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Heredity or Environment? The Case of Oskar and Jack, Identical Twins

IDENTICAL TWINS SHARE EXACT GENETIC
heredity. One fertilized egg divides to pro-
duce two embryos. If heredity determines
personality—or attitudes, temperament,
skills, and intelligence—then identical
twins should be identical not only in their
looks but also in these characteristics.

The fascinating case of Jack and Oskar
helps us unravel this mystery. From their
experience, we can see the far-reaching
effects of the environment—how social
experiences override biology.

Jack Yufe and Oskar Stohr are identical
twins born in 1932 to a Jewish father and
a Catholic mother. They were separated as
babies after their parents divorced. Oskar
was reared in Czechoslovakia by his
mother's mother, who was a strict
Catholic. When Oskar was a toddler, Hitler
annexed this area of Czechoslovakia, and
Oskar learned to love Hitler and to hate
Jews. He joined the Hitler Youth (a sort of
Boy Scout organization, except that this
one was designed to instill the “virtues” of

patriotism, loyalty, obedience—and hatred).

Jack's upbringing was in almost total
contrast to Oskar's. Reared in Trinidad by
his father, he learned loyalty to Jews and
hatred of Hitler and the Nazis. After the
war, Jack and his father moved to Israel.
At the age of 17, Jack joined a kibbutz,
and later, served in the Israeli army.

In 1954, the two brothers met. It was a
short meeting, and Jack had been warned
not to tell Oskar that they were Jews,
Twenty-five years later, in 1979, when

- >

The question of the relative influence of
heredity and the environment on human
behavior has fascinated and plagued re-
searchers. ldentical twins reared apart
provide an opportunity to examine this re-
lationship. However, almost all identical
twins, including these girls, are reared to-
gether, frustrating efforts to separate
heredity and environment.

they were 47 years old, social scientists at
the University of Minnesota brought them
together again. These researchers figured
that because Jack and Oskar had the same
genes, any differences they showed would
have to be due to the environment—to
their different social experiences.

Not only did Oskar and Jack hald dif-
ferent attitudes toward the war, Hitler,
and Jews, but also their basic orientations
to life were different. In their politics, Os-

kar was conservative, while Jack was more
liberal. Oskar enjoyed leisure, while Jack
was a workaholic. And, as you can predict,
Jack was very proud of being a Jew. Oskar,
who by this time knew that he was a Jew,
wouldn't even mention it.

That would seem to settle the matter.
But there was another side. The re-
searchers also found that Oskar and Jack
both excelled at sports as children, but
had difficulty with math. They also had
the same rate of speech, and both liked
sweet liqueur and spicy foods. Strangely,
both flushed the toilet both before and
after using it and enjoyed startling people
by sneezing in crowded elevators.

For Your CONSIDERATION

Heredity or environment? How much in-
fluence does each one have? The question
is not yet settled, but at this point it
seems fair to conclude that the /imits of
certain physical and mental abilities are
established by heredity (such as ability at
sports and mathematics), while such basic
orientations to life as attitudes are the re-
sult of the environment. We can put it
this way: For some parts of life, the blue-
print is drawn by heredity; but even here
the environment can redraw those lines.
For other parts, the individual is a blank
slate, and it is up to the environment to
determine what is written on that slate.

Sources: Based on Begley 1979, Chen 1979, Wright

1995, Stewart 2000. 11
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Isolated Children

Cases like Isabelle, in our opening vignette, surface from time to time, What can they
tell us a‘bout human nature? We can first conclude that humans have no natural lan-
guage, for isolated children like Isabelle are unable to speak.

But maybe Isabelle was mentally impaired, as most scientists claim feral children are,
and could not progress through the usual stages of development. When given an intelli-
gence test, she scored practically zero. But after a few months of intensive language train-
ing, Isabelle was able to speak in short sentences. In about a year, she could write a few
words, do simple addition, and retell stories after hearing them. Seven months later, she
had a vocabulary of almost 2,000 words. In just two years, Isabelle reached the intellec-
tual level that is normal for her age. She then went on to school, where she was “bright,
cheerful, energetic . . . and participated in all school activities as normally as other chil-
dren” (Davis 1940/2003:139).

As discussed in the previous chapter, language is the key to human development.
Without language, people have no mechanism for developing thought. Unlike animals,
humans have no instincts that take the place of language. If an individual lacks language,
he or she lives in an isolated world, a world of internal silence, without shared ideas, with-
out connections to others. _ :

Without language, there can be no culture—no xh-azrm’ way of lzﬁ'——a;fzd ru.lture is the key
to what people become. Each of us possesses a biologma‘d heritage, but this heritage does not
determine specific behaviors, attitudes, or values. It is our culture that superimposes the
specifics of what we become onto our biological heritage.

Institutionalized Children .
Other than language, what else is required for a child to develop into 1:;vhat we consider a
healthy, balanced, intelligent human being? We find part of the answer in an intriguing cxci
periment from the 1930s. Back then, life was shorter, and orgha_nages dotted the _Unm}e]
States. Children reared in orphanages often had difficulty es”tabhs_hmg close bonds with oth-
ers—and they tended to have lower IQs. “Common sense (which we noted in Chaprer 1
is unreliable) told everyone that the cause of mental retardation is biological ( Thiy re just
born that way”). Two psychologists, H. M. Skeels and.H. B. Dye (1939), hOWCV_ecli: ‘zﬁ?“ ro
suspect another cause. For background on their experiment, Skeels (1966) provides p s ac-
count of 2 “good” orphanage in lowa during the 1930s, where he and Dye were consultants:

in the infant nursery. The babies were
i i ths, they were cared for in : . .
e s R g ften had protective sheeting on the sides, thus

kept in standard hospital cribs that o ; st

i 1 ng in the 1n-
effp ivelv limiting visual stimulation; no toys of other objects were hung in ¢
el il rses who, with the

“ i isi interactions were limited to busy-nu
Eanf:d ]llnr;:: i;lsi'zgt.icljt:lrr:‘ﬂcccssiry, changcd'diapers or beddi?g, bathed and med-
isatcd the inf'afnts, and fed them efficiently with propped bottles.

One of the reasons | went to Cam-
bodia was to interview a feral
child—the boy shown here—who
supposedly had been raised by mon-
keys. When | arrived at the remote
location where the boy was living, |
was disappointed to find that the
story was only partially true. During
its reign of terror, the Khmer Rouge
had shot and killed the boy's par-
ents, leaving him, at about the age
of two, abandoned on an island.
Some months later, villagers found
him in the care of monkeys. Not
quite a feral child-but the closest
I'll ever come to one.

social environment the
‘entire human environment,
including direct contact with
‘others
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The treatment given these orphaned
children in Romania will make it dif-
ficult for them to develop into fully
functioning adults. If they survive,
they will carry scars into adulthood.
As explained in the text, it is also
likely that their abuse has affected
their ability to reason.

Perhaps, thought Skeels and Dye, the absence of stimulating social interaction was the
problem, not some biological incapacity on the part of the children. To test their contro-
versial idea, they selected thirteen infants whose mental retardation was so obvious that
no one wanted to adopt them. They placed them in an institution for the mentally re-
tarded. Each infant, then about 19 months old, was assigned to a separate ward of women
ranging in mental age from 5 to 12 and in chronological age from 18 to 50. The women
were pleased with this arrangement. They not only did a good job taking care of the in-
fants’ basic physical needs—diapering, feeding, and so on—but also they loved to play
with the children, to cuddle them, and to shower them with attention. They even com-
peted to see which ward would have “its baby” walking or talking first. Each child had

one woman who became

particularly attached to him [or her] and figuratively “adopted” him [or her]. As a
consequence, an intense one-to-one adult-child relationship developed, which was
supplemented by the less intense but frequent interactions with the other adults in
the environment. Each child had some one person with whom he [or she] was iden-
tified and who was particularly interested in him [or her] and his [or her] achieve-

ments. (Skeels 1966)

The researchers left a control group of twelve infants at the orphanage. These infants
were also retarded but were higher in intelligence than the other thirteen. They received
the usual care. Two and a half years later, Skeels and Dye tested all the children’s intelli-
gence. Their findings were startling: Those assigned to the retarded women had gained an
average of 28 1Q) points while those who remained in the orphanage had lost 30 points.

What happened after these children were grown? Did these initial differences matcer?
Twenty-one years later, Skeels and Dye did a follow-up study. Those in the control group
who had remained in the orphanage had, on average, less than a third-grade education.
Four still lived in state institutions, while the others held low-level jobs. Only two had
married. In contrast, the average level of education for the thirteen individuals in the ex-
perimental group was twelve grades (about normal for that period). Five had completed
one or more years of college. One had even gone to graduate school. Eleven had married.
All thirteen were self-supporting or were homemakers (Skeels 1966). Apparently, then,
one characteristic we take for granted as being a basic “human” trait—high intelligence—
depends on early, close relations with other humans.

Let’s consider one other case, the story of Genie:

In 1970, California authorities found Genie, a 13-year-old girl who had been
locked in a small room and tied to a chair since she was 20 months old. Apparently
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her father (70 years old when Genie was discovered) hated children, and probably
I‘_-“l L"ml““d the d}'f“h of two of Genie’s siblings. Her 50-year-old mother was p;l]‘.‘
tially blind and frightened of her husband. Genie could not speak, did not know
how to 'Jh_t“’? s unable to stand upright, and could not straighten her hands and
luj ‘Un I,I,‘[C!hgc”“‘ tests, she scored at the level of a 1-year-old. After intensive
training, Genie learned to walk and use simple sentences i’;lltln_mgh they were gar-
ch].f\s she grew up, her 1;111guﬂgc‘ remained primitive, she took anyone’s p&}p—
erty if it %PPL‘Jlud to her, and she went to the bathroom wherever she wanted. At
the age of 21, Genie went to live in 2 home for adults who cannot live alone. (Pines

1981)

From Genie’s pathetic story, we can conclude that not only intelligence but also the
ability to establish close bonds with others depends on early interaction. In addition, ap-
parently there is a period prior to age 13 in which language and human bonding must oc-

cur for humans to develop high intelligence and the ability to be sociable and follow
social norms.

Deprived Animals

Finally, let’s consider animals that have been deprived of normal interaction. In a series
of experiments with rhesus monkeys, psychologists Harry and Margaret Harlow demon-
strated the importance of early learning. The Harlows (1962) raised baby monkeys in
isolation. They gave each monkey two artificial mothers, shown in the photo on this
page. One “mother” was only a wire frame with a wooden head, but it did have a nip-
ple from which the baby could nurse. The frame of the other “mother,” which had no
bottle, was covered with soft terrycloth. To obtain food, the baby monkeys nursed at the
wire frame.

When the Harlows (1965) frightened the babies with a large mechanical bear or dog,
the babies did not run to the wire frame “mother.” Instead, they would cling pathetically
to their terrycloth “mother.” The Harlows concluded that infant-mother bonding is due
not to feeding but, rather, to what they termed “intimate physical contact.” To most of
us, this phrase means cuddling.

