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Preface

This is the first book that highlights how socialization is experienced as being a complex con‐
cept in everyday life in various countries of the world.

It represents the first attempt to provide an original and multidimensional definition of sociali‐
zation that takes into account the contribution of different disciplines, such as cultural anthro‐
pology, philosophy, psychology, sociology, education, and even architecture, to underline the
importance of socialization as a key aspect of human experience. The authors, representing dif‐
ferent countries, offer original contributions to develop new perspectives in the field of sociali‐
zation, with their ideas, theories, researches, scientific results, and discussions.

The first chapter of the book is on the interesting theoretical perspective of analyzing the process
of socialization. It shows how socialization is a process of acquiring the societal culture and has
rational and irrational sides. The rational side is revealed when an individual develops the ability
to reflect the world discretely, normatively, through symbols, and, thus, reflexively. The irration‐
al side represents a process of transforming the original extrasubjective needs of the individual in
emotional satisfaction into the orientation toward the experience of certain emotional states con‐
nected with the possibilities of satisfying the needs in the conditions of a particular society and
culture. It underlines how the socialization processes, in the emergence of the socially deter‐
mined and latent, although contradictory levels in the value orientation system, are expressed.

The second chapter shows how the transitivity crisis situation in the world can have a particu‐
larly negative impact on socialization in a multicultural space, associated with various prob‐
lems, e.g., in the uncertainty and destruction of identity and multiplicity, with difficulties in the
socialization processes. Challenges and consequences of sociopsychological transitivity are ana‐
lyzed in relation to ethnic identification based on native, rather than the most commonly used
language, with an idealized attitude toward their ethnos, which lead to ethnocentrism, and a
negative attitude toward alien nations.

The third chapter describes the theoretical background underlying the collaborative work and
overviews the recent studies concerning social skills, especially from a psychological point of
view. In addition, it demonstrates the psychological effect of collaborative block creation; col‐
laborative LEGO block creation works as a medium of communication in group therapy for
developing social skills and trust.

The fourth chapter reviews the research on gamification approach in education and socializa‐
tion. It shows that different activities, that could affect success in online environments, are es‐
sential. These activities must be integrating them into the educational environment, supported
by theories appropriate for students’ ages, so as not to lose their motivation.

The fifth chapter addresses the socialization processes for the development of empathy, sympa‐
thy, and prosocial behaviors in children and adolescents. It shows how parents can model their
children to exhibit empathy, sympathy, and prosocial behavior. With their own perspectives,
sympathy, and feelings, parents contribute to prosocial development in their children.
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The sixth chapter, through the description of an Italian pilot school project Mediamente Bullo,
examines how the integrated application of two tools in the socialization processes, the empa‐
thy, ability to share and understand emotional states of others, and the mediation, useful to
cope with interpersonal conflicts, can prevent bullying.

The seventh chapter describes the central features of some conditions that enable the socializa‐
tion of children and adolescents in Argentina as a possible example of them in the Global
South, from the perspective of sociology of the body/emotion. Authors look at the phenomenon
of socialization in an “oblique” way and try to look at  how certain practices of feeling that are
constituted as conditions of possibility/impossibility for the processes from which the dialectic
relationship of “becoming part of a society” is structured in the societies of the Global South.

The eighth chapter shows experiences from 123 Emprender Program, an interdisciplinary
school project, which provide opportunities to vulnerable students  in Santiago of Chile.

It describes, in detail, how financial and entrepreneurial education can be added in different
curricular programs to develop basic skills to promote financial knowledge, economic and fi‐
nancial concepts, and entrepreneurial skills in children, for developing a new form of collabora‐
tive work in the socialization processes.

The ninth chapter considers how socialization of individuals with Islamic belief and observance
operates in relation to the socialization of women of Islamic religious observance in a contem‐
porary north-west European context as Finland. The chapter focuses on how the means of sar‐
torial products, available thanks the globalized Islamic fashion industry, are used to encourage
females to adopt a certain kind of practices, which are thought to be expressive of the religious
norms of a community.

The tenth chapter describes the relationship between social, cultural, and religious traditions
and the architecture of vernacular housing. It also represents a search for answers as to how the
Turkish cultural traditions of the traditional Turkish family, beliefs, values, and rituals influ‐
ence the housing architecture. It shows the relationship between the house form and sociocul‐
tural factors, architectural artifacts selected or devised by a culture, architectural values, social
norms, and social values.

This book offers an excellent synopsis and an interesting expression of different theoretical
ideas, structures, empirical evidences, and international references. Therefore, this book repre‐
sents an extraordinary opportunity to outline new horizons on socialization topic.

