized families—one-child, small, me-dium, or large—have different influences on familyrelationships.
7. Sibling relationships contribute to deteriorationin family relationships in childhood because of theirpredominantly frictional character.
8. Factors in the home setting that influence familyrelationships include the social status of the family,parental occupations, outsiders in the home, brokenhomes, remarriage, defective children, and adoptedchildren.
9. Concepts of family roles may be either tradi-tional or developmental. When there is a clash be-tween the concepts family members hold, familyrelationships deteriorate. When the concepts har-monize, family relationships are good.
10. Mass media and personal experiences influenceone's concepts of different family-member roles,especially those of parents and grandparents.
11. The child's preference for one parent is basedon such factors as the time the parent spends withand plays with the child, the care and affection thechild receives from the parent, the kind of disciplinethe parent uses, parental expectations and favor-itism, the status of the parent in the family, and thedegree to which the child idealizes the parent.
12. Preference for one parent, usually shown ineasily recognized forms, can be a source of parentalfriction which plays havoc with good family relation-ships.
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POPULAR RECOGNITION of the role personalityplays in successful adjustments to modern lifehas given strong impetus to the scientific studyof personality. In simple cultures, personality is ofsecondary importance in social relationships, but incultures where social life is complex, personality isof major importance. Todays parents and teachersput great emphasis on developing personality patternsin children which will help them to make satisfactoryadjustments both in the present and in the future.
A second impetus to the scientific study of person-ality has come from the growing evidence that learn-ing, rather than heredity, largely determines whatone's personality will be like. It is now recognizedthat the personality, like many other areas of develop-ment, is controllable and that the child can. withguidance and help, develop a personality that willmake successful adjustments to life possible.
The third and, in meiny respects, the greatestimpetus to the scientific study of personality is therealization that, since personality development can becontrolled, the personality pattern can also be changedand modified in ways that lead to improved personaland social adjustments. While there is no evidence ofa deadline after which learning cannot bring aboutmodifications in an undesirable trait, there is evidencethat the early years of life are the critical' years inpersonality development and that with each passingyear changes are more difficult to accomplish.
Meaning of Personality
The term "personality" comes from the Latin wordpersona, meaning mask. Among the ancient Greeks,the actors wore masks to hide their identity and toenable them to represent the characters they weredepicting in the play. This dramatic technique waslater adopted by the Romans, and from them we getour modern term personality.
To the Romans, persona meant "as one appears toothers," not as one actually is. The actor was creating,in the minds of the audience, an impression of thecharacter he was depicting on the stage, not an im-pression of what he himself was. From this connota-tion of the word persona, our popular idea of per-sonality as the effect one has on others has beenderived. What a person is. how he thinks and feels.and what is included in his whole psychologicalmakeup are, to a great extent, revealed through hisbehavior. Personality, then, is not one definite, specific
attribute: rather, it is. as Woodworth and Marquisclaimed, the quality of the individual s total behavior"(182).
ALLPORTS DEFINITION OF PERSONALITY
Of the many definitions of 'personality." perhaps themost inclusive is that of Allport. who has defined per-sonality as the dynamic organization within the indi-vidual of those psychophysical systems that determinehis unique adjustments to his environment (4). Theterm dynamic" points up the changing nature ofpersonality: it emphasizes that changes can occur inthe quality of a person s behavior. "Organization"implies that personality is not made up of a number ofdifferent traits, one simply added to the other, but thatthey are interrelated. The interrelationship changes,with some traits becoming more dominant and othersless so. with changes in the child and in his environ-ment.
The psychophysical systems are the habits, at-titudes, values, beliefs, emotional states, sentiments,and motives which are psychological in nature butwhich have a physical basis in the child's neural.glandular, and general bodily states. These systemsare not the product of heredity, though they are basedon hereditary foundations: they have been developedthrough learning as a result of the child s variousexperiences.
The psychophysical systems are the motivatingforces which determine what kind of adjustment thechild will make. Since each child has different learn-ing experiences, the kind of adjustment he makes is"unique" in the sense that no other child, even anidentical twin, will react in exactly the same manner.Furthermore, as the psychophysical systems are theproduct of learning, the traditional belief that person-ality traits are inherited is refuted.
The Personality Pattern
The two major components of the personality patternare the core —the concept of self—and the spokesof the wheel—the traits which are held together andinfluenced by the core. A description of each of thesecomponents is given in Box 18-1
The distinction between the normai ana tne ab-normal personality pattern is to be found in the degreeof organization that exists. The normal, healthy per-sonality  is a highly correlative,  structured pattern:
the abnormal personality shows disorganization invarying degrees. The severity of the abnormality isdirectly related to the degree of disorganization.
The degree of stability of the self-concept plays animportant role in the degree of organization of thepersonality pattern. In the real self-concept, instabilityoccurs when the child has conflicting concepts ofwhat he is. These may derive from different peoplewith whom he is associated or from his success orfailure in his undertakings. They may result from in-consistent treatment in the home or from discrepan-cies between the way people in the home and outsidethe home treat him. Instability may also occur whenthere is a marked discrepancy between the child'sreal self-concept and his ideal self-concept. Insta-bility in the ideal self-concept occurs when the childshifts from one ideal to another, when he is readjust-ing his concept of which ideal he would like to imitate.
Of the two components of the personality pattern,the self-concept is the more important. It is the coreof the pattern and thus influences the form the differ-ent traits take. If it is a positive concept, the child willdevelop such traits as self-confidence, self-esteem,and the ability to see himself realistically and to assesshis relationships with others accurately. These traitswill lead to good personal and social adjustments. Ifthe self-concept is negative, the child will developfeelings of uncertainty, inferiority, inadequacy, lack ofself-confidence, and low self-esteem, which willlead to poor adjustments.
DEVELOPMENT OF THE PERSONALITY PATTERN
Three factors are responsible for the development ofthe personality pattern: hereditary endowment,early experiences within the family, and events inlater life. The pattern is closely associated with thematuration of the physical and mental characteristicswhich constitute the individual's hereditary endow-ment. The importance of the hereditary foundationsin determining the personality pattern has beenstressed by Rainwater (128):
Personality is formed from the interaction of signifi-cant figures (first the mother, later the father andsiblings, later extra familiar figures) in his environ-ment with the child. The child brings to this inter-action a certain biological constitution, certain needsand drives, and certain intellectual capacities whichdetermine his reactions to the way in which he isacted upon by these significant figures.
Learning greatly influences the development ofthe personality pattern. Attitudes toward self andcharacteristic methods of responding to people andsituations—the traits of personality—are learnedthrough repetition and the satisfaction they bring.
The child who thinks of himself as inferior, forexample, will develop characteristic methods ofadjusting that will differ markedly from those de-veloped by the child whose concept of self is morepositive. If the child learns, from experiences in thehome or school, to think of himself as an "imp, "his  adjustments to life will  be very different from
Box 18-1
COMPONENTS OF THE PERSONALITY PATTERN
The Self-conceptThe real self-concept is the concept the person has of whoand what he is. It is a mirror image, determined largelyby his roles, his relationships with others, and what hebelieves their reactions to him are. The ideal self-conceptis the picture the person holds of what he would like to be.
Each kind of self-concept has a physical and a psycholog-ical aspect. The physical is composed of the individual'sconcept of his appearance, its sex appropriateness, theimportance of his body in relation to his behavior, andthe prestige his body gives him in the eyes of others. Thepsychological is composed of the person's concepts ofhis abilities and disabilities, his worth, and his relation-ships with others. At first, these are separate, but theygradually fuse as childhood progresses.
TraitsTraits are specific qualities of behavior or adjustive pat-terns, such as reactions to frustrations, ways of meetingproblems, aggressive and defensive behavior, and out-going or withdrawing behavior in the presence of others.Traits are integrated with and influenced by the self-concept. Some are separate and distinct, while others arecombined into syndromes or related patterns of behavior.
Traits have two outstanding characteristics: individuality,which is shown in variations in the quantity of a particulartrait rather than in a trait peculiar to that person, andconsistency, which means that the person behaves inapproximately the same way in similar situations andunder similar conditions.
what they would be if he thought of himself as an"angel." Figure 18-1 suggests how experiences leadto self-concepts which color the child's patterns ofadjustment to life.
Social pressures in the home, the school, and thepeer group likewise influence the form the traits willtake. When aggressiveness is encouraged, becauseit is considered a sex-appropriate trait for boys, theboy will try to learn to behave in an aggressive man-ner.
Since the self-concept and the traits are developeddifferently, they will be discussed separately. It isnecessary to keep in mind, however, that the threefactors discussed above—hereditary endowment,early home experiences, and events in later life-all help to determine the pattern of development ofboth the self-concept and the traits.
Development of Self-concept. The child's conceptof self, as was explained in Chapter 14. Developmentof Understanding, comes from his contacts withpeople, how they treat him. what they say to and abouthim. and what status he holds in the group. At first,the most significant people in the child's life are familymembers and, as a result, their influence on hisdeveloping self-concept is dominant. Later, as peersand teachers become significant in his life, theirinfluence on his self-concept becomes greaterand greater.
The role of hereditary endowment in the develop-ment of the self-concept comes from the way thechild interprets the treatment he receives fromothers. As was pointed out m Chapter 10. socialinsight is greatly influenced by the child's level ofintelligence. Age for age, the brighter the child,the better he can interpret how people feel abouthim from what they say or do. His interpretationof their feelings, in turn, determines whether hewill develop a favorable or unfavorable self-con-cept.
By adolescence, the self-concept is firmly es-tablished, though often it is revised later as thechild undergoes new personal and social experi-ences. The child who developed a concept of himselfas an outstanding athlete because he could playgames better than his gang members may have torevise that concept radically when he reaches highschool and finds that his sports skills are so inferiorto those of his age-mates that he cannot make theathletic teams.
Unfortunately, few parents or teachers are awareof the kind of self-concept a child is developing, andfew try to make sure that it will be both realistic andfavorable enough that the child will be willing toaccept himself. The damage resulting from thehaphazard, uncontrolled development of the self-concept in childhood has been discussed by Jersild(83):
Figure 18-1. The concept of self determines the characteristicrole the child learns to play. (Adapted from H. G. Shane,Social experiences and selfhood, Childhood Educ, 1957. 33.297-298. Used by permi.^sion.i
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From an early age. without being deliberate about it,he (the child) acquires ideas and attitudes about him-self and others. These are woven into the pattern ofhis life. They may be true or false, healthy or morbid.Their development is left largely to chance. . . . A largeproportion of children will move into adulthood troubledand unhappy about many things. Many will be afflictedby irrational fears which do not represent dangersin the external environment but unresolved problemswithin themselves. Many, as adults, will suffer fromattitudes of hostility, vindictiveness, and defensivenesswhich are not a response to hostile forces in the outsideworld but represent attitudes carried over from un-resolved childhood struggles. Many persons similarlywill acquire persisting feelings of inferiority or otherunhealthy attitudes regarding their personal worthwhich represent either an irrational estimate of them-selves or a failure to accept themselves realisticallyas they are. In numerous ways there is a vast carry-over of unhealthy attitudes regarding self and othersfrom childhood and adolescence into adult life.
Development of Traits. Traits are a product of learn-ing; at the same time, they are based on a hereditaryfoundation. They are molded mainly by child trainingin the home and school and by imitation of the personwith whom the child identifies. If the child identifieswith the father, he will imitate the father's charac-teristic methods of reacting to people and situationsto the point where it appears that he inherited thesecharacteristics. Later, he will imitate the traits ofmembers of the peer group, developing the charac-teristic methods of adjustment accepted and approvedby the group.
The relationship of child training and identificationto the development of personality traits has beenshown by studies of father absence from the homeduring the early, formative years of the child's life.While father absence has little influence on thepersonality development of girls, who tend to identifywith their mothers and who are trained to behavein a manner appropriate for members of their sex,it has great influence on the developing person-alities of boys. As a result of being trained mainlyby their mothers and of lacking a masculine modelto imitate, boys tend to be less masculine and lessaggressive, more prone to show feminine sex-rolepreferences, and more likely to engage in noncom-petitive play activities than boys who have malemodels to imitate (17, 24, 41, 75). Later, when theybecome aware of the cultural expectations of mas-
culine behavior and aware of how far short theyfall of these expectations, they try to be "masculine"and. in so doing, often engage in antisocial behav-ior (150).
Thus, it is apparent that, through a combinationof child training and identification, the child learnsto behave in a way that is characteristically his, eventhough it may differ in degree from that of his age-mates or even his siblings. As Baumrind has stated."With varying degrees of consciousness and con-scientiousness, parents create their children psy-chologically as well as physically' (20).
Some personality traits are learned by trial anderror. If a child discovers, more by chance than byimitation or direct teaching, that aggressivenessin a certain frustrating situation wins approval fromthe peer group or satisfies a need, he will repeat theaggressive behavior whenever a similar situationarises. In time, this will develop into his charac-teristic method of adjusting to frustrations, and hewill be known as an 'aggressive child."
Not only does the child develop personality traitsthat serve his needs but he also tries to develop traitsthat are admired by members of the social group withwhich he is identified. He discovers that people whohave the admired traits win social approval andacceptance, while those who have unadmired traitsare criticized, scorned, and rejected.
Furthermore, the child discovers as he grows olderthat not all people value traits in the same way.Parents, teachers, and other adults value certaintraits more highly than members of the peer group,and vice versa. He also discovers that there aresex-approved and social-class-approved traits. Inspite of these variations, he learns that certain basictraits are honored by all cultural groups. Honesty,respect for others as people, respect for authori-ty, and a sense of appreciation are universally ap-proved.
As traits develop, they begin to organize intoclusters, forming syndromes. The child who is re-served, for example, will become shy and somber,while the child who is expressive will become gayand socially at ease. The child who is subjectedto strict authoritarian child training develops arigidity in his characteristic pattern of adjustmentor an "authoritarian personality syndrome." He willbe inhibited, overcontrolled, introverted, withdrawn,conservative, and conventional: he will be intolerantof change, irregularity, and things not clearly defined;he will be submissive toward authority figures but
aggressive   toward   weak   figures;   and   he   will   be else could be expected in view of the unique hereditary
anxious,     guilt-prone,     worry-prone,     compulsively endowment,  the  different developmental history, the
doubtful,   insecure,   rigidly   moral,   and   plagued   by never-repeated external influences that determine each
feelings   of   inadequacy   and   inferiority  (64). These personality? The end product of unique determination
will color all of his adjustments to life. can never be anything but unique.
Individuality
Each personality pattern is unique in that it variesin the combination and organization of the traitsthat constitute the pattern, in the strength of thedifferent traits, and in the core of the pattern, theself-concept. Bronson has labeled uniqueness ofpersonality as 'style of life." According to him.style of life is a complex of attitudes, traits, andattributes which give a characteristic flavor to theperson's interactions (33). Allport has referred toindividuality as a "never-repeated phenomenon"and has emphasized that the "outstanding charac-teristic of man is his individuality" (4).
Individuality in personality means differencesin kind, rather than differences in amount. Withinthe personality pattern are not only differences in thecore but also differences in traits. Some traits maybe common to large groups of people, such as truth-fulness, generosity, and sociability, because theyhave been developed by similar child-training meth-ods and similar environmental influences. Othersare unique in that they are not to be found in others;they have developed from unusual combinationsof hereditary qualities, personal experiences, andsocial environments.
Even common traits contain a unique element.As a result, no two people have exactly the same traitin exactly the same degree. A child may be generousbecause generosity is a highly valued trait in theculture in which he grows up. Nevertheless, he willexpress his generosity in his own individual way,and his expression of it will be influenced by hisuniquely developed self-concept. To one child,generosity may be "good business"—a way to "buypopularity"—while to another it may be motivatedby a feeling that he owes society something and isrepaying his debt by helping those less fortunatethan he. This point of view has been emphasizedby Allport (4):