The monkeys raised in isolation were never able to adjust to monkey life. Placed with
other monke_vg when they were grown, they didn’t know how to participate in “m(ljnkc'y
interaction”—to play and to engage in pretend fights—and the other mancys rejected
them. Neither did they know how to have sexual intercourse, despite futile attempts to
do so. The experimenters designed a special device, which al-
lowed some females to become pregnant. After giving birth,
however, these monkeys were “ineffective, inadequate, and
brutal mothers ... [who] . .. struck their babies, kicked
them, or crushed the babies against the cage floor.”

In one of their many experiments, the Harlows isolated
baby monkeys for different lengths of time. They found that
when monkeys were isolated for short periods (about r}!ree
months), they were able to overcome the effects of their iso-
lation. Those isolated for six months or more, however, were
unable to adjust to normal monkey life. As mentioned, they
could not play or engage in pretend fights, and the other
monkeys rejected them. In other words, the longer the iso-
lation, the more difficult it is to overcome. In addition, a
critical learning stage may exist: If that stage is missed, it
may be impossible to compensate for_what has been lost.
That may have been the case with Genie.

Because humans are not monkeys, we must be carcsful
about extrapolating from animal studies to human behavior.
The Harlow experiments, however, support what we know
about children who are reared in isolation.

Like humans, monkeys need inter-
action to thrive. Those raised in
isolation are unable to interact
satisfactorily with others. In this
photograph, we see one of the mon-
keys described in the text. Purpose-
fully frightened by the experimenter,
the monkey has taken refuge in the
soft terrycloth draped over an artifi-
cial "mother.”
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socialization the process by
which people learn the charac-
teristics of their group—the
knowledge, skills, attitudes, val-
ues, and actions thought appro-
priate for them ]

self the unique human capac-

ity of being able to see ourselves
“from the outside”; the view we

internalize of how others see us

looking-glass self a term

to refer to the process by which

coined by Charles Horton Cooley

-

(7] Chapter 3 Socialization

Society Makes Us Human

Apparently, babies do not develop “naturally” into human adults. Although their
bodies grow, if children are reared in isolation, they become little more than big an-
imals. Without the concepts that language provides, they can't experience or even
grasp relations between people (the “connections” we call brother, sister, parent,
friend. teacher, and so on). And without warm, friendly interaction, they aren't
“friendly” in the accepted sense of the term; nor do they cooperate with others. In
short, it is through human contact that people learn to be members of the human
community. This process by which we learn the ways of society (or of particular
groups), called socialization, is what sociologists have in mind when they say “So-
ciety makes us human.”

Socialization into the Self and Mind

At birth, we have no idea that we are separate beings. We don't even
know that we are a he or she. How do we develop our ability to reason?
Our personality? Our morality? Our emotions? How do we develop a
self, the picture we have of how others see us, our image of who we are? Let’s see how this
occurs.

Cooley and the Looking-Glass Self

Back in the 1800s, Charles Horton Cooley (1864—1929), a symbolic interactionist who
taught at the University of Michigan, concluded that this unique aspect of “humanness”
called the self is socially created. He said that our sense of self develops from interaction with
others. Cooley (1902) coined the term looking-glass self to describe the process by which
our sense of self develops. He summarized this idea in the following couplet:

Each to each a looking-glass
Reflects the other that doth pass.

The looking-glass self contains three elements:

1. We imagine how we appear to those around us. For example, we may think that oth-
ers perceive us as witty or dull.

2. We interpret others’ reactions. We come to conclusions about how others evaluate us.
Do they like us for being witty? Do they dislike us for being dull?

3. We develop a self-concept. Based on our interpretations of how others react to us, we
develop feelings and ideas about ourselves. A favorable reflection in this social mirror
leads to a positive self-concept, a negative reflection to a negative self-concept.

Note that the development of the self does 7ot depend on accurate evaluations. Even
if we grossly misinterpret how others think about us, those misjudgments become part of
our self-concept. Note also that although the self-concept begins in childhood, its develop-
ment is an ongoing, lifelong process. The three steps of the looking-glass self are a part of our
everyday lives: As we monitor how others react to us, we continually modify the self. The
self, then, is never a finished product—it is always in process, even into old age.

Mead and Role Taking

Another symbolic interactionist, George Herbert Mead (1863-1931), who taught ac the
University of Chicago, added that play is crucial to the development of a self. In play, chil-
dren learn to take the role of the other, that is, to put themselves in someone else’s
shese';i-ta understand how someone else feels and thinks and to anticipate how that per-
son will act.

wwiv.ablongman.com/hensiioZe



Only gradually do children artain this ability (Mead 1934; Coser 1977). Psychol-
ogist John Flavel (1968) asked 8- and 14-year-olds to explain a board game to some
children who were blindfolded and to others who were not. The 14-year-olds gave
more detailed instructions to those who were blindfolded, but the 8-year-olds gave
the same instructions to everyone. The younger children could not yet take the
role of the other, while the older children could.

As they develop this ability, at first children are able to take only the role
of significant others, individuals who significantly influence their lives,
such as parents or siblings. By assuming their roles during play, such as
dressing up in their parents’ clothing, children cultivate the ability to put
themselves in the place of significant others.

As the self gradually develops, children internalize the expectations of
more and more people. The ability to take on roles eventually extends to

being able to take the role of “the group as a whole.” Mead used the term generalized

other to refer to our perception of how people in general think of us.

Taking the role of others is essential if we are to become cooperative members of hu-
man groups—whether they be our family, friends, or co-workers. This ability allows us
to modify our behavior by anticipating how others will react—something Genie never
learned.

Learning to take the role of the other entails three stages (see Figure 3.1):

1. Imitation. Children under 3 can only mimic others. They do not yet have a sense
of self separate from others, and they can only imitate people’s gestures and words.
(This stage is actually not role taking, but it prepares the child for it.)

2. Play. During the second stage, from the age of about 3 to 6, children pretend to take
the roles of specific people. They might pretend that they are a firefighter, a wrestler,
the Lone Ranger, Supergitl, Xena, Spiderman, and so on. They also like costumes
at this stage and enjoy dressing up in their parents’ clothing, or tying a towel around
their neck to “become” Superman or Wonder Woman.

3. Games. This third stage, organized play, or team games, coincides roughly with the
carly school years. The significance for the self is that to play these games the indi-
vidual must be able to take multiple roles. One of Mead’s favorite examples was that
of a baseball game, in which each player must be able to take the role of all the other
players. To play baseball, the child not only must know his or her own role but also
must be able to anticipate who will do what when the ball is hit or thrown.

To help his students un-
derstand the term gen-
eralized other, Mead used
baseball as an illustration.
Why are team sports and orga-
nized games such excellent exam-

ples to use in explaining this
concept?

Socialization into the Self and Mind

Mead analyzed taking the role of
the other as an essential part of
learning to be a full-fledged mem-
ber of society. At first, we are able
to take the role only of significant
athers, as this child is doing. Later
we develop the capacity to take the
role of the generalized other, which
is essential not only for extended
cooperation but also for the control
of antisocial desires.

L5k How We
Learn to Take the

Role of the Other:
Mead’s Three Stages




Mead also said there were two parts of the self. the “I” and the “me.” The “ fi is the self
as subject, the active, spontaneous, creative part of the self. ‘ln contrast, t]‘_n: “me” is the self
as object. It is made up of attitudes we internalize from our interactions WL[h others. Mead
chose these pronouns because in English “I” is the active agent, as in I shoved him,”
while “me” is the object of action, as in “He shoved me.” Mead stressed that we are not
passive in the socialization process. We are not like robots, pas'sively absorbing the re-
sponses of others. Rather, our “I” is active. It evaluates the reactions of others and orga-
nizes them into a unified whole. Mead added that the “I” even monitors the “me,”
fine-tuning our actions to help us better match what others expect of us.

Mead also drew a conclusion that some find startling: Not only the self but also the hy-
man mind is a social product. Mead stressed that we cannot think without symbols. But
where do these symbols come from? Only from society, which gives us our symbols by
giving us language. If society did not provide the symbols, we would not be able to think,
and thus would not possess what we call the mind. Mind, then, like language, is a prod-
uct of society.

Piaget and the Development of Reasoning

An essential part of being human is the ability to reason. How do we learn this skill?

This question intrigued Jean Piaget (1896-1980), a Swiss psychologist who noticed that
young children give similar wrong answers when they take intelligence tests. This might
mean, he thought, that young children follow some sort of incorrect rule to figure out their
answers. Perhaps children go through a natural process as they learn how to reason.

To find out, Piaget set up a laboratory where he could give children of different ages
problems to solve (Piaget 1950, 1954; Flavel et al. 2002). After years of research, Piaget
concluded that children go through four stages as they develop their ability to reason. (If
you substitute “reasoning skills” for the term gperational in the following explanations, Pi-
aget’s findings will be easier to understand.)

1. The sensorimotor stage (from birth to about age 2) During this stage, the infant’s
understanding is limited to direct contact with the environment—sucking, touch-
ing, listening, looking. Infants do not think in any sense that we understand. Dur-
ing the first part of this stage, they do not even know that their bodies are separate
from the environment. Indeed, they have yet to discover that they have toes. Nei-
ther can infants recognize cause and effect. That is, they do not know thar their ac-
tions cause something to happen.

2. The preoperational stage (from about age 2 to age 7) During this stage, children
develop the ability to use symbols. However, they do not yet understand common
concepts such as size, speed, or causation. Although they can count, they do not re-
ally understand what numbers mean. Nor do they yet have the ability to take the
role of the other. Piaget asked preoperational children to describe a clay model of 2
mountain range. They did just fine. But when he asked them to describe how the
mountain range looked from the perspective of a child who was sitting across from
them, they couldn’ do it. They could only repeat what they saw from their view.

3. The concrete operational stage (from the age of about 7 to 12) Although reason-
ing abilities are more developed, they remain concrere. Children can now under-
stand numbers, causation, and speed, and they are able to take the role of the other
and to participate in team games. Without concrete examples, however, they are un-
able to talk about concepts such as truth, honesty, or justice. They can explain why
Jane’s answer was a lie, but they cannot describe what truth itself is.

4. The formal operational stage (after the age of about 12) Children are now capable
of abstract thinking. They can talk about concepts, come to conclusions based on
general principles, and use rules to solve abstract problems. During this stage, chil-
dren are likely to become young philosophers (Kagan 1984). If shown a photo of 2
slave, _:'l""gr example, a child at the concrete operational stage might have said, “Thats
wrong!” However, a child at the formal operational stage is more likely to ask, ‘If
our county was founded on equality, how could people have owned slaves?”