Man is always something more than what he knows of himself. He is not what he is simply once for all,
but is a process…—Karl Jaspers
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Abstract

The chapter is focused on the theoretical perspective of analyzing the process of socializa-
tion from the standpoint of the postnonclassical (universum) rationality theory. Rationality
is defined as the cognitive self-reference of a society, a recursive layer of social reality,
reflecting its existence and development via the means of consciousness and thinking.
Socialization is considered as a process of mastering culture, the former having rational
and irrational sides. The rational side is connected with the individual’s acquisition of the
ability to reflect reality discretely, normatively, symbolically, and reflexively. These abili-
ties are necessary conditions to enter the world of human society culture. The irrational
side is expressed in the process of the needs’ socialization, during which the individual’s
extra-subjective needs in emotional satisfaction are transformed into orientations toward
experiencing certain emotional states associated with the possibilities of satisfying needs
in a particular society and culture. An important result of the socialization process is the
formation of a system of the individual’s value orientations. The rational level of this
system consists of orientations that have become the subject of the individual’s conscious
choice. The irrational level consists of orientations to value experiences; these are the indi-
vidual’s emotional experiences of his/her relationships with reality.

Keywords: rationality, socialization, postnonclassical approach, universum, sociological 
theory of rationality, reflexivity

1. Introduction

Socialization in the broader meaning is the process of absorbing the culture of a particular
society which is done by the individual during his/her whole life. Such an understanding
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of socialization can be traced in various sociological approaches to its explanation. During 
the socialization process, the individual acquires a set of supra-biological behavioral pro-
grams that form and support the social order of a particular society and its constituent 
parts. This social process’s effectiveness depends largely on the stability of the social order, 
the ability, and the willingness of the society members to comply with the underlying 
norms and rules.

In a narrower meaning, socialization is an instrument of including the individual in vari-
ous social spaces—organizations, groups, and communities. The condition to be abode by 
the individual to enter a particular social space is his/her acceptance of a certain behavioral 
culture—norms and rules that ensures social order and regulates social processes in this 
space.

Along with this, socialization is a part of any social technology aimed at creating a certain 
social behavior of specific target groups or communities. As a part of social technology, social-
ization is a purposeful fostering of values, norms, meanings in a specific target social group 
with the goal of forming certain patterns of response to any social incentives. These patterns 
are advertising campaigns designed to generate demand for various goods and services in 
target audiences; political campaigns that shape the electorate’s political behavior to support 
a particular politician; social technologies for the creation and awakening of protest groups in 
different countries in order to perturb political elites of these states. To make buyers choose a 
particular product or service on a regular basis, to make the electorate support a certain can-
didate for political office, and to make the protesters actively express their dissatisfaction with 
the current power in the state, these groups of people should be socialized in certain systems 
of values and norms that are to start regulating their behavior.

Thus, the term “socialization” expresses both the general process of the individual’s entry 
into the world of human society culture and concrete ways of including the individual in 
various subcultural spaces with specific norms and values. In all these cases, socialization acts 
as a process of certain cultural content internalization; in other words, this content is a set of 
norms and values that guide the individuals’ social behavior.

The key feature of the human society culture, from our point of view, is its rationality. It is this feature 
that distinguishes the world of human culture from the world of nature, human society from other 
associations. In this connection, socialization is the process of mastering rationality, which is 
similar to mastering culture.

To discuss this thesis in detail, the rationality must be defined and its essential features must 
be revealed. Here, we encounter the most complex theoretical problem—the task of under-
standing and interpretation of “rationality” as a category. In this chapter, I did not set the 
task to analyze critically various sociological concepts of rationality, since they have been 
sufficiently covered in the precedent publications [1, 2]. In this chapter, I will pay attention to 
the new theoretical approach that can be productive in focusing both on studying rationality 
through sociology and a traditional sociological problem such as the socialization process. 
This approach is the universal (universum) sociological theory, based on the principles of 
postnonclassical approach in sociology. This theory is a product of the Russian scientific 
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school, well-established in the traditions of Russian social and philosophical thought. The 
author of this approach is Prof. V.G. Nemirovsky, who presented the main theoretical prin-
ciples of this paradigm in his publications [3, 4].

Within the framework of the universum approach, the author of this chapter proposes a post-
nonclassical (universum) sociological theory of rationality [5, 6]. The basic notions in this 
theory that are necessary to explain the culture of society and socialization as culture mas-
tering process are “rationality” and “irrationality” (here, we introduce the notions but the 
basic postulates of the conception will be described in more detail in the section “Theoretical 
approach”).

Rationality in this theory means the cognitive self-reference of the human society or its constitu-
ent parts (social groups, institutions, and organizations). “Cognitive self-reference” implies 
the process which is used by any society in the course of its existence and development to 
generate a recursive layer of reality, reflecting the very existence of society through various 
symbolic systems. These are symbols of natural or artificial language, which are represented 
at the level of collective consciousness, e.g., verbally formulated norms and rules of social 
behavior, knowledge, and collective opinions, and values expressed in various symbols 
and operating in diverse spheres of human activity—science, religion, professional activity, 
and in everyday life. This recursive layer is a symbolic expression of the space of culture of 
human society.