No two persons ever have precisely the same trait.Though each of two men may be aggressive for es-thetic), the style and range of the aggression (or es-theticism)  in each case is noticeably different. What
CAUSES OF INDIVIDUALITY
Recognition of individuality goes back at least asfar as the ancient Greeks. Hippocrates referred tofour different personality 'types"; The sanguine,or quick, active persons; the choleric, or strong andeasily aroused persons; the phlegmatic, or slow andstolid type; and the melancholic, or sad and pessi-mistic individuals. The cause of the differencesin personality patterns which gave each type anindividuality, according to Hippocrates, was a dif-ference in the strength of the body humors. Thus,according to him, individuality had a physical cause,though there is no evidence that Hippocrates con-sidered this to be due to differences in heredity.
It is now rather generally believed that the foun-dation of personality comes from the maturation ofhereditary traits but that these are influenced partlyby learning in connection with direct social contactsand partly by conditioning.
Once a trait has been developed, through en-vironmental influences, it affects not only the in-dividual's behavior but also his interests and at-titudes. The trait is thus strengthened and mademore resistant to change. In spite of environmentalinfluences, each personality pattern has a tough core,or nucleus, of traits. When this tough core, as Shirleypointed out many years ago, is "coupled with thedynamic forces of growth, it prevents the individualfrom ever becoming a complete puppet of the forcesthat play upon him" (148). Because of this inner re-sistance, the child will react in his own individualmanner to the people and things in his environmentand will thus increase his individuality.
EARLY APPEARANCE OF INDIVIDUALITY
Even at birth there is a clearly discernible individualityin the infant's characteristic adjustment to his newenvironment. This individuality is shown in responsesto food, in motor activities, and in crying. Whileindividual responses may be due in part to hereditarydifferences, there is evidence that a disturbed pre-natal environment, resulting from the mother'smetabolic or emotional processes, may modify theinfant's   behavior   patterns   (36,   155.   171).   If  these
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behavior patterns interfere with good postnataladjustments, the infant will seem less "desirable"in the eyes of his parents, and this will affect theirattitudes toward him and the way they treat him.
While the personality of the child is not developedat the time of birth, the potential qualities are there.From these a pattern is built up from which theindividual never completely escapes. A month ortwo after birth, the baby begins to respond to otherindividuals, and his behavior is modified accord-ingly.
Since no two individuals have the same socialenvironments, even if they have the same physicalenvironments, they tend to exhibit increasinglydifferent personality patterns as they grow older.Among first graders, it has been reported, variouspersonality types can be distinguished. Some chil-dren are helpers who can look out for other chil-dren; some are leaders who have sufficient ini-tiative to make suggestions and attract followers:some are maternal: some are despotic: some liketo joke and make fun of others: some are inveterateshow-offs: some are much-loved favorites: and someare solitary and withdrawn (157).
Persistence in Personality
According to popular beliefs, based on the assump-tion that personality is a hereditary characteristic,personality persists in a relatively unchanged formthroughout life. If any change occurs, it is believed,it is likely to be a change for the better in youngpeople and for the worse as people reach middleor old age.
Changes in personality are attributed to physicalchanges. At puberty, for example, there is the changefrom the childish to the adult body: as this physicalchange is regarded as an improvement, the tradi-tional belief holds that there will be an improvementin personality also. By contrast, the physical changesoccurring at the time of the climacteric and withadvancing age are regarded as forms of deterioration.The personality changes that are believed to ac-company them are believed to be changes for theworse.
MEANING OF PERSISTENCE
The term persistence  means  "enduring"  and "con-stantly  recurring";  it does not mean that no change
occurs. It does mean, however, that there is a tend-ency for certain traits to remain in an unchanged,or relatively unchanged, form, even when trainingand social pressure have been operative. As Allporthas stressed, the "important fact about personalityis its relatively enduring and unique organization '(4).
For example, a child who as an infant showedirritability would show the same trait as he grewolder, even though his irritability were somewhatmodified and toned down as a result of environ-mental pressures. Likewise, a happy, good-naturedchild would remain cheerful, even in the face ofadversity, if persistence were characteristic of dif-ferent traits.
While certain personality traits change as the childpasses through certain kinds of experiences, Brecken-ridge and Vincent (31) have explained the persistentnature of the personality pattern in this way:
Each personality preserves a central stability, a centralcore or focus or "center of gravity" which does notchange. Some personalities are far more flexible thanothers, and change radically under radical changesin environment: others have a "granite-like" qualitywhich withstands the impact even of the most radicalchanges of environment.
The center of gravity, it thus becomes apparent,leads to stability in the personality in that it preservesa balance of traits within that personality pattern.Once this center of gravity is fixed, it does not changeunless radical steps are taken to produce such achange.
In young children, the core of personality is notwell established. It can therefore be changed withoutdisturbing the total personality balance. But thepersonality becomes less flexible as the persongrows older, because of the larger and more fixedcore of habits and attitudes, and any change willrequire a great deal of effort and pressure. Also,care will have to be taken to avoid disturbing thepersonality balance. That persistence has not beenwell established in the young child is stressed byDavis and Havighurst (48):
We do not believe, in short, that the early personalityis as irrevocable as the crack of doom. There certainlyis no reason for a fatalistic view concerning man'sability to break the mold of his childhood learning.Admittedly, this learning often sets the pattern for many
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later responses toward people; even for one's lifelongestimate of oneself But new situations and new stimuliwill change not only a man's behavior—they willchange his belief in himself. Men have been saved fromdespair, and vice, and from even the deep shadowsof insanity by a change in their opportunities, by achance to work, or to gain social distinction; by findingsomeone who loved them, and had faith in their abilityand courage; by the birth of a son or daughter, and thenew responsibility and hope which it brought.
EVIDENCE OF PERSISTENCE
Mention of persistence of personality traits was madein some of the early baby biographies (147. 183).In recent years, genetic studies of groups of childrenover a period have emphasized the persistence ofpersonality patterns and have shown under whatconditions changes occur. They have shown thatwhile traits vary from year to year within a narrowrange, they remain fairly consistent (7, 8, 21. 105,111, 150). There is also evidence from these studiesthat no child remains absolutely consistent withrespect to predominant forms of behavior; nor arethere any revolutionary changes. On the other hand,shifts are always in the direction of behavior thathas been evident earlier, though not in a pronouncedform(88, 117. 148).
Because of the traditional belief that markedpersonality changes occur when the puberty changestake place, it is important to determine whetherthey actually do occur or not. Genetic studies haveshown that, even in late adolescence, some fluctu-ations in traits do occur but. for the most part, earlypatterns are maintained. In general, undesirabletraits tend to be less undesirable because of theadolescents strong desire to conform to sociallyapproved patterns (8. 105).
When changes do occur in the personality patternas a result of environmental conditions, they tendto be persistent. Studies of early- and late-maturingboys show that the personality patterns, influencedby the treatment the boys received from adults andpeers because of their physical status at puberty,persisted into the early thirties. Those who maturedearly were, as young men. responsible, enterprising,sociable, warm, persistent in working toward agoal, self-controlled, dominant, and able to createconfidence in others. These characteristics weresimilar to those they had shown in adolescence.By contrast, the men who matured late were touchy,
rebellious, impulsive, self-indulgent, and assertive:they sought encouragement and help until a fusswas made over them whenever they were hurt. Ingeneral, their behavior was a carry-over of the "little-boy behavior" of their adolescent years (85).
Studies of maladjusted people reveal that unusualbehavior in childhood is often a precursor of per-sonality disturbances in adulthood. Records ofpatients in mental hospitals show that the personalitycharacteristics of psychotic patients have beenstable since childhood. Those who are excitableas adults have been excitable since childhood,and those who are schizophrenic have been ap-athetic since they were young children. In short,childhood schizophrenics tend to grow up to beadult schizophrenics, although the clinical manifesta-tions and their intensity may change (2. 105, 185).
Children who are problem children often growup to be juvenile delinquents and adult criminals.Those who are so poorly adjusted that they areproblems in school and in the home contribute adisproportionate share to such serious social prob-lems as crime, homicide, and suicide (124,164).
Many conditions are responsible for persistencein the personality pattern. It is important to knowwhat they are. not only to understand why persistenceis so common, but from a practical view, to under-stand why changing the personality becomes in-creasingly difficult. Some of the conditions con-tributing to persistence in the personality patternare shown in Box 18-2.
SIGNIFICANCE OF PERSISTENCE
Difficult as it is to determine how persistent thepersonality pattern is and when, how, or how muchit can be changed, an understanding of persistenceis needed for several practical reasons. The fourmost significant are described below.
First, if the personality pattern is persistent, goodfoundations which can guarantee reasonably goodadjustment throughout life must be laid early. Thiscan best be achieved by guidance to ensure that afavorable self-concept will be developed and thatsocially acceptable methods of adjusting to peopleand situations will be learned and reinforced throughrepeated experiences. If changes could be madeeasily as the child grew older or if he automaticallyoutgrew undesirable traits, then this would not beso important. Evidence to date suggests that theearly pattern is likely to persist.
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Second, symptoms of maladjustment should berecognized and the maladjustments corrected assoon as they appear. Since there is little evidencethat changes occur of their own accord or that theywill be changes for the better, the sooner they aremade, the easier they are and the more likely theyare to persist. The same is true of changes in an un-desirable concept of self. Unless changes are madein the direction of a more favorable concept, anundesirable self-concept will become so fixed thatany attempt to change it later can upset the wholepersonality structure.
Third, the personality pattern of the child influ-ences the kind of adjustment he makes rather thanvice versa. There is substantial evidence that thechildren who make good adjustments have well-integrated personality patterns in which the core isa stable, realistic self-concept, while those whomake poor adjustments have poorly integratedpersonalities with unstable and unrealistic self-concepts as the centers of gravity.
Fourth, since the personality pattern becomesincreasingly stable with the passage of time, it ispossible to predict early in childhood what sort ofperson the child will be as he grows older and whatsort of adjustments he will make to life. Becausechange is not likely to occur of its own accord thechild should have help and guidance before it istoo late.
Change in Personality
In spite of the traditional belief that personalityis hereditary and. therefore, persistent, there is acontradictory popular belief that the child will changehis personality as he grows older. As a result, as wasexplained in Chapter 1, parents often tell themselvesthat a child who is selfish, for example, will "outgrow"his selfishness. Consequently, they do little or nothingto help him realize what a serious handicap to socialadjustment it is. The child may discover this stumblingblock by trial and error, or it may be pointed out tohim by a teacher or by members of the peer group.Then, if his desire for social acceptance is strongenough, he will try to correct it. He does not "outgrow"selfishness; he tries, instead, to replace it with amore socially approved trait, generosity; this he does6_v learning, not by maturation.
From a practical as well as from a theoretical angle,it is important to know just how much change there
actually is and when changes can best be made,should it become apparent that they are needed.The practical aspects of this problem have beenstressed thus by Roberts and Fleming (133):
To accept the idea that an individual is ~born thatway" and can do little about his personality charac-teristics breeds a defeatist attitude. On the other hand,to believe that an individual can make of himself whathe will may hold out false hopes of rebirth. Educatorsand psychologists need, therefore, to know what thepossibilities for modification are and at what stagesin   development   modification   is   most possible.   All
Box 18-2
CONDITIONS CONTRIBUTING TOPERSONALITY PERSISTENCE
HeredityA trait that is related, either directly or indirectly, to thechild's hereditary endowment will be more stable thana trait that has little relationship to heredity.
Child Training
The method of child training and the attitudes of theperson who uses it remain relatively stable: this re-inforces the child's developing self-concept and hischaracteristic pattern of adjustment.
Parental ValuesPersonality  traits   that   parents value   highly  are  rein-forced   by   parental   rewards,  while traits that are  notvalued are extinguished by punishment or lack of reward.
Social EnvironmentSince the child sees himself as others see him. thisreinforces his developing self-concept and his charac-teristic pattern of adjustment. Later changes in socialenvironment may not be adequate to change the per-sonality pattern.
Selective Attention to Social EnvironmentThe child's personality or some dominant trait in itdetermines the kind of social environment he will select.Through his constant association with people in thatenvironment, his self-concept and characteristic patternsof adjustment will be reinforced.
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people working in the field of guidance, whether theybe teachers, parents, psychologists, ministers, or coun-sellors, need to be discriminating about what changesit is sound to work for in helping people solve theirpersonality problems.
MEANING OF CHANGE
To "change" means to "alter" or to "vary"; it doesnot necessarily mean that the alteration or changewill be complete. While change through growth andmaturation is characteristic of physique and in-telligence, personality is, as Breckenridge and Vin-cent have said, more "fluid or subject to changethrough influence of the environment" (31). Changesin personality, however, are more frequent and morepronounced in young children than in older childrenand adolescents, and very much more frequentthan in adults.
Changes in the child's characteristic method ofadjusting to people and to situations may suggestthat a greater change in his personality pattern hasoccurred than is actually true. The core of the pattern,the child's self-concept, is relatively stable andchanges only when the child perceives changes inthe attitudes of significant people toward him. Hemay modify his behavior in response to social pres-sures, however, in the hope of winning greatersocial approval or of avoiding social disapproval.
An egocentric child, for example, may discoverthat stinginess leads to social rejection. He may,as a result, feel that it is a good policy to be generouswhen generosity counts—at times when it will win theapproval and favor of the peer group. With his siblings,parents, and relatives, he may continue to be selfishand stingy because he can count on their acceptanceand does not have to buy it with generosity. Understress, he will revert to his real pattern of adjustment,showing his stinginess even with members of thepeer group. Thus the change from stinginess togenerosity was not real but only apparent.
Changes in personality do not occur spontaneously.Furthermore, when changes do occur, they do sogradually. Sudden changes in personality are oneof the criteria used to diagnose mental illness; theyare not characteristically found among normalpeople. Personality changes may be due to one factor,but usually they are brought about by the interactionof two or more factors. In Box 18-3 are given the mostimportant conditions that contribute to personalitychange.
CAUTIONS IN PERSONALITY CHANGE
In every personality, Thompson has written, thereis a 'point of fixity beyond which change cannot beeffected" (168). While the personality can be changed,it cannot be changed beyond certain limits withoutupsetting the balance of the entire pattern. Theselimits of change may vary from one person to anotherand from one age to another in the same person,but the limit exists and must be recognized if dis-turbance to the entire pattern is to be avoided. Fur-thermore, some areas of the personality are moreeasily changed than others, and some may be sorigid that change is impossible. These differencesin flexibility come partly as a result of increasing ageand partly as a result of life experiences.
Some children are more susceptible to guidanceand more responsive to efforts to change their per-sonality patterns than others. A child who is a vol-untary isolate, for example, may prefer to be sobecause he has not found congeniality in the childrenavailable for him to associate with. Resistance tobeing changed into a social person does not neces-sarily mean that he will develop into a maladjustedadult: independence will not, per se, make one anunsocial outcast.
Changing one or two personality traits that area distinct social handicap to the child is one thing,but trying to revamp the entire pattern is quite adifferent story. As Breckenridge and Vincent (31)have warned:
The very stability of a central core of personality aroundwhich habits and attitudes achieve a working balancein any given personality proves to be the reason wecannot, or should not try to make over basic traitsin any personality unless we have the help of highlytrained specialists. To change any basic trait withoutdue regard to the other traits, habits, and attitudeswhich balance this trait may be to invite disasterthrough a serious disturbance in the total personalitybalance. . . . Apparently, while the core of stability of"the integration center" is still in the early stages offormation, much in the way of change or moulding ispossible without disturbance to the general balance.Even so, it is not wise to force any child into a pre-conceived pattern. Even very young children seem tohave a certain physiologic and psychologic constitutionwhich can be forced only so far from its original patternwithout producing stresses and strains which shatterthe mechanism.
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Some Important PersonalityDeterminants