Global Aspects of the Self and Reasoning

Cooley’s conclusions about the looking-glass self appear to be universal. So do Mead’s
conclusions about role taking and the mind as a social product, although researchers are
finding that the self may develop earlier than Mead indicated. The stages of reasoning
that Piaget identified are also probably universal, but researchers have found that the ages
at which individuals enter the stages differ from one person to another, and that the stages
are not as distinct from one another as Piaget concluded (Flavel et al. 2002). Even dur-
ing the sensorimotor stage, children show early signs of reasoning, which may indicate an
innate ability that is wired into the brain. Although Piaget’s theory is being refined, his
contribution remains: A basic structure underlies the way we develop reasoning, and children
all over the world begin with the concrete and move to the abstract.

Interestingly, some people seem to get stuck in the concreteness of the third stage and
never reach the fourth stage of abstract thinking (Kohlberg and Gilligan 1971; Case and
Okamoto 1996). College, for example, nurtures the fourth stage, and most people with-
out this experience apparently have less ability for abstract thought. Social experiences,
then, can modify these stages. Also, there is much that we don’t yet know about how cul-

ture influences the way we think, a topic explored in the Cultural Diversity box below.
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Do You See What | See?: Differences in Eastern

CULTURAL DIVERSITY

around the WORLD

and Western Perception and Thinking

hich two of these items go
Wtogether: a panda, a monkey,
and a banana? Please answer

before you read further.

You probably said the panda and the
monkey. Both are animals, while the ba-
nana is a fruit. This is logical.

At least this is the logic of Western-
ers, and it is difficult for us to see how
the answer could be anything else.
Someone from Japan, however, is likely
to reply that the monkey and the banana
go together.

Why? Whereas Westerners typically
see categories (animals and fruit), Asians
typically see relationships (monkeys eat
bananas).

In one study, Japanese and U.S. stu-
dents were shown a picture of an aquar-
ium that contained one big, fast-moving
fish and several smaller fish, along with
plants, a rock, and bubbles. Later, when

the students were asked what they saw,
the Japanese students were 60 percent
more likely to remember background ele-
ments. They also referred more to rela-
tionships, such as the “the little pink fish
was in front of the blue rock."

The students were also shown 96 ob-
jects and asked which of them had been
in the picture. The Japanese students did
much better at remembering when the
object was shown in its original sur-
roundings. Not so for the U.S. students.
They had never noticed the background.

Westerners pay more attention to the
focal object, in this case the fish, while
Asians are more attuned to the overall
surroundings. The implications of this
difference run deep: Easterners attribute
less causation to actors and more to
context, while Westerners minimize the
context and place greater emphasis on
individual actors.

The World

Differences in how Westerners and
Easterners perceive and think are just
being uncovered. We know practically
nothing about how these differences
originate. Because these initial findings
indicate deep, culturally-based, funda-
mental differences in perception and
thinkng, this should prove to be a fasci-
nating area of research.

For Your CONSIDERATION

In our global village, differences in per-
ception and thinking can be crucial. Con-
sider a crisis between the United States
and North Korea. How might Easterners
and Westerners see the matter differ-
ently? How might they attribute cause
differently and, without knowing it, "talk
past one another"?

Source: Based on Nisbett 2003.

Socialization into the Self and Mind n



Learning Personality, Morality,
and Emotions

morality, and

ital for what we become as humans are our pcrsnn:lllty, :
_" emotions. Let’s look at how we learn these essential aspects of our being,
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Chapter 3 Socialization

Freud and the Development of Personality

Along with the development of our mind and the self comes the df?vclf)pmenr of our per-
sonality. A theory of the origin of personality that has h;}d a major impact on ij‘s[ern
thought was developed by Sigmund Freud (1 85(}—193}9)- Freud was a ph}fSI:Cian in Vienna
in the early 1900s who founded psychoanalysis, a technique for treating e,motlonal E)roblems
through long-term, intensive exploration of the subconscious mind. Let_s lo_ok at his Fheory.

Freud believed that personality consists of three elements. Each child is bovrn with the
first, an id, Freud’s term for inborn drives that cause us to seek self-gratification. The id
of the newborn is evident in its cries of hunger or pain. The pleasure-seeking id operates
throughout life. It demands the immediate fulfillment of basic needs: attention, safety,
food, sex, and so on. .

The id’s drive for immediate gratification, however, runs into a roadblock: pru.'narlly
the needs of other people especially those of the parents. To adapt to these constraints, a
second component of the personality emerges, which Freud called the ego. The ego is the
balancing force between the id and the demands of society that suppress it. The ego also
serves to balance the id and the superego, the third component of the personality, more
commonly called the conscience.

The superego represents culture within us, the norms and values we have internalized
from our social groups. As the moral component of the personality, the superego provokes
feelings of guilt or shame when we break social rules, or pride and self-satisfaction when
we follow them.

According to Freud, when the id gets out of hand, we follow our desires for pleasure
and break society’s norms. When the superego gets out of hand, we become overly rigid
in following those norms, finding ourselves bound in a straitjacket of rules that inhibit
our lives. The ego, the balancing force, tries to prevent either the superego or the id from
dominating. In the emotionally healthy individual, the ego succeeds in balancing these
conflicting demands of the id and the superego. In the maladjusted individual, however,
the ego cannot control the inherent conflict between the id and the superego, and the re-
sult is internal confusion and problem behaviors.

Sociological Evaluation Sociologists appreciate Freud’s emphasis on socializa-
tion—that the social group into which we are born transmits norms and values that re-
strain our biological drives. Sociologists, however, object to the view that inborn and
subconscious motivations are the primary reasons for human behavior. 7his denies the cen-
tral principle of sociology: that factors such as social class (income, education, and occupa-
tion) and people’s roles in groups undetlie their behavior (Epstein 1988; Bush and
Simmons 1990).
Feminist sociologists have been especially critical of Freud. Although what we just
summarized applies to both females and males, Freud assumed that what is “male” is
normal.” He even said that females are inferior, castrated males (Chodorow 1990; Ger-
hard 2000). It is obvious that sociologists need to research how we develop personality.

Kohlberg, Gilligan, and the Development

of Morality

If you have observed young children, you know that they focus on imum diae sranibcss
tion and show litke or no concern for others. (‘Mine!” 2 2-year-old wil shous, as she
ate of others and concerned with moral issues. How does this change happen?
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HJKC())E)":!EF? S] Thleory psychologisr Lawrence Kohlberg (1975, 1984, 1986; Walsh
20 concluded that we go through a sequence of stages as we develop morality. Build-
ing on Piaget’s work, he found that chi o ] s

hg e . i l ind that children begin in the amoral stage | just described. For
them, there is no right or wrong, just personal needs to be satisfied. From about ages 7 10

, children are i at K alled - - :
lodd; dr;n” 0 11[1 what Kohlberg called a preconventional stage. They have learned rules,
and t lﬁl'y ollow them to stay out of trouble. They view right and wrong as what pleases
or displeases their parents, friends, and teachers, Their concern is to avoid punishment.

Atabout age 10, they enter the conventional stage. At this stage, morality means to follow
the norms and values they have learned. In the postconventional stage, which Kohlberg says

most people c.icmt reac!_l. people reflect on abstract principles of right and wrong and
judge a behavior according to these principles.

Gilligan' and Gender Differences in Morality Carol Gilligan, another
psychologist, grew uncomfortable with Kohlberg’s conclusions. They didn’t seem to
match her own experience, and she noted that he had used only boys in his studies. More
women had become social scientists by this point, and they were questioning an as-
sumption of male researchers—that female subjects were not necessary, for the results of
research with boys would apply to girls as well.

Gilligan (1982, 1990) decided to find out if there were differences in how men and
women looked at morality. After interviewing about 200 men and women, she con-
cluded that women are more likely to evaluate morality in terms of personal relationships.
They want to know how an action affects others. They are more concerned with personal
loyalties and with the harm that might come to loved ones. Men, in contrast, tend to
think more along the lines of abstract principles that define what is right or wrong. An act
cither matches or violates a code of ethics, and personal relationships have little to do with
the matter.

Researchers tested Gilligan’s conclusions. They found that 4oth men and women use
personal relationships and abstract principles when they make moral judgments (Wark and
Krebs 1996). Because of this, Gilligan no longer supports her original position (Brannon
1999). The matter is not yet settled, however, for some researchers have found differences
. in how men and women make moral judgments (White 1999; Jaffee and Hyde 2000).

As with personality, in this vital area of human development, sociological research is
also notably absent.

Socialization into Emotions

Emotions, too, are essential for what we become, and sociologists have recently begun to
research this area of our “humanness.” They find that emotions are also not simply the
results of biology, but, like the mind, they, too, depend on socialization (Hochschild
1975; 1983; Reiser 1999; Turner 2000). This may sound strange. Don't all people get an-
gry? Doesn’t everyone cry? Don't we all feel guilt, shame, sadness, happiness, fear? What
has socialization to do with emotions? :

Global Emotions At first, it may look as though socialization is not relevant. Paul
Ekman (1980), an anthropologist, studied emotions in several countries. He concluded
that everyone experiences six basic emotions: anger, disgust, fear, happiness, sadness, and
surprise—and we all show the same facial expressions when we feel these emotions. A per-
son from Zimbabwe, for example, could tell from just the look on an American’s face that
she is angry, disgusted, or fearful, and we could tell from thf," Zimbabw:can’s face that he
is happy, sad, or surprised. Because we all show the same facial .'CXPH:SSIODS.W]JCI:I we ex-
perience these six emotions, Ekman concluded that they are built into us biologically, “a
product of our genes.”

Expressing Emotions The existence of universal facial expressions for these ba-
sic emotions does 70t mean that socialization has no effect on how we express them. Fa-
cial expressions are only one way that we show cmot_ions. O~ther ways vary with g:nder.
For example, U.S. women are allowed to express their emotions more freeiy,'whilc U.S.
men are expected to be more reserved. To express sudden happiness, or a delightful sur-
prise, for example, women are allowed to make “squeals of glee in public places. Men are
not. Such an expression would be a fundamental violation of their gender role.

Learning Personal




Then there are culture, social class, and I'L'-i.llitlli.'sll‘ips. (‘nn-.lr.h]‘r.' (l_llIHI!'ft'. ll|w:: ([;];,-,l.
Japanese friends who meet after a long scparation don’ sllmlu.' Imm_s of 1.lIfH! }]L.}-/|')“‘,M
Two Arab men will kiss. Social class is also significant, for 1t cuts across m',m} Ull 1er . IH-U‘,
even gender. Upon seeing a friend after a ]nn‘g .l|'\.\<:‘i'lt e, upper-class W(-m.;.u.l. anc m.m;‘lrc
|ikclv‘m be more reserved in expressing their delight than are |mwl'| .class \\‘fnmul ‘ln.c|’
men. Relationships also make a big difference. We express our emotions more fl{?tl_lly if
we are with close friends, more guardedly it we are at a staff m_rcllng Wll“]l the corporate
CEO. A good part of childhood sncinliz;ltic.m centers on learning these “norms of emo-
tion,” how to express our emotions in a variety of sertings.

What We Feel The matter goes deeper than this, Snci:.lli.'.{;lliun‘ not only leads to
different ways of expressing emotions, but even _;ifft-c.rs what we feel (( j[;11'!{ 19915 1997),
People in one culture may learn to experience fcvllng:ﬁ [hil.[ are unknnw_n ina n()th'cr culture.
For example, the Ifaluk, who live on the Western Caroline Islands of__M icronesia, use the
word fago to refer to the feelings they have when they see someone .‘::l!HCI‘. Ihis comes close
to what we call sympathy or compassion. But the Ifaluk also use this term to refer to what
they feel when they are with someone who has high status, someone they lughly respect or
admire (Kagan 1984). To us, these are two distinct emotions, and rhc;'y require separate
terms. For a glimpse of a culture in which emotions, values, and behaviors are shockingly

7"

different from those we expect, see the Down-to-Earth Sociology box below.

DOWN-TO-EARTH SOCIOLOGY

ANTHROPOLOGIST COLIN TURNBULL
(1972/1995) studied the Ik, a once-proud
nomadic people in northern Uganda whose
traditional hunting lands were seized by
the government. Devastated by drought,
hunger, and starvation, the Ik turned to
extreme individualism in which selfishness,
emotional numbness, and lack of concern
for others reign supreme. The pursuit of
food has become the only good; their soci-
ety has been replaced by a passionless,
numbed association of individuals.
Imagine, for a moment, that you are
born into the Ik tribe. After your first
three or four years of life, you are pushed
out of the hut. From then on, you are on
your own. You can sleep in the village
courtyard, and, with permission, you can
sit in the doorway of your parents' house,
but you may not lie down or sleep there.
There is no school. No church. Nothing
from this point in your life that even comes
close to what we call family. You joina
group of children aged 3 to 7. The weakest
soon die, for only the strongest survive.
Later, you join a band of 8- to 12-year-
olds. At 12 or 13, you split off by yourself,
You learn from what you see going on
around you, and here you see coldness, The
men hunt, but game is. scarce. If they get
anything, they refuse to bring it back to

Chaotara Barialiessi

Signs of the Times: Are We Becoming 1k?

their families. They say, “Each of them is
seeing what he can get for himself. Do you
think they will bring any back for me?"

You also see cruelty. When blind Lo'ono
trips and rolls to the bottom of the ravine,
the adults laugh as she lies on her back,
feebly thrashing her arms and legs. When
Lolim begs his son to let him in, pleading
that he is going to die in a few hours, Lon-
goli drives him away. Lolim dies alone.

The Ik children learn their lesson well:
Selfishness is good, for your survival is all
that counts. But the children add a child-
ish glee to the adults' dispassionate cold-
ness. When blind Lolim took ill, the
children teased him, kneeling in front of
him and laughing as he fell. His grandson
crept up and drummed on the old man's
bald head with a pair of sticks.

Then there was little Adupa, who man-
aged, for a while, to maintain a sense of
awe at what life had to offer. When
Adupa found food, she would hold it in
her hand, looking at it with wonder and
delight. As she raised her hand to her
mouth, the other children would jump on
her, laughing as they beat her.

For Your CONSIDERATION

From the Ik, we learn that the values we.

take to be uniquely human are not inher-

ent in humanity. Rather, they arise from
society, and, as such, can be |ost when the
sense of identification that lies at the ba-
sis of society breaks down.

It is easy to criticize members of an-
other society if you don't have to walk in
their shoes, so let's turn the critical lens
on our own society. Consider how people
are treated like things—discarded when
they are no longer needed. Corporations
fire older workers because they can pay
younger ones less—or they relocate a fac-
tory to a country where labor is cheaper.
As they leave hundreds and even thou-
sands of workers stranded, CEOs shrug
their shoulders and say, “That's business."
For the sake of higher salaries, people
sever themselves from kin and community.
Successful executives discard same-age
spouses, the co-parent of their own chil-
dren, in exchange for younger, more pho-
togenic “trophy” mates,

Finally, consider how the values we
would wish for in friends and family—kind-
ness, generosity, patience, tolerance, coop-
eration, compassion—are undervalued. If a

Job requires such talents, it is low in pay

and prestige (Maybury-Lewis 1995).
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The Self and Emotions as Social
Control—Society Within Us

Much of our socialization is intended to turn us into conforming
members of society. Socialization into the self and emotions is an es-
sential part of this process, for both the self and our emotions mold
L b‘fha"if’r‘ Although we like to think we are “free,” consider for

a moment just some of the factors that influence how we act: the ex-
pectations of friends and parents, of neighbors and teachers; class-
room norms and college rules; city, state, and federal laws. For
example, if in a moment of intense frustration, or out of a devilish de-

sire to shock people, you wanted to tear off your clothes and run naked
down the street, what would stop you?

The answer is your socialization—society within you. Your experiences in society have
resulted in a self that thinks along certain lines and feels particular emotions. This helps
keep you in line. Thoughts such as “Would I get kicked out of school?” and “What would
my friends (parents) think if they found out?” represent an awareness of the self in rela-
tionship to others. So does the desire to avoid feelings of shame and embarrassment. Our
social mirror, then—the result of being socialized into a self and emotions—sets up ef-
fective controls over our behavior. In fact, socialization into self and emotions is so effec-
tive that some people feel embarrassed just thinking about running nude in public!

IN SUM

Socialization is essential for our development as human beings. From interaction
with others, we learn how to think, reason, and feel. The net result is to shape our
behavior—including our thinking and emotions—according to cultural standards.
This is what sociologists mean when they refer to “society within us.”

Socialization into Gender

o channel our behavior—including our thinking and emotions—alcfng
expected avenues, society also uses gender socialization. By expecting
different attitudes and behaviors from us because we are_male or fe.male,
the human group nudges boys and gitls in separate directions in life. This foundation of
contrasting attitudes and behaviors is so thorough that, as 'adults, most of us act, think,
and even feel according to our culture’s guidelines of what is appropriate for our sex.

How do we learn gender messages? The significance of gender is cm;:hasn_zcd throu.gh-
out this book, with a special focus in Chapter 11. For now, though, let’s briefly consider
the influence of the family and the mass media.

Gender Messages in the Family

the first significant others who teach us our part in this fundamental sym-
Soul;cl?ivrcigitj:::f thz world. Sometimes they do so self-consciously, perhaps by bringing into
play pink and blue, colors that have no meaning in themselves but that are now associat

Western males are socialized to ex-
press less emotion than are females,
but in recent years they have been
allowed to more openly express
emotions, even in ways that just a
short time ago would have been
considered feminine. Shown here is
General Tommy Franks, who was the
Commander of U.S. Central Com-
mand. He is hugging a soldier on the
As Sayliyah base in Qatar, where the
U.S. military was training for war
with Iraq. The redefinition we are
undergoing is from feminine to
comradely.

Socialization into Gender 7



with gender. But our parents’ own gender orientations have become so I'Il'l'-l'lly embedded

that they do much of this teaching without being aware of what they are doing.
This is illustrated by a classic study done by psychologists Susan (woldl?crg and Michael

Lewis (1969), whose results have been confirmed by other researchers (Fagot et al. 1985;

Connors 1996).

Goldberg and Lewis asked mothers to bring their 6-month-old infants into their
laboratory, supposedly to observe the infants development. Covertly, however, they
also observed the mothers. They found that the mothers kept their daughters closer
to them. They also touched their daughters more and spoke to them more fre-
quently than they did to their sons.

By the time the children were 13 months old, the girls stayed closer to their moth-
ers during play, and they returned to them sooner and more often than the boys
did. When Goldberg and Lewis set up a barrier to separate the children from their
mothers, who were holding toys, the girls were more likely to cry and motion for
help; the boys, to try to climb over the barrier.

Goldberg and Lewis concluded that in our society, mothers subconsciously reward
daughters for being passive and dependent, and sons for being active and independent.
These lessons continue throughout childhood. On the basis of their sex, children are
given different kinds of toys. Boys are more likely to get guns and “action figures” that de-
stroy enemies. Girls are more likely to get dolls and jewelry. Some parents try to choose
“gender neutral” toys, but kids know what is popular, and they feel left out if they dont
have what the other kids have. The significance of toys in gender socialization can be sum-
marized this way: Almost all parents would be upset if someone gave their boy Barbie dolls.
Parents also let their preschool sons roam farther from home than their preschool daugh-
ters, and they subtly encourage them to participate in more rough-and-tumble play. They ex-
pect their sons to get dirtier and to be more defiant, their daughters to be daintier and more
compliant (Gilman 1911/1971; Henslin 2003c). In large part, they get what they expect.
Such experiences in socialization lie at the heart of the sociological explanation of male-
female differences. We should note, however, that some sociologists consider biology to be
a cause of these differences. For example, were the infants in the Goldberg-Lewis study
showing built-in biological predispositions, with the mothers merely reinforcing—not
causing—those differences? We shall return to this controversial issue in Chapter 11.

Gender Messages from Peers

Sociologists stress how this sorting process that begins in the family is reinforced as the
child is exposed to other aspects of society. Of those other influences, one of the most
powerful is the peer group, individuals of roughly the same age who are linked by com-
mon interests. Examples of peer groups are friends, classmates, and “the kids in the neigh-
borhood.” Consider how girls and boys teach one another what it means to be a female
or a male in U.S. society.

Let’s eavesdrop on a conversation between two eighth-grade girls studied by sociolo-
gist Donna Eder (2003). You can see how these girls are reinforcing images of appearance
and behavior that they think are appropriate for females:

CINDY: The only thing that makes her look anything is all the makeup . . .
PENNY: She had a picture, and she’s standing like this. (Poses with one hand on
her hip and one by her head)

CINDY: Her face is probably this skinny, but it looks that big *cause of all the

makeup she has on it.
PENNY: She’s ugly, ugly, ugly.

: Bo).rs, of course, do the same thing. When sociologist Melissa Milkie (1994) studied ju-
nior high school boys, she found that much of their talk centered on movies and TV pro-
grams. Of the many images they saw, the boys would single out sex and violence. They
would amuse one another by repeating lines, acting out parts, and joking and laughing
at what they had seen. ' | e
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. The gender roles that we learn dur-
ZOODN WELL GIVE UP DOLLS ing childhood become part of our
ND HOPSCOTCH---BUT THEY'LL basic orientations to life. Although
PE INTO FOOTEALL FOREVER.

we refine these roles as we grow
older, they remain built around the
framework established during
childhood.
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If you know boys in their early teens, you've probably seen behavior like this. You may
have been amused, or even have shaken your head in disapproval. As a sociologist, how-
ever, Milkie peered beneath the surface. She concluded that the boys were usiLnQ media
images to discover who they are as males. They had gotten the message: To be a “real”
male is to be obsessed with sex and violence. Not to joke and laugh about murder and
promiscuous sex would have marked a boy as a “weenie,” a label to be avoided at all costs.

Gender Messages in the Mass Media

Another powerful influence is the mass media, forms of communication that are directed to
large audiences. Let’s look at how images in advertising, television, movies, and video games
reinforce gender roles, the behaviors and attitudes considered appropriate for our sex.