Some of the determinants of personality have theirgreatest effect on the core of the personality pattern.the self-concept, and some on the traits relatedto the core. No determinant, however, affects justone part of the personality pattern. For example,a physical defect affects not only the child's charac-teristic pattern of adjustment to life but also the coreof his personality pattern; it influences the child'sconcept of himself as a person in comparison withother members of the peer group.
How much influence different factors will haveon the personality development of the child willdepend to a large extent upon the child's ability tounderstand the significance of the factors in relationto himself His concept of self is influenced by hiscomprehension of the attitude of the social grouptoward him. If his appearance is such that othersadmire it. appearance will be a favorable factorin his personality development. But if he is awarethat his peers do not admire his looks, appearancewill be a liability in his personality pattern.
The analysis of the determinants of personalityin the following pages covers only those which mostcommonly affect American children today. Figure18-2 shows some of the determinants that influencethe child's self-concept and. through it. his charac-teristic pattern of adjustment.
EARLY EXPERIENCES
The importance of early experiences to personalitydevelopment was first stressed by Freud, who foundthat many of his adult patients had had unhappychildhood experiences. Many students of personalitynow claim that persons subjected to undue thwartingsduring their early years regress to infantile modesof behavior, turn their interests from outer to innerspheres, and become self-centered and reflectiverather than expressive.
Early childhood experiences and the memory ofthese experiences are highly influential because theyleave an indelible impression on the child's self-concept. There is, however, no convincing evidencethat the individual s personality reflects the kind ofcare he had during babyhood. That is, there is nodefinite evidence that breast feeding or late toilettraining is better than bottle feeding or early toilettraining  so far as the personality  pattern  is con-
cerned. Nor is there any definite evidence that theeffects of these early experiences carry into theadult years.
On the other hand, there is ample evidence thatthe attitude and emotional reactions of the mother,the total cultural context of the environment in whichthe child grows up. and other factors in the child'stotal experience are of great importance in deter-mining the pattern of his personality. Only when themother's attitudes make the child feel anxious andguilty in relation to training or eating will there beany real effect on his personality (20. 21.130. 141).
Box 18-3
CONDITIONS CONTRIBUTING TOPERSONALITY CHANGE
Physical ChangesPhysical changes, resulting from maturation, struc-tural disturbances in the brain, organic disorders,endocrine disorders, injuries, malnutrition, drugs, orillness, are often accompanied by personality changes.The effects are mainly on the child s self-concept.
Environmental ChangesWhether environmental changes will improve the child'spersonality will depend on whether the changes improvehis status and whether he moves toward equilibriumwith the environment. If he is out of focus with his en-vironment or feels that his status in it is unfavorable,he will be more damaged than helped by the change.
Social PressuresThe stronger the  child's drive for social acceptance,the more he will try to develop personality traits thatconform to socially approved patterns.
Professional HelpPsychotherapy helps the child develop a more favorableself-concept by helping him gain insight into the causesof his poor self-concept and by helping him change itto a more favorable one.
Role ChangesChange from a subordinate to an egalitarian or lead-ership role in the home, school, or neighborhood willimprove the child's self-concept. A change in the reverseorder will damage it.
CULTURAL INFLUENCES
It has been said that you can take a child away fromhis culture but you cannot take the culture away fromthe child. In every culture, children are subjectedto pressure to develop a personality pattern that willconform to the standards set by the culture.
In America, there are three kinds of cultural systems:the general American culture, social-class cultures,and ethnic-group cultures. Each has its own approvedpersonality pattern. As a result, every social classand every cultural group produces a different basicpersonality. The basic personality is the organizationof the drives and emotions of the individual, thedeeper-lying parts of mental behavior.
The cultural group to which the child's parentsbelong sets the pattern for this basic personality,and because of his early training, the child is disposedto adopt this pattern. The way the child is brought
up is thus responsible for the kind of personalityhe develops. Later, pressures from the school andthe peer group supplement family pressures. Fromall these, the child learns to behave in a sociallyapproved way in his culture and to have attitudesthat are sex appropriate.
Cultural values are reflected in the training of thechild, and through this medium they leave their markon his personality. French children, for example,are trained to be family-oriented; consequently,they develop a personality pattern characterized byloyalty, cooperation, self-sacrifice, and often anunrealistic concept of themselves and of their rolesin life. By contrast, American children become ego-centric, more realistic, concerned about their in-dependence and rights, and more anxious to helpthemselves than others. Thus it is apparent, as Stend-ler has pointed out. that "as cultures differ, so do thepersonalities embedded in these cultures" (159).
Figure 18-2. The impact of environmental influences on thedeveloping self-concept in childhood. ^Adapted from L. D. Crowand A. Crow: Child development and adjustment. Macmillan,1962. Used by permission.)
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PHYSIQUE
PHYSICAL CONDITION
Physique influences personality both directly andindirectly. Directly it determines what the child canor cannot do. Indirectly, it determines how the childfeels about his body. This, in turn, is influenced byhow significant people in his life feel about it. Thechild who is marl<edly overweight, for example, willnot be affected by his obesity until he becomes awarethat people regard it as ugly. Shaffer and Shoben(145) have written:
A puny boy is likely to develop different preferredmechanisms than a strong, healthy child, because hehas different experiences. Anxiety provoked by threat-ening diseases or disabling symptoms may lead todefensive or nonadjustive behavior. In such cases,a person's structure of physiology frustrates his motives,creates conflicts, and shapes the experiences throughwhich he learns his adjustments. The precipitatingevents are physiological but the adjustive process ispsychological.
Every cultural group has its own standards ofwhat is "right" or appropriate for boys and girls.Extremes are regarded as "wrong." if a short, frailboy is in a group of children of his own size andbuild, size will have no effect on his concept of self.Only when the variation from the norm of his owngroup is great enough to be noticed by others willit affect him.
At an early age, children become aware of anydeviation from the group norm because of the effectit has on their social relationships. Nicknames thatimply physical differences, such as "Fatty" or "Skin-ny," show how other children feel about these dif-ferences. Being different makes the child feel in-adequate, and thus affects his personality. Boys withwell-proportioned bodies have been found to havewell-adjusted personality patterns; by contrast,boys with physically inferior bodies develop somecompensatory form of behavior, such as showing off,which interferes with good social adjustments (12,87,97,132).
Even though fat may be only temporary, the fatchild becomes self-conscious, timid, retiring, slow,awkward, and incapable of maintaining a securestatus among his peers. He is often at the mercy ofmore active children who tease and bully him. Andif he cannot engage in active play with others, hebecomes increasingly unsocial, more dependent onhis mother, and thus immature for his age.
Not only does good health enable the child to engagein all the normal activities of his age group, but italso has a favorable influence on personality. Theattitude of the family and the social group is muchmore favorable toward a healthy child than towarda sickly one, and this is certain to have an effect onhis behavior. The child who is delicate and sicklycomes to expect the consideration from others thathe has been used to at home. He withdraws from theactivities of other children and becomes overde-pendent on his parents.
Studies of the effect of physical conditions onpersonality reveal how pervading they are. Box18-4 lists some of the most common physical con-ditions that influence personality in childhood.
INTELLIGENCE
Except when there is a marked deviation from thenorm, young children are not aware of what theirintellectual level is. The bright, for example, do notrealize how bright they are, the dull are unaware oftheir dullness, and the average take their intelligencefor granted. After they enter school, children measuretheir level of intellectual development by the kind ofadjustment they make to schoolwork.
How a child feels about being intellectually dif-ferent is greatly influenced by social attitudes, espe-cially those of parents, teachers, and members ofthe peer group. Attitudes toward brightness, forexample, differ from one school to another and, withina school, according to whether the bright childrenare popular or unpopular. The more superior theintelligence of the child, the less favorable the socialattitude. A very bright child is often regarded as a"threat" by his peers; he may raise the standard ofwork in the class and make the teacher expect moreof all the students. In addition, children of averageintelligence feel uncomfortable when with a verybright child because they seem "stupid" by com-parison. And as the cultural stereotype maintainsthat very bright people are "odd," there is a tendencyto be hypercritical or suspicious of everything thevery bright child says or does.
Awareness of the fact that they are considered"different" makes very bright children uneasy inthe presence of the peer group. This, in turn, makesthem feel inadequate in their social relationshipsand reinforces the popular belief.
A   child   whose   intelligence   is   definitely   below
that of other children of the same age finds himselfan outsider. His interests are different from theirs,and he soon develops feelings of inadequacy. Becauseof his narrow social experiences, the dull child haspoor social insight as well as poor self-insight. Thislimitation further impairs his social adjustmentsand adds to his social rejection. Fortunately, dullnessdoes not damage the personality as much as onemight anticipate, because dull children lack the socialinsight to realize how unfavorable social attitudestoward them are.
Box 18-4
PHYSICAL CONDITIONS AFFECTING PERSONALITY
FatigueFatigue  causes the child to be irritable and quarrel-some, thus affecting his reactions to people and theirsto him.
Malnutrition
Malnutrition results in a low energy level which is shownin shyness, irritability, depression, and unsocial be-havior.
Irritating Physical Condition
A physical irritation, such as hives or eczema, leads toemotional overreactions.
Chronic Disease
Such chronic diseases as allergies and diabetes causeemotional instability, strong negative emotions, andemotional dependence on family members.
Physical Defects
The effect of a physical defect on personality dependsupon how much it limits activities and how other peoplereact to it. The more different the defect makes thechild feel, the greater his sense of inferiority, inadequacy,and martyrdom.
Endocrine Glands
Of all the glands in the endocrine system, the thyroidshave the greatest effect on personality. A hyperthyroidcondition makes the child nervous, excited, jumpy,restless, and overactive. A hypothyroid condition makeshim lethargic, unresponsive, depressed, dissatisfied,and distrustful.
EMOTIONS
Frequent, intense, and apparently unjustified emo-tional outbursts lead others to judge the individualas "immature." Suppression of emotional expressionsresults in moodiness, which makes the individualrude, uncooperative, and preoccupied with self.Heightened emotionality, even when the expressionsare controlled, tends to make one nervous and illat ease; it is often accompanied by specific man-nerisms, such as nail-biting or giggling, which createthe impression that the person is silly or immature.
People tend to judge a child favorably when hekeeps his emotions under control. They also considersome forms of emotional expression more acceptablethan others. "Picking on others," for example, is lessacceptable than moodiness, just as generalized jitteri-ness is less readily tolerated than a nervous mannerism.
How the child's emotions affect his concept of selfis thus greatly influenced by how they affect otherpeople. The direct effect of emotions on personality,however, though often less noticeable than the effectthey have on other people, should not be overlooked.When emotions are so strong that the child's behaviorbecomes disorganized, they will adversely affect hischaracteristic patterns of adjustment.
THE CHILD'S NAME
A name, per se, has little or no influence on theself-concept. Its influence is felt only when the childrealizes how it affects the attitudes of significantpeople in his life. When the child starts to play withother children, around the third year, he begins to seehow important his name is. Each year thereafter, theeffect his name has on his self-concept increases.
Unquestionably, the name by which a child is calledwill color the first judgments others make of him.If his name elicits pleasant associations in the mindsof others, they will treat him well, and this will havea good effect on his self-concept. If it elicits unfavor-able first impressions, the treatment the child receivesfrom others will be less pleasant, and, as a result,he will develop an unfavorable self-concept.
The effects of the child's name do not end withfirst impressions. Instead, it affects all social re-actions to him. As Murphy has said, the child's namecan be either a psychological asset or a psychologicalliability (116). Hartman et al. (73) have emphasizedhow great a psychological liability a name that callsforth unpleasant associations in the minds of othersmay be in the child's social relationships:
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A child's name, like his somatotype, is generally asettled affair when his first breath is drawn, and hisfuture personality must then grow within its shadow.A powerful mesomorphic boy must experience a differentworld from his puny counterpart; and, similarly,a boy who answers to a unique, peculiar, or femininename may well have experiences and feelings in growingup that are quite unknown to John or William. Onewould expect these different childhood experiencesto be reflected in the subsequent personality. It isplausible, and confirmed by clinic experience, to assumealso that some individuals are seriously affected intheir adjustment as a result of a peculiar name.
As was pointed out in the discussion of the child'sinterest in his name, in Chapter 16, the child hasreasons for liking or disliking his name. His attitudetoward it is emotionally weighted, because it reflectsthe reactions of others—or what he believes theirreactions are. That is why, as Murphy has explained,the child's name may be a source "of exaggeratedpride or exaggerated shame" (116).
Not only the child's real name but also any nicknameor term of endearment that his parents or relativesuse will affect his personality. Among elementaryschool children, a definite correlation has beenfound between the children's liking for their namesand their self-acceptance (25). The effect of a nick-name, as of the real name, depends upon how thechild interprets its use and acceptance by others.The possible unfavorable effect is so great, however,that one must agree with Habbe that "Fortunateis the boy whose name and/or personal charac-teristics do not suggest humorous, bizarre nick-names to the imaginative minds of his peers" (72).
The potentially damaging effect of both names andnicknames on the developing self-concept of thechild is clear. Allen et al. are justified in saying that"an unfortunate selection may doom him to recurringembarrassment or even unhappiness" (1). McDavidand Harari have added a warning that a "parentmight appropriately think twice before naming hisoffspring for Great Aunt Sophronia" (107).
SUCCESS AND FAILURE
The child's concept of self is greatly influenced bywhether he regards himself as a success or failure.He may be a "success" in the eyes of others but a"failure " in his own eyes. A person who is objectivelya success can be, subjectively, a failure. This means
that, by objective standards, the person's achieve-ments come up to the expectations of others while,by his own standards, they fall short.
How the child reacts to what he regards as hissuccesses and failures will influence his personal andsocial adjustments and affect his self-concept. Whiledifferent children react differently to success andfailure, it has been reported that there are certaincommon reactions among all children (59, 89, 108,111, 142, 187). These are shown in Box 18-5. Ingeneral, reactions to failure are more varied thanreactions to success.
Failure not only damages the self-concept, butencourages the development of patterns of behaviorthat are harmful to personal and social adjustments.These harmful effects come from the child's real-ization of the unfavorable evaluations of othersas well as from his own self-evaluations.
By contrast, success leads to a favorable self-concept which, in turn, leads to good personaladjustment and favorable social evaluations, whichcontribute heavily to good future adjustment. How-ever, it cannot be assumed that the more successthe child has, the more favorable the effects onhis personality.
As shown in Box 18-5, if success is too easyand too frequent, the good effects which harder-wonsuccess brings will be lost. For that reason, thechild's environment should be controlled so thatthis will not happen. Control of the environmentshould take two forms. First, failure should be avoid-ed, if possible, in the early years while the child'sself-concept is in the formative stage. If the childdoes experience failure at this time, control of theenvironment should make it possible for him toachieve several successes immediately after thefailure so as to wipe out some of the psychologicaldamage of the failure before it undermines his self-confidence. Second, severe failures that underminethe child's self-confidence should be avoided. Whenthis is impossible, some of the psychological damageof the failure can be counteracted by explaining tothe child why he failed, by avoiding all suggestionthat he is to blame for it, and by following the failureas quickly as possible with successes great enough toconvince the child that he is not a "failure. "
SOCIAL ACCEPTANCE
Social  acceptance  influences the child's desire todevelop socially approved personality traits. It also
affects his self-concept. Since the young child isanxious to have the approval of his parents, he triesto develop personality traits that will please them.After he enters school, the approval of his peersbecomes more important, and he tries to developtraits which his playmates admire, even though theymay not be admired by his parents.
In the absence of guidance, many children learnby trial and error to adjust in a manner that bringsthem temporary attention—which they often mistakefor approval—but that later leads to social disap-proval. The child who "cuts up" in class or who teasesa smaller age-mate may find himself the center ofattention,  which  he  equates with  approval.  Under
such conditions, he repeats the act until it becomesa well-developed personality trait.
Social acceptance plays a large role in the de-velopment of the self-concept. Children who areaccepted in the social group or who from time totime fill positions of leadership develop self-con-fidence and poise. Children who are friendly andself-confident, in turn, win more friends; as theirpopularity increases, their poise, self-assurance,and leadership qualities also grow stronger.
By contrast, unpopular children feel inferior; theyare envious of their more popular age-mates; theyresent being left out of the play activities their age-mates enjoy; and they are sullen, irritable, and ready
Box 18-5
	EFFECTS OF SUCCESS AND FAILURE

	Success
	Failure

	■ Makes the child proud and self-satisfied
	■ Encourages the child to lower his aspirations

	■ If too easy and too frequent, makes the child
	to realistic levels

	conceited and arrogant
	■ Makes the child unsure of his abilities

	■ Makes  the  child  satisfied  with   his  achieve-
	■ Contributes   to   feelings   of   inadequacy  and

	ments
	inferiority

	■ Increases  the   child's   motivation   and  efforts
	■ If frequent or severe, leads to a "failure com-

	for future successes
	plex"

	■ If too easy and too frequent, decreases moti-
	■ Makes the impulsive child more cautious

	vation and effort
	■ Makes  the   child   embarrassed  and  self-con-

	■ Makes the child willing to help others
	scious

	■ Encourages the child to seek new challenges
	■ Encourages   the   child   to   seek   advice   and

	■ Encourages the child to be boastful
	help

	■ Encourages  the  child  to  be  independent of
	• Encourages  the  child to  shun  future threatsituations

	help
	

	■ Helps to build up self-confidence
	■ Weakens the  child's  motivation  and willing-ness to expend effort

	■ If too easy and too frequent, leads to over-confidence and inability to face stiff competi-
	■ Encourages the child to rationalize the causeof the failure

	tion later
	^^ ■   b ■ ■ ^^ t wft 11 %rii I \^

	■ Makes the child cheerful and happy
	■ Encourages the child to project the blame forfailure onto others