Advertising Advertising bombards us, and the average U.S. child watches about
20,000 commercials a year (Witt 2000). Commercials aimed at children are more likely
to show girls as cooperative and boys as aggressive. They also are more likely to show girls
at home and boys at other locations (Larson 2001). Gitls are also more likely to be por-
trayed as giggly and less capable at tasks (Browne 1998). When advertising directed at
adults portrays men as dominant and rugged and women as sexy and submissive, it per-
petuates similar stereotypes. / .

The result is a spectrum of stereotypical, culturally molded images. At one end of this
spectrum are cowboys who roam the wide open spaces, while at the other end are scant-
ily clad women, whose assets are intended to sell a v.ariery of Products, from automobiles
to hamburgers. The portrayal of women with unrealistic physical assets makes women feel
inadequate (Kilbourne 2003). This, of course, creates demand for an array of products
that promise physical enhancement and romantic success.

Television and Movies Television and movies reinforce stereotypes of the
sexes. In movies and on prime-time television, male f:haracters still outmErnbfar female
characters. Male characters on television are also more likely to be portrayed in !fllgher—sta-
tus positions (Glascock 2001). Viewers get the: message, for the more teiev;smln pccéPle
watch, the more they tend to have restrictive ideas about women's role in society (Sig-
norslfilrlei?ys[?e,-é?ez?c)ing characrers are a sign of changing times. Cz;l cor:fledslfs, females lbz:rc
more verbally aggressive than males (Glasgock 2001). Buffy the Vampire Slayer i:ves“ Er
classmates from Evil, while, with tongue 1n cheek, the Power;;uﬂC Girls are touted as “the
most elite kindergarten crime-fighting force ever asserflll:)led. Perhaps the Limfg)st St?ieo-
type-breaking of all is Xena, Warrior Princess, a television series lmport::e r:ﬁnf ew
Zealand. Portrayed as super dominant, Xena overcomes all obstacles and defeats all foes—

whether men or women.

Video Games Many youths spend countless hours playing video games in arc§des
and at home. Even college students, especially men, relieve stress by escaping into video

iy ~ peergroup a group of indi-
_ Although sociologists have begun to study how the.scxcs are por ngr_g £ rouahly the same

Eamc; .(10355 zogxzr?esAllmw r.%l; games agffcct their players’ ideas of gender is unknown at viduals of roughly the same

g:g;imuz[)i;:; ZgOOO- iSerger 2002). Because these games are on the cutting edge of soci- de Az Kekegly SHn

7 AN es in sex roles, as examined in the Mass  —interests
ety, they sometimes also reflect cutting-edge chang

Media in Social Life box on the next pagc.

Sagialization into Gender 17



massiVIED

- ‘J" "ﬁ- ?l_,})'_‘!..;}r- 1
e __i.'ffé'_n {:—‘%'f‘i—‘i‘{:ah_

From ).(ena, Warrior Princess, to Lara Croft, Tomb Raider:
Changing Images of Women in the Mass Media

he mass media reflect women's
changing role in society. Although
media images that portray women

as passive, as subordinate, or as mere back-
ground objects remain, a new image has bro-
ken through. Although this new image
exaggerates changes, it does illustrate a fun-
damental change in social relations. As men-
tioned in the text, Xena, the Warrior Princess,
is an outstanding example of this change.

Although it is unusual to call video games
a form of the mass media, like books and
magazines, they are made available to a8 mass
audience. And with digital advances, they
have crossed the line from what is tradition-
ally thought of as games to something that
more closely resembles interactive movies.

Sociologically, what is significant is that
the content of video games socializes their
users. As they play, gamers are exposed not
only to action, but also to ideas and images.
The gender images of video games communi-
cate powerful messages, just as they do in
other forms of the mass media.

Lara Croft, an adventure-seeking archeol-
ogist and star of Tomb Raider and its many
sequels, is the essence of the new gender im-
age. Lara is smart, strong, and able to utterly
vanquish foes. With both guns blazing, she is
the cowboy of the twenty-first century, the
term cowboy being purposefully chosen, as
Lara breaks stereotypical gender roles and as-
sumes what previously was the domain of
men. She is the first female protagonist in a
field of muscle-rippling, gun-toting macho
caricatures (Taylor 1999).

Yet, the old remains powerfully encapsu-
lated in the new. As the photo on this page
makes evident, Lara is a fantasy girl for young
men of the digital generation. No matter her
foe, no matter her predicament, Lara oozes
sex. Her form-fitting outfits, which flatter her
voluptuous physique, reflect the mental im-

———m—————

The mass media not only reflect gender stereotypes but they also play a role in changing them.
Sometimes they do both simultaneously. The images of Xena, Warrior Princess, and of Lara Croft
not only reflect women's changing role in society, but also, by exaggerating the change, they

mold new stereotypes.

ages of the men who fashioned this digital
character. So successful has this effort been
that boys and young men have bombarded
corporate headquarters with questions about
Lara's personal life.

Lara has caught young men's fancy to
such an extent that more than 100 Web sites
are devoted to her. Lara is also the star of two
movies and a comic book. There is even a Lara
Croft candy bar.

For Your CONSIDERATION

A sociologist who reviewed this text said, “It
seems that for women to be defined as equal,
we have to become symbolic males—warriors

with breasts."” Why is gender change mostly
one-way—females adopting traditional male
characteristics? Why aren't the media pro-
claiming a "new man," one with stereotypical
female characteristics? To see why men get
to keep their gender roles, these two ques-
tions should help: Who is moving into the
traditional territory of the other? Do people
prefer to imitate power or powerlessness?

Finally, consider just how far stereotypes
have actually been left behind. The ultimate
goal of the video game, after foes are van-
quished, is to see Larain a nightie.

All of us are born into a society in which “male” and “female” are significant sym-
bols. Sorted into separate groups from childhood, girls and boys learn sharply dif-
ferent ideas of what to expect of themselves and of one another. These images begin

7% Chapter 3 Socialization www.ablongman, comvhensiinle



in the family and are reinforc SupsEs o -

aning y and are reinforced by other social institutions. Each of us learns the
meaning that our society associares w

into our views of the world, formin

ith the sexes. These images become integrated
and forcing an interpret

5 : g a picture of “how” males and females “are.”
aC.Son terpretation of the world in terms of gender. Because gender serves
as a primary basis for social inequality—giving
group of people while denying them to another—gender images are especially im-
portant to understand. ‘ J

social inequality a social
condition in which privileges
and obligations are given to
some but denied to others

agents of socialization
people or groups that affect our
self-concept, attitudes, behav-

Agents Of SOCialization iors, or other orientations to-

ward life
= cople and groups that influence our orientations to life—our self-con-
cept, emotions, attitudes, and behavior—are called agents of socializa-
tion. We have already considered how two of these agents, the family and
the mass media, influence our ideas of gender. Now we'll look more closely at how agents

of socialization prepare us to take our place in socicty. We shall first consider the family,
then the neighborhood, religion, day care, school and peers, sports, and the workplace.

privileges and obligations to one

The Family

Around the world, the first group to have a major impact on humans is the family. Un-
like some animals, we cannot survive by ourselves, and as babies we are utterly dependent
on our family. Our experiences in the family are so intense that they have a lifelong im-
pact on us. They lay down our basic sense of self, establishing our initial motivations, val-
ues, and beliefs. The family gives us ideas about who we are and what we deserve out of
life. It is in the family that we begin to think of ourselves as strong or weak, smart or
dumb, good-looking or ugly—or somewhere in between. And as already noted, here we
begin the lifelong process of defining ourselves as female or male.

Subtle Socialization To study this process, sociologists have observed parents
and young children in public settings, where the act of observing does not interfere with
the interaction. Researchers using this unobtrusive technique have norc'fi wha.t tbcy call  This photo captures an extreme
the stroller effect (Mitchell et al. 1992). When a child is in a stroller, the father is l.lke‘l}’ to  form of family socialization. The
be the one who pushes the stroller. If the child ‘is out of t.he stroller, the mother is likely fr;fthf-r sefem; _to:?f' mor? emc{;t.-‘inf
to push the empty stroller while the father carries the Ci!l]d: In this and countless ways, ¢ VmVO‘Vf'_- in the goal—and

i i | ler messages. Most of the ways that parents teach  more pain—than his dﬂughffp as
parents send their children subtle gender 1 g e I} he pushes her toward the inish ne
their children about expected differences between men and women involve nonverba

in the Teen Tours of America Kid's
cues, not speciﬁc instruction.

Triathlon.

The Family and Social Class Socn_o]-
ogists have compared how working-class a-nd mid-
dle-class parents rear their children. Melvin Kohn
(1959, 1963, 1976, 1977; Kohn et all. 1986)
found that working-class parents arc mam]y’mng
cerned that their children stay out of trouble. I'hey
also tend to use physical punishment. Middle-
class parents, in contrast, focus more on .dcvelop(i
ing their children’s curiosity, self-expression, an
self-control. They are more likely to reason with
their children than to use physical‘pun1shment. ‘
These findings were a sociul(‘)glca] puzzle. -‘]u.st-
why would working-class and nu_dc?le-c]uss pai e}n-u
rear their children so differently? Kohn knew 1{1{35
life experiences of some sort held the key, and .q:;:
found that key in the world of work. Bosses us

: do.
ally tell blue-collar workers cxa’ctly what [:0 oo
¢ their childrens lives to be
s obedience. At

Since they expec
theirs, blue-collar parents Stre
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their work, in contrast, middle-class parents take more initiative. Expecting t.hclr children
to work at similar jobs, middle-class parents socialize them into the qualities they have
found valuable. . _

Kohn still felt puzzled, however, for some working-class parents act more like m]dld.]r:-
class parents, and vice versa. As Kohn probed this puzzle, thc‘pteccs fell into place. The
key was the parents’ type of job. Middle-class ofﬁcclwnrkcrs, for examplc: are C]L’)Stjly SU-
pervised, and Kohn found that they follow the working-class pattern of child rearing, em-
phasizing conformity. And some blue-collar }workers, suclh as those who do_ homt{ repairs,
have a good deal of freedom. These workers follow the mlddlc-class model in rearing their
children (Pearlin and Kohn 1966; Kohn and Schooler 1969).

Working-class and middle-class parents also have different views of how children de-
velop, which has interesting consequences for children’s play (Lareau 2002). Working-
class parents think of children as developing naturally, while middle-class parents think
that children need a lot of guidance to develop correctly. As a result, working-class par-
ents see their job as providing food, shelter, and comfort, with the child’s development
taking care of itself. They set limits (“Don’t go near the railroad tracks”), and let their chil-
dren play as they wish. Middle-class parents, in contrast, want their children’s play to de-
velop knowledge and social skills. For example, they may want them to play baseball, nor
for the enjoyment of playing ball, but to help them learn how to be team players.