	
	■ Is   often   expressed   in   angry  outbursts  and

	
	destruction of property

	
	■ Makes   the   child    gloomy,   depressed,   and

	
	unhappy
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to fly off the handle at the slightest provocation.Many feel that they are being martyred by theirage-mates. These reactions, naturally, do not helpthem to develop the personality traits that will improvetheir acceptance.
Children who enjoy marginal acceptance, the"fringers." or those who hope to improve theiracceptance, the ■climbers," show a degree of tensionand often seemed awed. They acquiesce to the popu-lar children, try to impress them by showing off orboasting, or they agree impetuously with whateverthey suggest. The child who Is overlooked or Ignoredby his age-mates, the "neglectee," resents the treat-ment he receives, feels martyred, and often developsa resentful attitude not only toward those who neglecthim but toward people in general. In addition, he oftenwithdraws from all social contacts and developsthe shut-in characteristics of the introvert. Refer toChapter 11 for a more detailed discussion of levelsof social acceptance.
STATUS SYMBOLS
A child learns early in his peer relationships thatstatus symbols Influence one's social acceptance.Before status symbols can affect the personalitythrough their effect on the self-concept, however,the child must become aware of the symbols that arevalued by the group and must realize that he is judgedin terms of the status symbols he or his family pos-sesses.
Of all the status symbols that are of interest tochildren (refer to Chap. 16), none has a more im-portant effect on personality than clothes. Children'sclothes are an ever-present manifestation of theirstatus. Not only do clothes tell, indirectly, the so-cioeconomic status of the family, but they tell, direct-ly, the status of children in the peer group.
The child whose family is able to provide the clothesand material possessions that give him prestige Inthe peer group usually develops a better self-conceptand thus a more wholesome personality than the childwhose parents cannot make such provisions for him.If a child fails to gain social acceptance, he is likelyto project the blame onto his father, who has notprovided him the status symbols that the peer groupvalues. He complains about his own lot, envies thelot of others, and tells others how lucky they are.The child's self-pity makes others uncomfortableand makes the child himself unhappy.
Some children defensively criticize or ridiculewhat others have. The child who uses this defense
mechanism develops an unwholesome self-concept,and behaves in a manner that will ensure poor socialacceptance. Thus, he damages his personality bothdirectly and indirectly.
SCHOOL INFLUENCES
The school influences the child's developing per-sonality both in the area of traits and in formation ofthe self-concept. A careful study of the major areasof influence, given in Box 18-6 will reveal the directand Indirect Importance of the teacher. Her influenceon the child's personality is second only to that ofthe parents, just as the influence of the schoolroomissecondonly tothatof the home (74,154).
Because of the profound influence the teacher hason personality development, the teacher's ownpersonality is more important in this area than herknowledge or teaching skills. A well-adjusted teacher,for example, is usually warm and acceptant in herattitudes toward her pupils. As a result, she not onlymotivates them to do good work and to conform tothe rules and regulations of the school but she alsohelps them to develop both favorable and realisticself-concepts.
A poorly adjusted teacher, by contrast, sets amodel of poorly adjusted behavior which manypupils imitate. She also deals with the school sit-uation and with the pupils In such a way that theyfeel inadequate, resentful, and antagonistic not onlytoward her but. In time, toward all In authority. Anyundesirable "homegrown" personality traits in thechildren are likely to become more and more per-sistent if the teacher is unable to provide responsiblehelp and guidance.
Maladjusted teachers do not always foster pooradjustments in their pupils. Sometimes a teacher whohas experienced maladjustments herself can betterunderstand and sympathize with pupils who arehaving difficulties than well-adjusted teachers.However, it is important to recognize that the per-sonality pattern of the teacher does influence thechildren under her care. Therefore, the chancesof a child developing a healthy personality will begreatly Increased if his teacher is a well-adjustedperson.
FAMILY INFLUENCES
Of all personality determinants, the family is themost important. There are a number of reasonswhy: The family Is the first social group with which
478       Chapter Eighteen
the child is identified; the child spends more timewith the family group than with any other socialgroup; family members are the most significantpeople in the child's life during the years when thefoundations of his personality are being laid; andthe areas of family influence are broader than thoseof any other personality determinant, even the school.Of the many areas of family life and family relation-ships which influence the child's personality, thefollowing are the most significant.
rejection in such subtle forms as criticism and hos-tility submerged under a cloak of insincere care andaffection, favoritism toward a sibling, and a highdegree of behavioral control (58.126).
How the child perceives his parents attitudes ismore important than the attitudes themselves. Achild who perceives himself as accepted showsgreater ego strength, more realistic aspirations,more tenacity, and greater independence fromparents than one who feels rejected.
Parental Attitudes toward the Child. Parental at-titudes that favor the development of a well-adjustedpersonality are characterized by understanding,love, and interest in the child as an individual. Pa-rental attitudes that hamper personality develop-ment   are   marked   by   lack   of   emotional   warmth.
Emotional Climate of the Home. The emotionalclimate of the home is determined largely by theparents. Homes characterized by friction and discord,lack of affectional relations, lack of parental interestin the child, and breaks due to separation, death,or  divorce  lead to  emotional  instability and  poor
Box 18-6
SCHOOL INFLUENCES ON PERSONALITY
Emotional Climate of the ClassroomA healthy emotional climate makes the child relaxed,cooperative, happy, and motivated to study and toconform to rules. An unhealthy emotional climate makesthe child tense, nervous, irritable, quarrelsome, hyper-critical, disinterested in studying and prone to trouble-some behavior. The emotional climate is due mainly tothe teachers attitudes toward her work and her pupils,the kind of discipline used, and the teachers effortsto make schoolwork interesting and stimulating.
The TeacherDirectly, the teacher affects the child's self-concept by
her attitude toward his academic work and his schoolbehavior and her interest in him as a person. Indirectly.her influence comes from helping him to develop so-cially approved patterns of adjustment.
Discipline
The discipline used in the school affects the child sattitudes and behavior. Authoritarian discipline makesthe child tense, nervous, resentful, and antagonistic;permissive discipline leads to lack of responsibility,lack of respect for authority, and egocentrism; dem-ocratic discipline gives the child a feeling of self-worthand encourages him to be happy, relaxed, cooperative,t.'ustworthy. and fair.
Transmitter of Cultural Values
The school is more important than the home in seeingto it that the child accepts the cultural values as a pricefor social acceptance.
FavoritismThe   teachers   favorite   becomes  conceited,   arrogant,and    self-centered.    Nonfavorites    become    resentful,antagonistic,    troublesome,    hypercritical    of   school,and plagued by feelings of martyrdom.
Academic AchievementGrade placement—whether in a "slow" or   fast   sec-tion—promotion, and marks are the criteria by whichthe child assesses his academic achievement. Successis ego-bolstering; failure is ego-deflating.
Social AchievementThe child measures his social achievement in termsof social acceptance and the holding of leadershiproles. The more value the school places on extracurric-ular achievements, the more influence these criteriaof achievement have on the child's self-concept.
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adjustments on the child's part. Figure 18-3 showsthe long-term effects of the death of a father or motheron the child's personality.
By contrast, a pattern of homelife in which familymembers are companionable, where cooperative anddemocratic relations exist, and where attempts aremade to meet the needs of the child favors the de-velopment of a well-adjusted personality. This typeof home provides the affectional relationships everychild needs with his parents and siblings.
The influence of the home climate on the child'sdeveloping personality depends to some extent uponthe child himself. A child who is nervous and tense.for example, will be more upset by the attention givento a new baby than a child of a more phlegmaticdisposition. Similarly, a healthy child will react verydifferently to the attention and pampering he receivesas the "baby" of the family or to bickering and quar-reling between his parents than a delicate, sicklychild.
The influence of the home climate on personalitydevelopment has been expressed in the followingway by an anonymous writer:
If a child lives with criticism, he learns to condemn.If he lives with hostility, he learns to fight.If he lives with fear, he learns to be apprehensive.If he lives with pity, he learns to feel sorry for him-self
If he lives with tolerance, he learns to be patient.If he lives with jealousy, he learns to feel guilty.If he lives with ridicule, he learns to be shy.If he lives with shame, he learns to be ashamedof himself.
If he  lives  with  encouragement,  he  learns  to beconfident.
If he lives with praise, he learns to be appreciative.If he lives with acceptance, he learns to love.If he lives with approval, he learns to like himself.If he lives with recognition, he learns to have a goal.If he lives with fairness, he learns to value justice.If he lives with honesty, he learns to value truth.If he lives with security, he learns to have faith inhimself and others.
Transmitter of Cultural Values. Either from trainingor from identification with and imitation of a parent.the child develops personality traits that will affecthis social and personal adjustments. If training isconsistent and fairly applied, it will lead to goodadjustments;  if  it  is inconsistent or applied in an
authoritarian or ultrapermissive way. it will encourgemaladjustments.
That children imitate the parent they identify withis seen in the fact that the personality pattern ofboth boys and girls in early childhood more closelyresembles that of the mother than the father, owingto the more constant contacts with the mother (21,33. 141).
Socioeconomic Status of the Family. Socioeconomicstatus affects the child's developing personality bothdirectly and indirectly: directly because it determinesthe social-class standards the parents accept and thechild-training methods they use. and indirectlybecause it determines where and how the familywill live. The physical environment of the home,including such factors as size, neighborhood, andgeneral condition of the furnishings, has little in-fluence, per se. on the child's personality. The typeof home and the neighborhood in which it is locateddo influence parental attitudes, however, and thusaffect the child.
Minority or Majority Group Status of the Family. Chil-dren whose families have a majority group statusoften become conceited and cocky in their prej-udiced attitudes toward peers who belong to minor-
Figure 18-3. The long-term effects of loss by death ofmother or father during the childhood years. (Adaptedfrom J. Bowlby, Childhood mourning and itsimplications for psychiatry. Amer. J. Psychiat.. 1961,118. 481-498. Used by permission./
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ity groups. Those whose families have a minoritygroup states often develop feelings of inadequacyand inferiority, resentful attitudes toward society,and many forms of compensatory behavior thatfurther increase the discrimination against them.By the time Jewish children reach adolescence,for example, some have responded by developingpersonality patterns that include aggressiveness,destructiveness, strong rebellion, and derogatoryattitudes toward other groups. Children of the Amishfaith, it has been reported, make poor social ad-justments because they feel that they do not "belong,"that other children are mean to them, and that theydo not have as much fun as other children (37).
Family Size. According to tradition, an only childmay be characterized in one of two ways: first, thespoiled, egocentric, and antisocial child, commonlyknown as a "brat," and second, the withdrawn,sensitive, nervous child who is overdependent on hisparents and shrinks from social contacts. Neitherchild is considered well adjusted. Today, the homesetting is regarded as a major determinant of whetheran only child will be handicapped in personalitydevelopment. Although only children develop apersonality pattern distinctly different from thatof children with siblings, there is no conclusiveevidence that they make poorer personal or socialadjustments (110).
Even though children from small and medium-sized homes are often plagued with sibling rivalriesand jealousies, parental overprotectiveness, andsuspicions of parental favoritism, they generallymake better adjustments to life and are happierthan children from large families (42, 47). Childrenfrom large families are less likely to be emotionallydisturbed or to exhibit as much problem behavioras children from small families. Although the largefamily may not provide economic security, it does,as Bossard and Boll have pointed out, provide thechild with five conditions that make for emotionalsecurity: someone to turn to if he does not get enoughattention and understanding from harried or indiffer-ent parents; better understanding of his problemsby siblings than he could get from his parents; betterteaching from siblings than from parents; littlejealousy because there is little opportunity for emo-tional coddling; and little overdependency (27).Not all children from large families, however, ex-perience feelings of security, nor are all well adjusted.However,   when   poor   adjustment   occurs   among
children from large families, it is generally traceableto specific conditions within the pattern of familylife of that particular family. The parents may beautocratic and domineering; a child may feel ex-ploited, as when the firstborn girl is expected to takecare of younger siblings; a younger child may bespoiled or overdo mi nated by an older sibling; or healthproblems may result from inadequate food or lackof proper medical attention. Adjustment thus dependsnot on the size of the family per se but on the kindof family it is.
Ordinal Position. Birth order, whether the child isfirst, middle, or last, has a definite effect on his per-sonality development. Studies reveal certain syn-dromes or clusters of traits that are characteristicallyfound among children of different birth order. Amongother things, these syndromes are a product ofparental treatment and attitudes, the roles children ofdifferent birth order are assigned to play, and at-titudes of siblings and other relatives. There is noevidence whatever that the traits are hereditary(22, 40, 103, 119, 138). Box 18-7 gives the typicalbut by no means universal personality syndromesof children of different ordinal positions.
As Box 18-7 indicates, no ordinal position canbe regarded as best. The firstborn child has moreguidance and help in his development than later-born children, but more is expected of him. Altushas commented that, "the dice are loaded in favorof the first-born" (5). Because of parental pressureson him to achieve, he usually achieves more thanlater-born siblings, but this does not mean that he isnecessarily happier or better adjusted. In addition,the firstborn usually conforms more closely to socialexpectations, and this means that he tends to bebetter accepted and more likely to play leadershiproles (104). If later-born children were given thesame guidance and attention as the firstborn, theywould probably achieve as much and be as wellaccepted socially.
Ordinal position affects the personalities of twinsas well as singletons. Twins who are firstborn, it hasbeen reported, develop personality characteristicssimilar to those of firstborn singletons. How twinshipaffects personality will depend largely on whetherthe children want to be identified as twins or not.If they feel that being twins has attention value, theywill like being treated as twins, and the effects ontheir personalities will be favorable: if they resentthe   identification,  the  effects  will  be  unfavorable.
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However, when twins are constantly thrown together,they usually become self-sufficient and sociallywithdrawn, thus making them somewhat hostile andantisocial in their attitudes and behavior (27.144).
Level of Adjustment
The term adjustment" refers to the extent to whichan individual's personality functions efficientlyin the world of other people. Studies reveal thatcertain patterns of behavior are characteristicallyassociated with well-adjusted children and otherswith poorly adjusted children. A brief survey willshow how these patterns differ.
WELL-ADJUSTED PERSONALITIES
The well-adjusted child enjoys a kind of "innerharmony": he is at peace with himself, just as he isat peace with others (14). A well-adjusted child,regardless of occasional setbacks and disappoint-ments, will continue to strive for the goals he hasset for himself. He does so because his goals meetneeds in his life, not because they have been imposedon him by someone else or set to match those ofthe crowd. A well-adjusted child will modify hisgoals when it becomes apparent to him that theyare unrealistically high.
Well-adjusted children make good social ad-justments and have harmonious relationships withthe people with whom they are associated. Theyaccept themselves and thus do not need to buildup defenses or project onto others the blame forthe discrepancy between what they are and whatthey would like to be. In describing the child whomakes the best adjustments to others. Barrett-Lennard has pointed out that he ■genuinely appre-ciates and values others as he does himself. He iscomfortable and open with them because he is com-fortable and open with himself. He is not guardedin a personal sense because he has nothing to hide.He does not distort himself to please others, nordoes he use them as scapegoats for self-dissatis-faction " (19).
Lawton has proposed twenty characteristicswhich can be used to describe and assess well-adjusted people—characteristics that are as importantin childhood as in adulthood (96). These charac-teristics, which vary according to age and ability,are given in Box 18-8.
PERSONALITY MALADJUSTMENTS
A child who makes poor personal and social ad-justments is labeled a "maladjusted person." Heis frequently called a "problem child." There aretwo major kinds of personality maladjustment: Thefirst involves behavior which is satisfying to the childbut is socially unacceptable, while the second in-volves behavior which is socially acceptable butis a source of continuous, excessive, and disturbingconflict to the child. The childs behavior, whateverit is, will depend on his own personality pattern andthe level of adjustment he has attained.
Danger Signals of Maladjustment. A number ofpersonality traits of an undesirable sort appear in amild form in all children. At first, they appear to beharmless   and   are   frequently   allowed   to   persist,
Box 18-7
TYPICAL ORDINAL-POSITION PERSONALITY SYNDROMES
The Firstborn ChildUncertainty, mistrustfulness, insecurity, shrewdness,stinginess, dependency, responsibility, authoritarianism,jealousy, conservatism, lack of dominance and aggres-siveness, suggestibility, excitability, sensitiveness,timidity, introversion, strong achievement drive, needfor affiliation, petulant, spoiled, and prone to behaviordisorders
The Second Child
Independence. aggressiveness, extroversion, fun-loving, gregarious, adventuresome, dependable, welladjusted
The Middle Child
Aggressiveness, easily distracted, craves demonstrationsof affection, jealousy, plagued by feelings of parentalneglect, inferiority, and inadequacy, and prone to be-havior disorders
The Last Child
Secure, confident, spontaneous, good-natured, gen-erous, spoiled, immature, extroverted, ability to empa-thize, feelings of inadequacy and inferiority, resentmentsagainst older siblings, envy and jealousy, irresponsible,and happy
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without any real effort to overcome them. No singletrait is enough to cause alarm when viewed by itself.When several are observable in the same child,however, and when they seem to fit into a malad-justive "personality picture," or syndrome, they aresignificant and may be regarded as "danger signals"of future trouble. Most children, for example, fidget.Only if their fidgeting is accompanied by other symp-toms of maladjustment, however, such as inabilityto concentrate, impatience, impulsivity, clowning,or unruliness—the "hyperactive-child syndrome"—is it symptomatic of poor personal and social ad-justment (161). Figure 18-4 shows some of thecharacteristic traits on the hyperactive-child syn-drome.
In Box 18-9 are given some of the most commonand most serious danger signals of maladjustmentin childhood (29. 34, 40, 82, 127, 158). Although onetrait is not necessarily a sympton of trouble, it shouldnot be overlooked; nor should one assume that thechild will automatically outgrow it. Instead, it should
be regarded as a fever when otherwise a child seemsto be well. It means that unless remedial steps aretaken, trouble may break out into the open.
Two specific examples—accident-proneness andthreat of suicide—will suffice to illustrate the dangerof ignoring any signal of maladjustment. Studiesof accident-prone children reveal that they frequentlysuffer from repeated and severe frustrations and turntheir aggressions outward, thus becoming over-active, impulsive, adventuresome, and anxious forattention and approval. They often feel insecure andthis prompts them to bid for attention by doingfoolhardy things which often lead to an accident.Boys who suffer from feelings of inadequacy becausethey are sex inappropriate in appearance are soanxious to prove their sex appropriateness by "stunt-ing" and other bids for attention that they throwcaution to the wind and have accidents. That acci-dent-proneness is a danger signal of maladjustmenthas been emphasized by Manheimer and Mellinger:"Children  who  have few accidents differ in degree
Box 18-8
CHARACTERISTICS OF THE WELL-ADJUSTED PERSON
■ Able and willing to assume responsibilities ap-propriate to his age
■ Participates    with    pleasure    in    experiencesbelonging to each successive age level
■ Willingly accepts the responsibilities pertainingto his role in life
■ Attacks problems that require solution
Enjoys   attacking   and   eliminating   obstacles
■ to his happiness
■ Makes   decisions  with   a  minimum   of  worry,conflict, and advice seeking
■ Abides by a choice he makes until convincedit is a wrong choice
■ Gets    major   satisfactions   from    real    ratherthan imaginary accomplishments
■ Can   use  thinking   as  a  blueprint  for action,not as a device for delaying or escaping action
■ Learns from defeats instead of finding excusesfor them
Does not magnify successes or apply them tounrelated areas
Knows how to work when working and to playwhen playing
Can say "No" to situations harmful to his bestinterests
Can say "Yes" to situations that will ultimatelyaid him
Can show anger directly when injured or whenrights are violated
Can show affection directly and appropriatein kind and amount
Can   endure   pain   and  emotional  frustrationwhen necessary
Can   compromise   when   he   encounters   dif-ficulties
Can concentrate his energies on a goal thatis important to him
Accepts the fact that life is an endless struggle.
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but not in kind from children who have many acci-dents or others who have none" (106).
Accident-proneness should not be ignored, notonly because an accident may leave a permanentphysical scar or even lead to death, but also becausean accident may leave a serious psychological scar.Children who have repeated accidents begin toquestion their adequacy, and this intensifies analready-existing feeling of incompetence and in-feriority. Inferiority complexes are often intensifiedby accident-proneness.
While young children may threaten to commitsuicide when they are angry at parents who refuseto permit them to do what they want to do, olderchildren are often impulsive enough to try to commitsuicide in the hope of frightening their parentsand gaining a means of manipulating them in thefuture. If children found, when they were younger,that threats "worked" but are now losing their ef-fectiveness, they may take a bold step and actuallytry to commit suicide. This is the real danger ofignoring suicide threats and of failing to recognizehow serious a sign of maladjustment it is.
Persistence of Maladjustments. Once a patternof maladjustive behavior appears, it is likely to persist.As Bennett (23) has stated;
Maladjustive behavior shows a tenacious tendencyto remain maladjustive. Forms of activity that succ^din doing the individual far more harm than goodremain in operation even in the face of the strongestpsychotherapeutic efforts. Minor forms of malad-justive behavior become permanent fixtures in thetotality of an individual's behavior and often remainthroughout his lifetime. Small things, insignificantin themselves, pile up and add burdens to the day-to-day existence and drain efficiency.
Unless minor disturbances are discovered andremedial measures taken to correct them, they arelikely to develop into handicapping disorders. Chil-dren can be helped to improve their adjustmentsby gaining better insight into themselves and a morerealistic concept of their abilities. But improvement
Figure 18-4. Some of the characteristic traits ofthe hyperactive-child syndrome. (From HyperactiveChildren by Mark A. Stewart. Copyright © 1970by Scientific American, Inc. All rights reserved.)
	OveractiveDoesn't finish projects
Fidgets
Can't sit still at meals
Doesn't stay with games
Wears out toys, furniture, etc.
Tallcc tnn miirh
	1  1   1   1   1   1  1
	u

	SELL X
	■

	mm
	11

	m 1

	1

	1 aino Luu iiiuuii
Doesn't follow directions
Clumsy
Fights with other children
Unpredictable
Teases
Doesn't respond to discipline
	I 1■
II
	

	m
	

	Gets into things ^^^^^"
	

	Speech problem ^^^ff
	

	Temper tantrumsDoesn't listen to whole story
	1     I     '     !
	

	Defiant
Hard to get to bed
Irritable
Reckless
	1   1    1     1     1
1
^           1
	

	Unpopular with peersImpatient
	^
	

	Lies
	■ ■■■1
	

	Accident prone
	■LlBI
	

	EnureticDestructive
	a
	

	0    20   40   60   8
	10  100

	Percent

	^M  Patients

	■■   Control group


484
Chapter Eighteen
is far from easy as long as they remain in the environ-ment that has fostered their unrealistic self-conceptsor maladjustive patterns of behavior.
If the teacher condones cheating and clowning,for example, the child will regard these as approvedpatterns of behavior and will repeat them until theybecome habitual. Similiarly, when parents condoneaggressive attacks on siblings or overlook lies,these will become the child's characteristic way ofadjusting. It is thus apparent that the environmenthelps to determine whether the child learns approvedor deviant behavior patterns and whether he willbecome well adjusted or maladjusted (172).
Role of Self-acceptancein Adjustment
No child can make good personal or social adjust-ments if he dislikes himself. On the other hand,when a person likes himself reasonably well, he willbehave in a manner that will lead to social accept-ance. The more others like and accept him, thebetter he will like himself and the more self-acceptanthe will become. That is why the personality patterntends to be persistent, with changes mainly of aquantitative type.
MEANING OF SELF-ACCEPTANCE
A person who is self-acceptant likes and, therefore,accepts himself just as he accepts as friends otherswhom he likes. In describing the components of aself-accepting attitude. Jersild has pointed out thatit consists of being able to live fairly comfortablywith one's emotions; of having confidence in one'sabilities to cope with life; of being willing to assumeresponsibilities and the challenge of one's abilitieswithout reaching for the impossible; and of having ahealthy regard for one's rights and for oneself as aworthy person, even if not perfect. Self-acceptancedoes not mean smug self-satisfaction, but ratherthe willingness to face the facts and conditions oflife, whether favorable or unfavorable, as candidlyand as fully as possible (83).
By contrast, a self-rejectant attitude is one whichcauses the person to dislike himself. Just as the childrejects as a playmate or friend another child he dis-likes, so he rejects himself when he feels that he isnot what he wants to be. Thus, if the child's self-concept is to his liking, he will accept himself. Ifit is not, he will dislike and reject himself.
No one. at any age, is consistently self-acceptantor self-rejectant. Self-acceptance is greatly influ-enced by the environment and by the attitudes ofsignificant people. It is. therefore, logical that thedegree of self-acceptance the child experienceswill vary from time to time. The important pointis that there must be a degree of consistency in hisself-acceptance if he is to make good adjustments.
AGE DIFFERENCES IN SELF-ACCEPTANCE
At certain times if life, self-acceptance is easy for achild, and at others, it is almost impossible. Often.the child's self-acceptance depends on the attitudesof other people toward him and his behavior at thatage. It is easy, for example, for a baby to be self-acceptant; everyone accepts him or at least behavesin such a manner that he assumes they do. As hegrows older, he discovers that he is less well acceptedthan before. In place of demonstrations of love comepunishments and harsh, critical words and frowns.Interpreting them to mean rejection, he begins tohave a less and less favorable opinion of himself.He accepts himself less and rejects himself more.
The low point in family and social relationshipsfor the child generally comes at puberty. Self-ac-ceptance likewise reaches its low point then. Whetherthere will be an improvement as time goes on willdepend largely on the kind of social adjustmentsthe adolescent makes in the home, in school, andwith members of the peer group.
Self-evaluations of children as they grow olderhave revealed that they rate themselves less favor-ably than they are rated by their teachers and bymembers of the peer group. This is illustrated inFigure 18-5. The poor opinion older children haveof themselves stems largely from the way they aretreated by the different social groups with which theycome in contact in their daily lives. It is also influencedby the discrepancy between what they would liketo be and what they perceive to be the opinions ofothers (6, 51).
OBSTACLES TO SELF-ACCEPTANCE
Two common but very serious obstacles limit self-acceptance. The first is the tendency of almostevery child to develop an ideal self-concept that isunrealistic in terms of his capacities. As was notedin the discussion of ideal self-concepts in Chapter13, this is often encouraged by parents and teacherswho believe that it serves as a source of motivation.
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A child who is encouraged to picture himselfas a leader in the peer group and at the top of hisclass academically will be bitterly disappointed whenhe is not chosen for leadership roles or when hisgrades put him far below the top of his class. Thelarger the gap between the real self-concept and theideal self-concept, the harder it is to be self-accept-ant.
Each year, as the child becomes more personality-conscious, he becomes more anxious to be like hisideal self and less satisfied with his real self. As aresult, he becomes increasingly self-rejectant. Ifthe child is to have a healthy personality, he musthave an image of himself which, as Frank has ex-plained, he can "accept and live with without feelingtoo guilty, anxious or hostile, without being self-defeated or destructive of others" (60).
The second major obstacle to self-acceptance comesfrom the dissatisfaction that results when the childcompares himself with his age-mates. Or the dis-satisfaction may come when parents and teacherscompare the child unfavorably with siblings orclassmates. If a parent constantly tells a youngersibling that he should act his age like an older sibling,that he should get as good grades in school as anolder sibling, or that he should be as neat and tidyabout his possessions, he cannot help feeling that heis inferior—a feeling that encourages self-rejection.
AIDS TO SELF-ACCEPTANCE
Self-acceptance is aided by a number of factorswhich help the child develop a satisfactory self-concept and close the gap between his real and ideal
Box 18-9
	DANGER SIGNALS OF MALADJUSTMENT

	■   Flying  into  a rage on the slightest provoca-
	■   Hostility toward any kind of authority

	tion
	■   Accident-proneness

	■   Showing signs of excessive worry and anxiety
	■   Finicky appetite and food fads

	■   Frequently   appearing   depressed   and   rarely
	■   Enuresis

	smiling or joking
	

	■   Repeated   stealing   of  small   articles,   despite
	■   Running away

	severe punishment
	■   Hypercritical and self-righteous

	■   Frequently appearing to be lost in daydreams
	■   Diffuse hyperactivity

	•   Showing   very   sensitive   reactions  to   real  or
	■   Talking about or attempting suicide

	imagined slights
	■   Repeated acts of destruction

	■   Excessive cruelty to younger or smaller chil-dren or animals
	■   Teasing   and   bullying   others   when   feelingrejected

	■   Abnormal    anxiety   about   achieving   perfec-tion
	■   Homesickness when away from familiar people

	
	and places

	•   Frequent   expression   of  the  idea that  he  ispunished more than others
	■   Clowning to attract attention

	■   Inability   to   avoid    misbehavior   even   whenrepeatedly warned and punished
	■   Projecting  blame on others and rationalizingacts when criticized

	■   Excessive concern with physical appearance.
	■   Tattling on others to win adult attention andapproval

	■   Habitual lying to suit some purpose
	■  Sour-grapes    attitude—covering    up    disap-