The Neighborhood

As all parents know, some neighborhoods are better for their children than others. Parents
try to move to those neighborhoods—if they can afford them. Their commonsense eval-
uations are borne out by sociological research. Children from poor neighborhoods are
more likely to get in trouble with the law, to become pregnant, to drop out of school, and
to end up facing a disadvantaged life (Wilson 1987; Brooks-Gunn et al. 1997; Sampson
et al. 2001).

Sociologists have also documented that the residents of more affluent neighborhoods
watch out for the children more than do the residents of poor neighborhoods (Sampson
et al. 1999). The adults are more likely to know the local children and their parents, and
to help keep the children safe and out of trouble. It is one of the ironies of life that in
those neighborhoods that are riskier for children (where there are more homicide and
child abuse), adults watch out less for the children, and in neighborhoods where the chil-
dren need less protection, the adults are more careful.

Religion

By influencing values, religion becomes a key component in people’s ideas of right and
wrong, Religion is so important to Americans that 68 percent belong to a local congre-
gation, and during a typical week, two of every five Americans attend a religious service
(Statistical Abstract 2002:Table 64). Religion is significant even for people reared in non-
religious homes—religious ideas pervade U.S. society, providing basic ideas of morality
for us all. ‘
~ The influence of religion extends to many areas of our lives. For example, participation
in religious services teaches us not only beliefs about the hereafter bur also ideas about
V:Vhat lfunfis of dress, speech, and manners are appropriate for formal occasions. Religion
is so significant that we shall examine its influence in a separate chapter (Chapter 18).

Day Care

It is rare for social science research to make national news, but occasionally it does. One
st.u.dy on day care ignited a debate recently. Researchers followed 1,300 children in 10
cities from infancy into kindergarten. They observed the children at home and at day
care. (Day. care was defined as any care other than by the mother—including care by
othe’r relatives and the father.) They also videotaped and made detailed notes on the chil-
dren’s interaction with their mothers (National Institute of Child Health and Human De-
velopment 1999; Guensburg 2001). This is what caught the media’s attention: Children
who spend more hours in day care have weaker bonds with their mothers. In addition.
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se childr fes 2
the dren are more likely to fight, to be cruel, and to be “mean.” In contrast, children

who spend less ti i 4 : 5 .
3 Ss time in day care are more cooperative and more affectionate to their

mothers. This holds true re ardless of th lity of ily’ i
or whether the child is a gi:‘%lr or a boy. SRR TR S e e M

This study was designed well,

: and its findi are withour di B 1
plain these findings? The cause . ngs are without dispute. But how do we ex

ould be time spent in day care. The researchers suggest
that rpothers who spend less time with their children are less responsive to their children’s
emotional needs because they are less familiar with their children’s “signaling systems.”
But maybe the cause isn't day care. Perhaps mothers who put their children in day care
for more hours are less sensitive to their children in the first place. Or perhaps employed
mothers are less likely to meet their children’s emotional needs because they are more tired
and stressed than mothers who stay at home. From this study, we can’t determine the
cause of the weaker bonding and the behavioral problems.

These researchers also uncovered a positive side to day care. They found that children
who spend more hours in day care have higher language skills (Guensburg 2001). Chil-
dren whose language skills benefit the most are those from low-income homes and those
from dysfunctional families—those with alcoholic, inept, or abusive parents (Scarr and
Eisenberg 1993). As is obvious, we need more studies to be able to tease out the conse-
quences of day care. While this longitudinal study is far from encouraging, it gives us no
reason to conclude that day care is producing a generation of “mean but smart” children.

The School

Part of the manifest function, or intended purpose, of formal education, is to transmit
knowledge and skills, such as reading, writing, and arithmetic. The transmission of such
skills is certainly part of socialization, but so are the schools’ latent functions, its unintended
consequences that help the social system. Let’s look at this less visible aspect of education.

At home, children learn attitudes and values that match their family’s situation in life.
At school, they learn a broader perspective that helps prepare them to take a role in the
world beyond the family. At home, for example, a child may have been the almost exclu-
sive focus of doting parents, but in school, the child learns universality—that the same
rules apply to everyone, regardless of who their parents are or how special they may be at
home. The Cultural Diversity box on the next page explores how these new values and
ways of looking at the world sometimes even replace those the child learns at home.

Sociologists have also identified a hidden curriculum in our schools. This term refers to
values thar, although not explicitly taught, are part of a school’s “message.’j For c;xample,
the stories and examples that are used to teach math and English may b.rmg with them
lessons in patriotism, democracy, justice, and honesty. There is also a corridor curriculum,
what students teach one another outside the classroom. Unfortunately, the students’ hid-
den curriculum seems to center on racism, sexism, illicit ways to make money, and cool-
ness (Hemmings 1999). You can determine for yourself which of these is functional and
dysfunctional. , :

Conflict theorists point out the significance of social class. Children born to wcfalthy
parents go to private schools, where they learn skills and values that match their higher
position. Children from poorer homes go to public schools, wl'mre the_y learn that not
many of “their kind” will become professionals or leaders. Within pgbhc schools, social
class is also significant, for children from blue-collar families are less Ilkely %) ta}ke,college
prep courses. In short, schools around the world reflect andl remf?r(?e their nation’s social
class, economic, and political systems. We will return to this topic in the chapter on ed-

ucation (Chapter 17).

Peer Groups _ ' :
As a child’s experiences with agents of socialization brogden,_ the influence of‘r.hc family
lessens, Entry into school marks only one of many steps in this t.ransfer of allegiance. One
of the most significant aspects of education is that it exposes children to peer groups that
help them resist the efforts of parents and schools to socialize them.

Agents of Socialization



CULTURAL DIVERSITY
in the UNITED STATES

Caught Between Two Worlds

It is a struggle to learn a new culture, for
the behaviors and ways of thinking con-
trast with the ones already learned. This
can lead to inner turmoil. One way to
handle the conflict is to cut ties with
your first culture. This, however, can cre-
ate a sense of loss, perhaps one that is
recognized only later in life.

Richard Rodriguez, a literature pro-
fessor and essayist, was born to working-
class Mexican immigrants. Wanting their
son to be successful in their adopted
land, his parents named him Richard in-
stead of Ricardo. While his English-
Spanish hybrid name indicates the
parents’ aspirations for their son, it was
also an omen of the conflict that Richard
would experience.

Like other children of Mexican immi-
grants, Richard's first language was Span-
ish—a rich mother tongue that introduced
him to the world. Until the age of 5, when
he began school, Richard knew only fifty
words in English. He describes what hap-
pened when he began school:

The change came gradually but early.
When | was beginning grade school, |
noted to myself the fact that the
classroom environment was so differ-
ent in its styles and assumptions from
my own family environment that sur-
vival would essentially entail a choice
between both worlds. When | became
a student, | was literally "remade”;
neither | nor my teachers considered
anything | had known before as rele-

vant. | had to forget most of what my
culture had provided, because to re-
member it was a disadvantage. The
past and its cultural values became
detachable, like a piece of clothing
grown heavy on a warm day and fi-
nally put away.

As happened to millions of immi-
grants before him, whose parents spoke
German, Polish, Italian, and so on, learn-
ing English eroded family and class ties
and ate away at his ethnic roots. For him,
language and education were not simply
devices that eased the transition to the
dominant culture. Instead, they slashed
at the roots that had given him life.

To face conflicting cultures is to con-
front a fork in the road. Some turn one
way and withdraw from the new culture—
a clue that helps explain why so many
Latinos drop out of U.S. schools. Others go
in the opposite direction. Cutting ties with
their family and cultural roots, they
wholeheartedly adopt the new culture.

Rodriguez took the second road. He
excelled in his new language—so well, in
fact, that he graduated from Stanford
University and then became a graduate
student in English at the University of
California at Berkeley. He was even
awarded a prestigious Fulbright fellow-
ship to study English Renaissance litera-
ture at the British Museum.

But the past wouldn't let Rodriguez
alone. Prospective employers were im-
pressed with his knowledge of Renais-

sance literature. At job interviews, how-
ever, they would skip over the Renais-
sance training and would ask him if he
would teach the Mexican novel and be an
adviser to Latino students. Rodriguez was
also haunted by the image of his grand-
mother, the warmth of the culture he had
left behind, the language and thought to
which he had become a stranger.

Richard Rodriguez represents millions
of immigrants—not just those of Latino
origin but those from other cultures,
too—who want to be a part of the United
States without betraying their past. They
fear that to integrate into U.S. culture is
to lose their roots. They are caught be-
tween two cultures, each beckoning,
each offering rich rewards.

For Your CONSIDERATION

| have seen this conflict first hand with
my father, who did not learn English un-
til after the seventh grade (his last in
school)—the broken English as German is
left behind, awareness that the accent
and awkward expressions remain, linger-
ing emotional connections to old ways,
and the suspicions, haughtiness, and
slights of more assimilated Americans. A
longing for security by grasping the past
is combined with the everyday reality of
the new culture. Have you seen anything
similar?

Sources: Based on Richard Rodriguez 1975, 1982,

1990, 1991, 1985,
mEE

When sociologists Patricia and Peter Adler (1992, 1998), a husband and wife team.
observed children at two elementary schools in Colorado, they saw how children separate
themselves by sex and develop their own worlds with unique norms. The norms thar
made boys popular were athletic ability, coolness, and toughness. For girls, popularity was
based on family background, physical appearance (clothing and use of makeup), and the
ability to attract popular boys. In this children’s subculture, academic achievement pulled
in opposite directions: For boys, high grades lowered their popularity, but for girls, good
grades increased their standing among peers.

Chapter 3 Socialization www.ablongman.comhens'



You know from your own experience how compelling peer groups are. It is almost im-
possible to go against a peer group, whose cardinal rule seems to be “conformity or rejec-
tion.” Anyone who doesnt do what the others want becomes an “outsider,” a
“nonmember,” an “outcast.” For preteens and teens just learning their way around in the
world, it is not surprising that the peer group rules.

As a result, the standards of our peer groups tend to dominate our lives. If your peers,
for example, listen to rap, heavy metal, rock and roll, country, or gospel, it is almost in-
evitable that you also prefer that kind of music. It is the same for other kinds of music,
clothing styles, and dating standards. Peer influences also extend to behaviors that violate
social norms. If your peers are college-bound and upwardly striving, that is most likely
what you will be; but if they use drugs, cheat, and steal, you are likely to do so, too.

Sports and Competitive Success

Sports are another powerful socializing agent. Everyone recognizes that sports teach not
only physical skills but also values. In fact, “teaching youngsters to be team players” is of-
ten given as the justification for financing organized sports. ‘
The effects of sports on the self-image are not well understood. Boys learn that to achieve
in sports is to gain stature in masculinity. The more §uccessﬁ1l a boy is in sports, the more
masculine he is considered to be and the more he achieves prestige among his peers. Sociol-
ogist Michael Messner (1990) points out that this encourages boys to develop z.'mm‘:merfml
relationships—those based on what you can get out of them. Other aspects pf“ boys' social-
ization into competitive success have the same effect, and boys tend ro relare _111‘strun'1e'nta]]y
to girls. Girls, in contrast, are more likely to be socialized to construct their identities on
meaningful relationships, not on competitive Success. As sports become more important in
the formation of female identities, we will have to see whar effects they have on women.