	■   Extreme   indecisiveness   in   making   relatively
	pointment   by   minimizing   the   value   of   un-

	minor choices
	attainable things


I
Figure 18-5. Self-ratings of elementary-school boys and girlsand of their teachers. Note the tendency for boys to ratethemselves less favorably than girls do, and for children of bothsexes to have poorer opinions of themselves than teachers do.(Adapted from Sister M. Amatora, Comparisons in self-evaluation in personality, J. soc. Psychol., 1955, 42, 315-321.Used by permission.)
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self-concepts. The following factors are the mostimportant.
Realistic Aspirations. The child must be realisticabout himself and not aim for the impossible. Hishopes for, and demands upon, himself must be keptwithin the limits of his achievement. This does notmean that he should lack ambition or set his goalsbelow his capacities. It does mean that he must setgoals within his potentials, even though his potentialsare lowerthan he would like them to be.
The child should be encouraged to develop successfactors as well as realistic aspirations. Successfactors will enable him to make the most of his po-tentials so that he can more closely approach theideal he sets for himself. If, for example, he learnsto take the initiative instead of waiting to be toldwhat to do and how to do it, if he learns to be accurateand painstaking in whatever he undertakes, and ifhe is cooperative and willing to do his share, or evenmore than his share, his chances of successfulachievement will be greatly increased.
Self-understanding. The child who understandshimself does not merely recognize facts about himself;he also perceives the significance of these facts.To be self-accepting, for example, the child who isphysically handicapped must not only realize that hishandicap cuts him off from many activities but alsorealize that it does not cut him off from everything.There are some activities that he can enjoy with hispeers, and he can make his contribution to theenjoyment of the group through them.
Each year, the child should be able to appraisehimself—his abilities and his disabilities—withgreater accuracy. If he can accept this realisticallyappraised self, he will make good social adjust-ments. The poorly adjusted child, by comparison,either overestimates himself or feels inadequateand rebels against accepting the concept of himselfwhich he realizes falls short of his ideal.
Social Insight. The child who lacks social andself insight makes poorer adjustments and is lessacceptable to the peer group than the child whoseperception of self is close to the percept others haveof him. By being able to see himself as others do, ihe can guide his behavior to conform to social ex-pectations and thus increase his social acceptance.By  contrast,  a  marked discrepancy between the
opinions others have of him and the opinion thechild has of himself will lead to behavior that antag-onizes others and thus lowers their opinion of him.The less accepted he is by others, the harder it is forhim to accept himself.
Stable Self-concept. The child who sees himselfone way at one time and another way at anothertime—sometimes favorably and sometimes unfavor-ably—is ambivalent about himself. For the child to beself-acceptant, his self-concept must be both stableand favorable. A stable self-concept composedmainly of negative concepts will lead to self-rejection.For the child to achieve a favorable as well as a stableself-concept, the people who are most significant inhis life, mainly family members, teachers, and peers,must regard him in a favorable way most of the time.Their view forms the basis for the mirror image hehas of himself.
Relation of Self-acceptance toHappiness
To be happy, a child must make good adjustments;to make good adjustments, he must be self-acceptant.As Williams and Cole have remarked, "Few factorsare more fundamental to a child's success andhappiness in life than his evaluation and acceptanceof self" (179).
Traditional beliefs to the contrary, there is evidencethat happiness in childhood comes mostly fromhuman relationships, not from material possessionsor from freedom from responsibility (79, 143, 144,180). While material possessions that have prestigein the eyes of the peer group add to happiness byincreasing the child's chances of gaining socialacceptance, and while freedom from home and otherresponsibilities gives the child time to be with thepeer group, these factors by themselves are of littleconsequence in providing happiness in the child-hood years.
THE THREE A's OF HAPPINESS
At every age, there are three essentials to happiness.These are often referred to as the 'Three As ofHappiness ": Acceptance, Affection, and Achievement.Because of the high value placed on social accept-ance in the American culture of today, no child canbe happy if he lacks acceptance. But unless he is a
reasonably well-adjusted person—and this meansthat he must be reasonally self-acceptant—he cannotachieve acceptance. He cannot expect others toaccept him if he does not accept himself. Socialacceptance per se is not enough; acceptance mustbe by those who are important in the child's lifeat that time. When he is young, he can be happy ifhe feels accepted by his parents, but as he growsolder, he must be accepted by his peers as well.
While acceptance and affection normally go handin hand, the child must receive affection in a formwhich he can understand and which is appropriatefor his level of development. A young child canunderstand affection only when it is overtly expressed,but this will embarrass an older child. Developmentallyappropriate affection for the older child takes theform of an interest in him and in his activities. Thishe can understand, and it will not embarrass him.
Achievement will lead to happiness only if it is in anarea that is important to the child at the time, and thiswill depend largely on what is important—or what hebelieves is important—to people who are significantin his life at that time. Even though academic achieve-ment is valued by parents and teachers, it will notmake an older child happy to get high grades unlesshis peers regard high grades as a worthwhile symbolof success. The more peer-oriented the child is. themore important peer-approved achievements areto his happiness.
Each of the three essentials contributes to self-acceptance, which, in turn, contributes to goodadjustment, which leads to happiness. When oneor more of the essentials is lacking or is too weakto affect the child's concept of himself, it will reducehis self-acceptance and lead to adjustments thatwill make happiness difficult or impossible.
Several examples will show how important the"Three A's of Happiness" are. Even though accept-ance and affection usually go hand in hand, thisis not always so. "Stars" (refer to Chap. 11), forexample, are almost universally accepted and respect-ed by the peer group, but they receive little affectionfrom their peers. The reason is that stars, to avoidgiving the impression of having favorites, tend tobe cold and distant toward all their peers. As a result,they usually lack the close, personal friendshipsmarked by mutual affection that less popular chil-dren enjoy. Many stars are less satisfied with theirrole and less happy than children who enjoy lessuniversal acceptance.
Similarly, academic achievement will not bring peer
acceptance and affection unless the child contributesto the enjoyment of the peer group by participatingin their play activities. If he can achieve academicsuccess only by devoting most of his time to hisstudies, he can be assured of parent and teacheracceptance and affection, but his peers are likelyto resent his success and label him a "curve raiser"or "teacher's pet." Lacking the acceptance andaffection of his peers—a social group that to a largeextent forms the older child's mirror image—he willbe deprived of two important sources of happiness.
AIDS TO ACHIEVEMENT OF HAPPINESS
There are two important aids to achieving happiness.The first is guidance to help the child learn to berealistic about himself and his abilities. As long asa child has an unrealistic concept of himself, he willconstantly fall below his ideal: this will make himdissatisfied and unhappy. To counteract this self-dissatisfaction, he will develop defense mechanisms,often thrusting the blame for his shortcomings onothers.
A realistic self-concept, on the other hand, elim-inates much of the temptation to use defense mecha-nisms. If the child is realistic about himself, he willnot expect more of himself than he is capable of.Consequently, he will not have to justify behaviorthat falls short of perfection.
The second aid to the achievement of happinessin childhood is guidance in learning how to behavein a manner that will facilitate social acceptanceand affection from others. The child soon discoversthat he must fit into the socially approved patternof the group if he is to be an accepted member ofit. If his personality pattern has developed alonglines approved by the group, he therefore has a farbetter chance for successful social adjustmentthan the child whose personality is atypical.
No child is old enough or experienced enough toknow what patterns of behavior will lead to socialacceptance: nor does he know how to developthese patterns of behavior even when he discoversthem, often by observation or trial and error. The childmay discover, for example, that the "Silent Sams"tend to be the neglectees in the social group. As aresult, he may decide that to win acceptance andaffection from his peers, he must be talkative. Buthe is too inexperienced to know that some kinds oftalk lead to social rejection. Only by being rejectedwill he discover that egocentric talk, boasting, and
' ^
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criticizing and ridiculing others are not acceptable.By then, he may have acquired such an unfavorablereputation among his peers that acceptance willbe difficult.
Similarly, early guidance in learning how to playthe games and sports that the peer group enjoyswill help the child achieve enough success to win ac-ceptance and be reasonably satisfied with his under-takings. Equally important, early guidance, combinedwith parental examples, in the display of affectionfor others will help the self-bound young child tobecome outer-bound at an age when his need forpeer affection is essential to happiness. If he learnshow to show affection for his peers in a develop-mentally appropriate way, he will receive their affec-tion in return.
What has just been said should emphasize thefact that childhood happiness is not in the hands ofthe child alone. Parents and teachers can and shouldplay a major role in guaranteeing the child's happi-ness by encouraging realistic self-concepts and byhelping the child develop the patterns of behaviorthat are needed for happiness.
It is important that every child have a reasonablyhappy childhood. Childhood is the age when thefoundations are laid for later life, and if the childlays foundations that guarantee happiness in child-hood he will know how to achieve happiness duringthe remaining years of his life. For the child's sake,as well as for the good of the social group with whichhe will be identified, it is essential that he learnhow to grow up into a happy adult.
Highlights of Chapter 18
1. Scientific study of personality has been mo-tivated by recognition of the role personality playsin adjustment in modern life, of the important rolelearning plays in personality development, and ofthe fact that changes and modifications can be madewhen one's personality pattern leads to poor ad-justments.
2. The two major components of the personalitypattern are the concept of self—which serves as thecore of the pattern—and traits.
3. The three major factors responsible for thedevelopment of the personality pattern are  hered-
itary endowment, early experiences within the family,and events in later life.
4. Individuality, or uniqueness of the personalitypattern, comes from maturation of hereditary traitsand from learning, which is influenced by environ-mental factors.
5. Persistence in the personality pattern, whichcomes more from stability of the self-concept thanfrom stability of traits, is influenced by such con-ditions as heredity, child training, parental values,the social environment in which the child growsup, and the child's selective attitude toward thesocial environment.
6. Changes in personality result from physicaland environmental changes, social pressures, rolechanges, and professional help.
7. Personality development is influenced by manyconditions, some of which affect mainly the coreof the personality pattern and some of the traits whichare influenced by the self-concept.
8. Scientific studies of personality determinantshave revealed that the following are the most im-portant during the childhood years: early experiences,cultural influences, physique, physical condition,intelligence, emotional states, name, successes andfailures, social acceptance, status symbols, andschool and family influences.
9. Most of the determinants of personality are con-trollable. Hence, it is possible to guide the develop-ment of the child's personality into channels thatwill lead to good personal and social adjustments.
10. The level of adjustment the child achieves islargely influenced by the degree to which he acceptshimself and this, in turn, is influenced by how closelyhis real self-concept approaches his ideal self-concept.
11. Childhood maladjustments, which are charac-terized by self-rejection, can be spotted by manydanger signals in the form of behavior atypical forthe child's age and level of development.
12. Happiness in childhood comes from self-accept-ance, which is dependent on social acceptance,affection from significant others, and achievementsin areas which are important to the social groupat that time.
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Growth  hormone,  118
Guests,  447-448
Guidance,  139,  163, 403in interests, 403in motor development. 139in speech development, 163
Guilt.  377
Halo,   269-270Hand skills,   141-142Handedness,   143-146
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criteria of,  143-144
development of, 144
dominance   of,   144—145
origin  of,   144
right,   144-145Happiness, 43-45, 487-489
aids  to  achievement  of,  488-489
at different stages, 43
factors influencing, 44—45
methods of studying, 43
periods of, 43—44
relation to self-acceptance of, 487
significance of, 45
3  A's  (acceptance,  affection,  andachievement) of, 487-488Havighurst's developmental tasks, 31Head  holding,  136Health,  122-123,  168, 406
effects on development of, 123
effects of, on speech, 168
interest in, 406
variations in,   122Height,  88.   91-92,   106-109
of full-term infant, 91-92
of premature infant. 88
relation of, to weight, 108-109Heightened emotionality, 207-210
causes of,  208-209
critical  periods in, 208-209
effects of, 209-210
manifestations of, 208Helplessness,  92-96,   117
effect of brain growth on, 117
of  newborn,  92-96Hereditary endowment,  53—54
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Ideal-self concepts, 338-339
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development of, 338
evaluation of,  339Identification, 378, 403, 407lllness-proneness, 122-123Imaginary   companions,   260,   329-330
evaluation  of,  329-330
prevalence of, 329Imaginary illness, 330-331Imagination,  351
Imitation, learning by, 138, 188-189Immoral behavior, 375Independence, 228Individual differences, 37-39
causes of, 37