The Workplace

Another agent of socialization chat comes into play somewhat later in life is the wqu—
place. Those initial jobs that we take in high school and college are much more than just
a way to carn a few dollars. From the people we rub shoulders with at work, we learn not
only a set of skills but also a perspective on the world. ‘

Most of us eventually become committc_d to some pa.rn‘cu]afr line of \:vorl-:, often after
trying out many jobs. This may ianJI\'fc :ulmcnlpatory socialization, learning to play a role
before entering it. Anticipatory socialization is a sort of mental rehearsal for some furure

Schools are one of the primary
agents of socialization. One of their
chief functions is to sort young peo-
ple into the adult roles thought ap-
propriate for them, and to teach
them the attitudes and skills that
match those roles. What sorts of at-
titudes and adult roles do you think
these junior high school girls in
Santa Monica, California, are being
socialized into? Is it o function or
dysfunction—or both?

anticipatory socialization
because one anticipates a fu-
ture role, one learns parts of it
now

Agents of Socialization B3



Many adults who wish to reduce
gender distinctions prefer that
grade schoolers of both sexes par-
ticipate in the same playground ac-
tivities. Despite the sometimes
not-so-subtle suggestions of teach-
ers, however, grade school children
insist on separating by sex, where
they pursue different interests and
activities and develop contrasting
norms.

resocialization the process
of learning new.norms, values,
attitudes, and behaviors

total institution a place in
which people are cut off from
the rest of society and are al-
most totally controlled by the
officials who run the place

a4 Chapter 3 Socialization

activity. We may talk to people who work in a particular career, read novels about thar
type of work, or take a summer internship. This allows us to gradually identify with the
role. to become aware of what would be expected of us. Sometimes this helps people
avoid committing themselves to an unrewarding career, as with some of my students who
tried student teaching, found they couldn’t stand it, and then moved on to other fields
more to their liking.

An intriguing aspect of work as a socializing agent is that the more you participate in
a line of work, the more the work becomes a part of your self-concept. Eventually you
come to think of yourself so much in terms of the job that if someone asks you to describe
yourself, you are likely to include the job in your self-description. You might say, “I'ma
teacher.” “I'm a nurse.” “I'm a sociologist.”

Resocialization

hat does a woman who has just become a nun have in common with 2
man who has just divorced? The answer is that they both are undergoing
resocialization; that is, they are learning new norms, values, attitudes.
and behaviors to match their new situation in life. In its most common form, resocial
ization occurs each time we learn something contrary to our previous experiences. A new
boss who insists on a different way of doing things is resocializing you. Most resocializi-
tion is mild, only a slight modification of things we have already learned.
Resocialization can be intense, however. People who join Alcoholics Anonymous (AA),
for example, are surrounded by reformed drinkers who affirm the destructive effects of ex-
cessive drinking. Some students experience an intense period of resocialization when they
leave high school and start college—especially during those initially scary days before they
start to fit in and feel comfortable. To join a cult or to begin psychotherapy is even mor¢
profound, for these events expose people to ideas that conflict with their previous ways
of looking at the world. If these ideas “take,” not only does the individual’s behavior
change, but also he or she learns a fundamentally different way of looking at life.

Total Institutions

Relatively few of us experience the powerful agent of socialization that Erving Goffma®
(1961) called the total institution. He coined this term to refer to a place in which peo
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ple are cut off from the rest of society and where they come under almost total control of

the ofﬁclla‘ls who run the place. Boot camp, prisons, concentration camps, CONVents,
some religious CllltS: and some boarding schools, such as West Point, are total institutions.

A person entering a total institution is grected with a degradation ceremony
gGarfjmkel 1956), an attempt to remake the self by stripping away the individual’s current
ldent{ry’and Stamping a new one in its place. This unwelcome greeting may involve fin-
gerprinting, photographing, shaving the head, and banning the individual’s personal iden-
tity kit (items such as jewelry, hairstyles, clothing, and other body decorations used to
express individuality). Newcomers may be ordered to strip, undergo an examination (of-
ten in a humiliating, semi-public setting), and then to put on a uniform that designates
their new status. (For prisoners, the public reading of the verdict and being led away in
handcufts by armed police are also part of the degradation ceremony.)

Total institutions are isolated from the public. The walls, bars, gates, guards, or other
barriers not only keep the inmates in but also keep outsiders out. Total institutions sup-
press preexisting statuses: Inmates learn that their previous roles such as spouse, parent,
worker, or student mean nothing. The only thing that counts is their current role. Staff
members control information and replace the norms of “the outside world” with their
own rules, values, and interpretation of life. This helps the institution shape the inmates’
ideas and “picture” of the world. Staff members, who control the rewards and punish-
ments, closely supervise the day-to-day lives of the residents. Eating, sleeping, showering,
recreation—all are standardized. Under conditions of deprivation, simple rewards for
compliance such as sleep, a television program, a letter from home, extra food, or even a
cigarette, are powerful incentives in controlling behavior.

No one leaves a total institution unscathed, for the experience brands an indelible
mark on the individual’s self and colors the way he or she sees the world. Boot camp, as
described in the Down-to-Earth Sociology box on the next page, is brutal but swift.
Prison, in contrast, is brutal and prolonged. Neither recruit nor prisoner, however, has
difficulty in pinpointing how the institution affected the self.

Socialization Through
the Life Course

ou are at a particular stage in your life now, and college is a good part of
it. You know that you have more stages ahead of you as you go through
‘ life. These stages, from birth to death, are called the life course (Elder
1975; 1999). The sociological significance of the life course is twofold. First, as you pass
through a stage, it affects your behavior and orientations. You simply don't think about
life in the same way when you are 30, married, and have a baby and a mortgage, as you
do when you are 18 or 20, single, and in college. (Actually, you don't see life the same as
a freshman and as a senior.) Second, your life course differs by the historical period of
your society. Finally, your social location makes a diﬂ:erence—your social class, raf:e-et_h-
nicity, and gender map out distinctive worlds of experience. Consequently, the typical lif_'e
course differs for males and females, the rich and the poor, and so on. To emphasize this
major sociological point, in the sketch that follows I will stress t’l’le: historical setting of
people’s lives. Because of your particular social location, your own life course may differ
from this sketch, which is a composite of stages others have suggested (Levinson 1978;
Carr et al. 1995; Lee 2001).

Childhood (from birth to about age 12)

To begin, consider how different your childhood would.have been if you had grown up
during the Middle Ages. When historian Ph_ilippe Aries (1965) examlped European
paintings from this period, he noticed that chl-ldren were a]ways: dressed in adult cloth-
ing. If they were not depicted stiffly posed, as in a far'{llly portrait, they were shown do-
ing adult activities. From this, Ariés drew a conclusion that sparked a debate among
historians—that at thar time and in that place, childhood was not regarded as a special

Socialization Through the Life Course

degradation ceremony a
term coined by Harold Garfinkel
to describe an attempt to re-
make the self by stripping away
an individual's self-identity and
stamping a new identity in its
place

life course the stages of our
life as we go from birth to death



DQWN-TO-EARTH SOCIOLOGY

Boot Camp as a Total Institution

THE BUS ARRIVES AT PARRIS ISLAND,
South Carolina, at 3 AM. The early hour is
no accident. The recruits are groggy, con-
fused. Up to a few hours ago, the young
men were ordinary civilians. Now, as @
sergeant sneeringly calls them "maggots,”
their heads are buzzed (25 seconds per re-
cruit), and they are quickly thrust into the
harsh world of Marine boot camp.

Buzzing their hair is just the first step
in stripping away their identity so the
Marines can stamp a new one in its place.
The uniform serves the same purpose.
There is a ban on using the first person “l."
Even simple requests must be made in pre-
cise Marine style or they will not be ac-
knowledged. ("Sir, Recruit Jones requests
permission to make a head call, sir.")

Every intense moment of the next
eleven weeks reminds the recruits that
they are joining a subculture of self-disci-
pline. Here pleasure is suspect and sacri-
fice is good. As they learn the Marine way
of talking, walking, and thinking, they are
denied the diversions they once took for
granted: television, cigarettes, cars, candy,
soft drinks, video games, music, alcohal,
drugs, and sex.

Lessons are bestowed with fierce in-
tensity. When Sgt. Carey checks brass belt
buckles, Recruit Robert Shelton nervously
blurts, "I don't have one." Sgt. Carey's face
grows red as his neck cords bulge. “I?" he
says, his face just inches from the recruit.
With spittle flying from his mouth, he
screams, "'l is gone!"

“Nobody's an individual” is the lesson
that is driven home again and again. "You

Resocialization is often a gentle process.
Usually we are gradually exposed to differ-
ent ways of thinking and doing. Some-
times, however, resocialization can be
swift and brutal, as it is during boot camp
in the Marines. This private at Parris sland
is learning a world vastly unlike the civilian
world he left behind.

are a team, a Marine. Not a civilian. Not
black or white—not Hispanic or any hy-
phenated American—but a Marine. You
will live like a Marine, fight like a Marine,
and, if necessary, die like a Marine."

Each day begins before dawn with
close order formations. The rest of the day
is filled with training in hand-to-hand
combat, marching, running, calisthenics,
Marine history, and—always—following
orders.

“An M-16 can blow semeone's head
off at 500 meters," Sgt. Norman says.
“That's beautiful, isn't it?"

“Yes, sirl" shout the platoon's fifty-
nine voices.

"Pick your nose!" Simultaneously 59
index fingers shoot into nostrils.

The pressure to conform is intense.
Those sent packing for insubordination or
suicidal tendencies are mocked in cadence
during drills. ("Hope you like the sights
you see { Parris Island casualty.”) As lights
go out at 9 M., the exhausted recruits
perform the day's last task: The entire pla-
toon, in unison, chants the virtues of the
Marines.

Recruits are constantly scrutinized.
Subperformance is not accepted, whether
it be a dirty rifle or a loose thread on a
uniform. The subperfarmer is shouted at,
derided, humiliated. The group suffers for
the individual. If a recruit is slow, the en-

tire platoon is punished.

The system works.

One of the new Marines (until gradua-
tion, they are recruits, not Marines) says,
"| feel like I've joined a new society or re-
ligion."

He has.

For Your CONSIDERATION

Of what significance is the recruits'
degradation ceremony? Why are recruits
not allowed video games, cigarettes, or
calls home? Why are the Marines so un-
fair as to punish an entire platoon for the
failure of an individual? Use concepts in

this chapter to explain why the system
works.

Sources: Based on Garfinkel 1956; Goffman 1961;
‘Anybody’s Son Will Do," 1983; Ricks 1995; Dyer 2003.

time of life. He said that adults viewed children as miniature adults, and put them to
work at very early ages. At the age of 7, for example, a boy might leave home for good to
learn to be a jeweler or a stonecutter, A girl, in contrast, stayed home until she married,
but by the age of 7 she was expected to assume her daily share of the household tasks. His-
torians fio not deny that these were the customs of that time, but some say that Aries
conclusion is ridiculous. They say that other evidence of that period indicates that child-
hood was viev.ved as a special time of life (Orme 2002).

~ Such practices did not disappear with the Middle ages. It is still common for children
in the Least Industrialized Nations to work alongside adults. The photo essay on pages
250-251 provides a startling example of this practice—reflecting not just different activ-

ities bur also a view of children different from the on

ized Nations.
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l.n carlier centuries, parents and teachers also considered it
[].mlr moral duty to terrorize children to keep them in line.
1 hc-‘_' would !(’Ck g‘hi]drcn in dark closets, frighten them with
bedtime stories of death and hellfire, and force them to wit-
ness gruesome events. Consider this:

A common moral lesson involved taking children to visit
the gibbet [an upraised post on which executed bodies were
left hanging from chains], where they were forced to in-
spect rotting corpses hanging there as an exam ple of what
happens to bad children when they grow up. Whole classes
were taken out of school to witness hangings, and parents
would often whip their children afterwards to make them
remember what they had seen. (DeMause 1975)

Industrialization transformed the way we perceive children.
When children have the leisure to go to school, they come to
be thought of as tender and innocent, as needing more adult
care, comfort, and protection. Over time, such attitudes of
dependency grow, and today we view children as needing gen-
tle guidance if they are to develop emotionally, intellectually,
morally, even physically. We take our view for granted—after
all, it is only “common sense.” Yet, as you can see, our view is
not “natural,” but is rooted in geography and history.

Technology can also change the nature of childhood.
When television contains adult images of murder, rape, war,
and other violence, children of a tender age learn about a
world they never knew existed, one that used to be kept secret
from them (Lee 2001).

Childhood is more than biology. Everyone’s childhood occurs at some point in his-
tory, and is embedded in particular social locations, especially social class and gen-
der. These social factors are as vital as our biology, for they determine what childhood
will be like for us. Although a child’s biological characteristics (such as being small
and dependent) are universal, the child’s socal experiences (what happens to that
child because of what others expect of him or her) are not. Thus sociologists say that

childhood varies from culture to culture.

Adolescence (ages 13-17)
Adolescence is not a “natural” age division. It is a social inventiqn. In earlier cenfuries,
people simply moved from childhood into young adulthood, with no stopover in be-
tween. The Industrial Revolution brought such an abundance of material surpluses, how-
ever, that for the first time in history millions of teenagers were able to remain outside the
labor force. At the same time, education became more important for success. T_he con-
vergence of these two forces in industrialized societies created a gap be‘nve'en Chll(:.ihOOd
and adulthood. In the early 1900s, the term adolescence was .comcd to 1nF11cate this new
stage in life (Hall 1904), one that has become rcnowne(% for inner turmoil. . _
To ground the self-identity and mark the-passage of children into adulthood, tr:ba(I‘ soci-
eties hold initiation rites. In the industrialized world, h'owev.er, adolFsca?nFs must “find
themselves on their own. As they attempt to carve out an identity that is distinct golm both
the “younger” world being left behind apd the older” world still out of range, ado escentj
develop their own subcultures, with distinctive clothing, hairstyles, language, gestures, an

-

In contemporary Western societies
such as the United States, children
are viewed as innocent and in need
of protection from adult responsibil-
ities such as work and self-support.
Ideas of childhood vary historically
and cross-culturally. From paintings,
such as this 1605 portrait of Lady
Tasburgh and her children, some his-
torians conclude that Europeans
once viewed children as miniature
adults who assumed adult roles at
the earliest opportunity.

Socialization Through the Life Course 8



In many societies, manhood is not
bestowed upon males simply be-
cause they reach a certain age.
Manhood, rather, signifies a stand-
ing in the community that must be
achieved. Shown here is an initia-
tion ceremony in Indonesia, where
boys, to lay claim to the status

of manhood, must jump over this
barrier.
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music. We usually fail to realize that contemporary society, no, 1.
ology, created the period of inner turmoil that we call adoles,,,

Young Adulthood (ages 18-29)

[f society invented adolescence, can it also invent other periods
life? Historian Kenneth Keniston suggests that this is happeni,
now. He notes that industrialized societies are adding a period
prolonged youth to the life course, in which people postpo,
adult responsibilities past adolescence. For millions, the end |
high school marks a period of extended education characterize|
by continued freedom from the need to support oneself. Duriy,
this time, people are “neither psychological adolescents nor soc;
ological adults” (Keniston 1971). Somewhere during this peri|
of extended youth, young adults gradually ease into adult
sponsibilities. They finish school, take a full-time job, engag i
courtship rituals, get married—and go into debt.

The Middle Years (ages 30-65)
The Early Middle Years (ages 30-49) Durine

their early middle years, most people are more sure of them-
selves and of their goals in life. As with any point in the lif;
course, however, the self can receive severe jolts—in this case
from such circumstances as divorce or being fired. It may take
years for the self to stabilize after such ruptures.

The early middle years pose a special challenge for many U.S.
women, who have been given the message, especially by the media, that they can “have
it all.” They can be superworkers, superwives, and supermoms—all rolled into one. The
reality, however, often consists of conflicting pressures, of too little rime and too many de-
mands. Something has to give. Attempts to resolve this dilemma are often compounded
by another hard reality—that during gender socialization their husbands learned that
child care and housework are not “masculine.” In short, adjustments continue in this and
all phases of life.

The Later Middle Years (ages 50-65) During the later middle years,
health and mortality begin to loom large as people feel their bodies change, especially if
they watch their parents become frail, fall ill, and die. The consequence is a fundamental
reorientation in thinking—ffom time since birth to time left to live (Neugarten 19706).
With this changed orientation, people attempt to evaluate the past and come to terms
with what lies ahead. They compare what they have accomplished with how far they had
hoped to go. Many people also find themselves caring for not only their own children but
also their aging parents. Because of this often crushing set of burdens, people in the later
middle years sometimes are called the “sandwich generation.”

Life during this stage isn't always stressful. Many people find late middle age ro‘ble .tht‘
most comfortable period of their lives. They enjoy job security and a stanfiard of living
higher than ever before; they have a bigger house (one that may even be paid for), newer
cars, and more exotic vacations. The children are grown, the self is firmly planted, and
fewer upheavals are likely to occur. .

As they anticipate the next stage of life, however, most people do not like what they sec.

The Older Years (about age 65 on)

The Early Older Years In industrialized societies, the older years begin around
the mid-60s. This, too, is recent, for in agricultural societies, when most peop‘l? died early,
old age was thought to begin at around age 40. With its improved nutrition, public
health, and medical care, industrialization prolonged life. Today, for those in good hmlth-
being over 65 is often experienced not as old age, but as an extension of the middle 3i-r::ur-_-
People who continue to work or to do things they enjoy are less likely to perceive them
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selves as old (Ncugarten 1977). Although frequency of sex declines, most
men and women in their 60s and 70s are sexually active (Denney and
Quadagno 1992). )

Bccaus-e.we have a self and can reason abstractly, we can cnn[emplatc
death. Initially death is a vague notion, a remote }'ﬁossibilitv. But as peo-
ple see their friends die and their own bodies no longer functioning as
before, death becomes less abstract. Increasingly during this stage in the
life course, people feel that “time is closing in” on them.

The Later Older Years As with the preceding periods of life
except the first one, there is no precise beginning point to this last stage.
For some, the 75th birthday may mark entry into this period of life. For
others, that marker may be the 80th or even the 85th birthday. For most,
this stage is marked by growing frailty and illness; for all who reach this
stage, it is ended by death. For some, the physical decline is slow, and a

rare few manage to see their 100th birthday mentally alert and in good
physical health.

The Sociological Significance
of the Life Course

The sociological significance of the life course is that it does not merely
represent biology, things that naturally occur to all of us as we add years
to our lives. Rather, social factors influence our life course. As you just saw, when you live
makes a huge difference in the course that your life takes. And the difference in time does
not have to be vast. Being born just ten years earlier or later may mean that you experi-
ence war or peace, an expanding economy or a depression—and those factors vitally af-
fect what happens to you not just during childhood but throughout your life.

Your social location, such as social class, gender, and race, is also highly significant. Your
experience of society’s events will be similar to that of people who share your location, but
different from that of people who do not. If you are poor, for example, you likely will feel
older faster than most wealthy people for whom life is much less demanding. The life
course is also influenced by individual factors—such as your health, or marrying carly or
entering college late—that may make your life course “out of sequence” or atypical.

For all these reasons, this sketch of the life course may not adequately reflect your own
past, present, and future. As sociologist C. Wright Mills (1959) would say, because em-
ployers are beating a path to your door, or failing to do so, you are more inclined to
marry, to buy a house, and to starta family—or to postpone tbesc life course events, per-
haps indefinitely. In short, changing times change lives, steering the life course into dif-
ferent directions.

Are We Prisoners of Socialization?

rom our discussion of socialization, you might conclude that sociolo-
— gists think of people as robots: The socialization goes in, and the be-
‘ havior comes out. People cannot help what they do, think, or feel, for
everything is simply a result of their exposure to socializing agents.

Sociologists do no think of people in this way. Altl‘lough. socialization is powerful, and
profoundly affects us all, we each have a self. Establlshed in childhood and continually
modified by later experience, the self is dynamic. It is not a sponge that passively _absorbs
influences from the environment, but, rather, a vigorous, essential part of our being that
allows us to act on our environment. ' =y

Indeed, it is precisely because individuals are not robot§ that their behavior is so hard
to predict. The countless reactions of other people merge in each of us. As discussed ear-
lier, even identical twins do not receive identical reactions from others. As t.hc self df:-vel—
ops, we internalize or “put together” these innumerable reactions, producing a unique

This January 1937 photo from
Sneedville, Tennessee, shows Eunice
Johns, age 9, and her husband,
Charlie Johns, age 22. The groom
gave his wife a doll as a wedding
gift. The new husband and wife
planned to build a cabin, and, as
Charlie Johns phrased it, "go to
housekeepin’” This photo illustrates
the cultural relativity of life stages,
which we sometimes mistake as
fixed. It also is interesting from @
symbolic interactionist perspec-
tive—that of changing definitions—
for while our sensibilities are
shocked by such marriages, even
though they were not common, they
once were taken for granted.
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whole that we call the individual. Each unique individual uses his or her own mind to rea-
son and to make choices in life.

In this way, each of us is actively involved in the construction of the self. For example, al-
though our experiences in the family lay down the basic elements of our personality, in-
cluding fundamental orientations to life, we are not doomed to keep those orientations
if we do not like them. We can purposely expose ourselves to groups and ideas that we
prefer. Those experiences, in turn, will have their own effects on our self. In short, al-
though socialization is powerful, within the limitations of the framework laid down by
our social location we can change even the self. And that self—along with the options
available within society—is the key to our behavior.