In  development,  37—39
in  intellectual development, 39
practical significance of, 38Individual games,  297Individuality, 96-98, 407, 466-467
areas of, 96-97
at birth, 96-98
causes of, 466
early appearance of, 466—467
effects   on   parental   attitudes   of.97-98Indoor games, 297Infant mortality, 80, 90-91
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effect of brain growth on, 117
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old wives' tales about, 9
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relation to understanding of, 348Interests,  401-431
in  appearance,  406
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development of, 403
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in  status symbols,  411-412
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Jealousy,  200-201
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Late maturers,  119
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characteristics of, 278
development of, 277-279
kinds of, 277Leadership,  277-280
development of, 277-280
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meaning of, 32
in newborns, 96
old wives' tales about, 8, 138
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role in development of, 31—34
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in  understanding,  345Leg skills, 142-143Level of adjustment, 481—489
and  happiness, 487—489
role   of   self-acceptance   in,   484—487Life after death, concepts of, 355Lisping,   171
Longitudinal method, 15-16Looks, influence of, 268Lying,  334,  393
Magazine reading, 299
Majority group status,  479—480
Maladjusted personality, 481-485
danger signals of, 481-483, 485
persistence of, 483—484Malnutrition,   105Mass activity, 94Mass media, 347-348Masturbation,  415
Maturation,   31-33,    134,    137-138,188-190,  345
influence   on   motor   developmentof, 134, 137-138
interaction with learning of, 32-33,189-190
meaning of, 32
role  in development of, 31-33
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role in  understanding of, 345Maturational status, 113Medication  of  mother,  81Medium-sized  family,   442—443Mesomorph,   115Methods,   14-19
accuracy of,  17-19
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field,   15
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of studying children, 14—19Minority-group status, 479-480Mirror image, 365Misconceptions,   349-353
causes of, 350-352
dangers of, 352
dealing  with,  352-353Misdemeanors, 393—396
common forms of, 393—394
psychological  damage from, 395-396
variations   in,   394—395Money concepts, 360-361
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variations in, 361Moods,  211Moral behavior, 375, 377, 391-392
development  of,  377-378
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development of,  378-379
difficulties   in    learning   of,    378-380
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pattern of, 377-380
role of discipline in, 380-391Morality,  375-377Mother:
concept of, 353
occupation of, 446
preference  for,  355-356Mother games,  297Motivation,   139,   163Motor control in newborn, 93-94Motor development, 132-153
importance of,  133
principles of,  133-135
sequence of,  135-137
stages in, 134-135Motor manipulation, 347Motor skills, 134, 137-143
age for learning of, 138
common forms of, 140-143
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improvement in,   139—140
methods of learning of, 138
problems created  by.   140
role of learning in,  137-138
role of maturation in, 137-138
sex differences in, 140Movies,   302-303
influence of, 303
preferences  in,  302-303Multiple   births,   57-62
frequency of, 58
scientific  investigations  of,  58-62
social  attitudes toward,  57-58
types of, 58-61Muscles,   114-115
ratio of fat to, 115Music,   interest in,  295-296
Name   calling,   175-176Names,  408-411,  474-475
dislike of, 409-410
effect of, on personality, 474—475
liking for, 409-410
symbolism of, 410
types  of,  409Negative phase,  120Negativism,  232
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Neglectee,  264-265Neighborhood games, 297Neonate, period of, 79Nervous system,   117Neurological  injuries, 83-84, 90Newborn infant, 91-98, 187
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developmental status of, 91-98
emotions of,   187
helplessness of, 92-96
individuality of, 96-98Newspaper reading, 299Nicknames, 409-410Nonmoral   behavior,   375Nonsocial  behavior, 220-221Nuclear family,  440Number concepts, 358-359Nutrition,   120
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469pattern of, 462—466persistence   in,   467-469relation of, to creativity, 318-319relation of, to understanding, 348-
349syndromes  of,  465—466well-adjusted,   481-482Personality  pattern,  462-466components of, 463—466development of,  463Personality syndromes, 465—466Pet names, 409^11Pets,  260
Phobia,  school,  421-422Phrenology,   7Physical     characteristics,     traditions
about,  7-8Physical condition, 268, 473-474
Physical defects, 123-125
areas of influence of, 124-125common effects of,  125long-term effects of,  125Physical development, 103-131deviant,   104-105importance of,  104Physical  growth  cycles,   105-106Physical  proportions,  110-113in arms,  112changes in,  110consequences of changes in, 112-
113in face,   110-111in head,  110in  legs,   112in trunk,  111-112Physiognomy,  7Physique,  473Pituitary gland,  118Play,  286-314,   324-329,  415characteristics of, 291-293constructive, 295, 327-329dissatisfactions from, 311dramatic, 294, 324-327effects of tradition on, 291free, spontaneous, 293homosexual,  415meaning of, 287satisfactions from, 311stages in, 291time spent in, 288-289traditional  beliefs about, 287-288types  of,  293-311values of, 289-291variations  in,   293-294versus work, 288Play stage, 291Playmates,  257-259Pleasure,  203-204Postnatal care, 82Postnatal   environment,   61Practice,   138Prayer,  413-414
Predicting development, 34-35, 134-135practical  significance of,  35Predicting sex, 54Preference for parent, 455—456effect   on   family   relationships   of,
456factors influencing, 455ways of showing, 455-456Prehension,   135-136Prejudice,   243-245curbing of,  245effects of, 244-245elements of,  243how acquired, 244targets of, 244Prematurity,  87-91adjustments to, 89-91brain damage due to, 90causes of, 88criteria of, 87-88dangers   resulting from,   89deaths  due to.  90-91effects on developmental status of,
88-89long-term effects of, 91parental attitudes toward. 91
prevention of, 87-88
syndrome,  91Prenatal development, 50-72
conditions affecting, 64—65
hazards  in,  62-64
interest in, 51
timetable of, 62-63Prenatal environment, 61, 81-82Prespeech   forms,   156-161Principles   of   development   (see   De-velopment)Pronunciation,   164-165,   169-170
damaging effects of defective, 170
defects  in,   169-170
errors in,  170
variations in,  165Proximodistal  law,  34—35Psychosomatic illness, 122Puberty, 117-122, 248-250
causes of,  118
concerns about, 121
effects of, on behavior, 120-121,248-250
long-term effects of,  121-122
physical changes at,  119
sex  differences  in,   118—119
variations in age of,  118-120Punishment, 384-385
essentials of good, 385
evaluation  of,  385
functions of, 384
kinds of, 385
Quadruplets,   60Quarreling,   234Questioning, 347, 403, 415Quintuplets,   60-61
Radio  listening,  304-305
effects of,  304-305
program  preferences in, 304Rapid maturers,  119Rapport with children, 19-20Readiness to learn, 33-34, 162, 404
criteria of, 34Reading,   297-302,   348,   403
evaluation of, 301-302
popular media for, 298-301
preferred themes of, 298
relation  to  understanding of,  348Realism,  326Realistic  aspirations,   487Regression,  211Relations  with   relatives,  436Religion,   412-414
expressions of interest in, 413—414
interest in, 312Religious   beliefs,   412-413Religious concepts, 412—413Religious doubt,  414Religious  observances,  413-414Remarriage, 449-450Reproductive cells,  51-52
maturation of, 52Rewards,  385-386
versus bribes, 386
kinds of, 386Right-handedness,  144-145
advantages of,  145Rivalry,  235
Rules,  382
Running,   142
Rural   environment,  321
School:
influence  on   personality of,  477-
478interest in, 418-426
effects of, on behavior, 421-425effects of, on school achieve-ment, 419factors   influencing,   418—421School phobia, 421-422Schoolwork,  276
Scientific studies of children,   12-20Self-acceptance, 484-489age differences in, 484aids to, 485-487meaning of, 484
relation of, to happiness, 487-489
Self-concept,    228,    248-249,    338-
339,   364-366,   462-466,   487
common elements of, 366
development   of,   365-366,   464—
465hierarchy  of,  365ideal,  338-339physical,   364-365psychological, 365at puberty, 248-249stability of, 487Self-dressing,   141Self-evaluation,   156Self-feeding,   141Self-grooming,   141Self-insight,   290Self-understanding, 487Sense organs, 348Sensory   development   at   birth,   95-
97Sensory exploration, 347Sentences, 167-168, 170-172
defects in,  170-172Sex:
attitudes toward, 416control of, 54-55effects of, 56-57, 168, 320, 325,395on  creativity,  320,  325on development, 56—57direct,  56indirect,  56-57on  morality, 394on speech, 168information about, 416—417interest in, 414-418prediction of, 54traditions about, 56Sex antagonism, 245-246causes of,  245effects of, 246Sex appropriateness, 406, 407, 420-
421,  426Sex chromosomes, 55Sex determination,  54-57Sex differences, 9,  140, 424
old wives' tales about, 9Sex education, 417-418constructive,  417kinds of, 417
preventive, 417
sources of, 417-418Sex ratio,  55-56Shame,  377Shyness,   194-195
damaging effects of,  195
responses in,  195Sibling attitudes, 71-72Sibling influences, 419Sibling relationships, 435-436, 442-445
age differences in, 444
effects of, on family relationships,442-443
effects   of  sibling's  sex  on,   444-445
significance of, 445
typical,  445Singletons, 57, 61-62
versus multiple births, 61-62Sitting,   136
Size, deviations in,  104Skills,   motor  (see   Motor  skills)Skipping,   142-143Slow maturers,   119Slurring,   171Small family, 442-443Social   acceptance,   263-265,   270-275,   475-477
awareness of,  263-266
categories of, 264-265
conditions affecting,  263
effects of, 271
factors influencing, 268-270
importance of, 270-271
improvement of, 271-273
influence of, on personality, 475-477
lack of,  274-275
meaning of, 263
persistence of, 270
traits leading to, 266-268Social adjustments, 255-285
criteria of, 256-257
difficulties in making, 257
meaning  of,  256
role of companions in, 257-263Social  approval, 236, 240
desire for,  236
susceptibility to, 240Social attitudes, 249-250Social behavior, 229-250
beginnings of, 229-231
in early childhood, 232-238
in late childhood, 240-246
at puberty, 246-250Social concepts, 366—368Social development, 219-254
beginnings of, 229-230
in  early childhood, 230-237
in   late childhood,  237-246
meaning   of,   220-221
pattern   of,   228-229
at puberty, 246-250Social   disapproval,   susceptibility  to,
240Social  discrimination,  243Social  evaluations,   156Social expectations, 221-224
conformity to, 223
effects of nonconformity to, 223-224
variations in, 221-223Social  experiences,  225-227Social  group,   influence of,  227-228factors affecting, 228pattern of, 227Social insight, 242-243, 268, 487Social  mobility, 273-276
difficulties encountered in, 274
effects of, 274-276
kinds  of,  273
meaning of, 273
reasons for, 273-274Social   rejection,   266-268
traits leading to, 267-268Social   relationships,   155-156Social status of family, 445—446Socialization, 220-226, 260-261
essentials of, 224-225
family influences on, 225-226
outside influences on, 226
role of companions in, 260—261Socioeconomic status, 168, 269, 321,
424,  479Socioempathic   ability,   264Special vocabularies,  166Specific responses, 36, 94Speech,  117,  154-182
amount of, 173-174
content of,  174-176
defects  in,   169
disorders of,   170-171
effects of teeth on,  117
egocentric,   175
errors in,   169-171
importance of, 155-156
improvement in, 177-178
versus language,  155
pattern of development of, 168
psychological   damage  from   unac-ceptable,   176-177
socialized,   175
tasks in learning, 163-168
variations in,  168-169Speech disorders,  170-171Speech errors,  169-171Spermatozoon,  51Spontaneous birth, 81Sports,   296-297
sex differences in, 297
values of,  296-297Sportsmanship,   241-242Stable self-concept, 487Stages in development, 40-43
characteristic   traits   of,   42-43
practical significance of, 41-42Standing,   136Star,  264-265Status symbols, 411-412, 477
of childhood, 411
effects of, on personality, 477
meaning of, 411
quality of, 411-412
quantity  of,   411—412Stealing,  393Stepfather, 450
Stepmother,  450Stepparents,   449-450Stereotype,  427Studies  of children,   12-20
early interest in,  13
methods of,   14-19
motivation  of,   13—14
obstacles   to,   14-17Stunting,   140Stuttering,   171Subjects,   14—17
animal,   16—17
difficulties in obtaining, 14
human,   16-17Substitute companions, 259-260
imaginary,   260
pets,  260Success,  475—476Suggestibility,  241Suicide,  482-483Swimming,   143Sympathy,  236
Talking:
amount of,   173-174
significance of,   174Tattling,   176
Teacher-pupil  relationships, 420—421Teaching, 377-378Team games,  297Teasing,   234-235Teeth,   115-117
permanent,  115-116
psychological importance of,  116-117
temporary,   115-116
wisdom,   115-116Television   watching,   305-311
effects of, 306-309
factors influencing, 305
minimizing harmful effects of, 309-311
popular concern about, 306-307
program  preferences of, 306
time spent in, 305Temper tantrums,  199Temperament,   206Temporary teeth, 115-116Thinness,  excessive,   108-109Three A's of happiness, 487-488Time concepts,  359-360
of duration of time, 359
of historical time, 359-360
sequence of, in learning, 359Topics of conversation, 403Toy stage, 291Traditional    beliefs   (see   Old   wives'
tales)Training,   138Traits, 462-463, 465-466
development of, 465-466Transverse-presentation   birth,   81Trial-and-error    learning,    138,    188,
403Tricycling,   143Triplets,   60Truancy,  393,  421
Turning body,  136Twins,   57-62
identical,  58-60
nonidentical,   58-60
parental attitudes toward, 61-62
Siamese,  58
Underachievement,   422—425
causes of, 423-424
effects of, 424-425
meaning of, 422-423Understanding,   344-373
development of, 345
effects   of   misconcepts   on,   349-353
role of concepts in, 345-349
role of learning in, 345
role of maturation in, 345Unhappiness,  43-45
at different stages, 43
factors influencing, 44—45
methods of studying, 43
persistence  of,  43—44
significance of,  45Unmoral behavior, 375Unrealistic thinking,  351-352Unsocial, meaning of, 220-221Urban   environment,  321
Vocabulary,   165-166
size of,   165
types of,   166Vocational choice, 425—427
factors influencing, 425—427
Importance of, 427
pattern of, 425Vocational   inquiry,  427-428Vocations, interest in, 425-428
Walking,   135-137,   139Weight, 88, 91-92, 107-109
of full-term   infants,  91-92
of premature infants, 88
relation of, to height, 108-109Well-adjusted   personalities,  481-482
characteristics of, 482Whims,  402White lies, 333-334
effects of, 334
versus lies, 334
origin  of,  333—334Wisdom teeth,  115-116Wishes,  403Work, 287-289, 420
attitudes toward, 420
versus   play,   288-289
time spent in,  288-289
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common forms of,   196-197
effects of, on adjustment, 197
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X chromosomes,  55
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