Irrationality from the point of view of our approach is a set of extra-cognitive (inconscient) com-
ponents of social behavior that go beyond any verbal and symbolic shape. These components are 
emotional states, effects, habits, and other behavioral phenomena that do not become the 
subject of the individuals’ reflexive activity, though they appear and become significant for 
the individual in the process of social and group interactions. In society, they are represented 
at the level of the social unconsciousness [7]. Researchers call these components using differ-
ent terms: collective feelings [8], emotional values [9], implicit underlying assumptions [10], 
value experiences [11], etc.

In the light of postnonclassical (universum) sociological theory of rationality, socialization 
is a process involving rational and irrational components. The rational components differ 
and in that they are apprehended by a social subject and expressed through a natural or 
artificial language, while the irrational components do not become an object of apprehension 
and have no symbolic expression. For example, the rational component of any social organi-
zation (university, supermarket, sports school, industrial enterprise, etc.) is presented in the 
form of charters, documents, instructions, regulations, orders, collective opinions, and other 
symbolic expressions that shape the existence and development of the organization. The irra-
tional component of a social organization is expressed in the emotions, feelings, senses of its 
members that they experience in relation to this very organization: its goals, its functioning 
and corporate norms, their own status in the organization, and other aspects. Both rational 
and irrational components affect the behavior of the organization members.

In our approach, socialization is a process involving rational and irrational components. The 
rational component is connected with the internalization of the symbolically designed and 
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expressed in the language products of the activity of society culture. During this process, the 
individual’s consciousness forms some structures through which he/she acquires the ability 
to reflect reality cognitively.

The irrational component is in the process of the individual’s appropriation of special 
emotional states, when the initial needs for emotional satisfaction, inherent in a person as 
a representative of the biological species, are transformed into specific orientations toward 
absolutely precise values [11]. This is the process known in sociology and psychology as 
the needs’ socialization. Even Plato once mentioned this process in his philosophical works: 
“Thirsting itself will never be a desire for anything other than that of which it naturally is a 
desire – for drink, and hunger itself is a natural desire to eat,” and further: “Every desire itself 
is directed only at what in each individual case corresponds to its nature. Desire for such and 
only such quality is something adscititious” [12]. Thus, in the course of socialization, the indi-
vidual becomes oriented toward certain forms and methods of satisfying needs. For example, 
the need for an experience of satiety with food, initially nonobjective in an infant, during the 
socialization process is transformed in the orientation toward the craving for certain dishes 
that are cooked in a particular culture.

Thus, during the socialization process, the individual irrationally develops orientations 
toward value experiences related to the corresponding needs, be they physiological, social, 
or spiritual. On one hand, they are preconditioned by the individual’s inner motivations and 
personal characteristics, and on the other hand, by the social circumstances, the peculiarities 
of the culture in which the individual acts. Value orientations differ in direction and have a 
direct impact on the individual’s social behavior.

Later in this chapter, we will discuss the theoretical perspective of considering socialization 
from the standpoint of the postnonclassical (universum) sociological theory of rationality. In 
the author’s opinion, the conclusions drawn allow presenting the socialization process more 
thoroughly—in the unity of rational and irrational components.

2. Theoretical approach

The need for a sociological comprehension of rationality became topical at the end of the nine-
teenth and in the early twentieth centuries, during the period of positivistic secularization of 
“reason,” when the understanding of the reason in its abstract form as a transcendent subject 
was transformed into its interpretation as a precise characteristic of human activity and behav-
ior. As Davydov notes, in this period there was a substitution of the “divine reason” for human 
reason. Now reason was not understood as transcendental will, but as an ability of simple indi-
vidual to act expediently, in sound mind and memory [13]. This understanding of reasonable-
ness as expediency formed the basis of the rationality theory by Weber, who proposed one of 
the first sociological theories of rationality. Further attempts at sociological comprehension of 
rationality have spawned its numerous interpretations, based on various characteristics, often 
far too much disconnected. Such characteristics were all sorts of particular content of reality, 
as well as different variants of their synthesis—expediency, efficiency, conformity to law, theo-
retical apprehension and order, normativity (standardization, conventionality), ability to set 
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targets, truth, autonomy of the acting subject, etc. [14]. Consequently, the rationality reduction 
to one or another of the above-mentioned characteristics in many cases does not stand up to 
criticism: the choice of attributes is often arbitrary based on a priori knowledge.

Thus, sociology formed theoretical pluralism in solving the problem of rationality, when 
there are simultaneous and different, often conflicting, explicit schemes that use different 
terminology systems to describe rationality. In the context of conflicting characteristics and 
explicit schemes of rationality, the scientific status of the “rationality” concept is blurred: it 
becomes an instrument of subjective assessments of certain phenomena and facts as positive 
or negative. The category “rational” then expresses positive assessments, and the category 
“irrational” expresses the negative ones [15–18]. It is natural that under these circumstances, 
rationality is declared a pseudo-conceptual notion that expresses not the object’s properties 
but its significance in the human dimension of reality [19], while the ultimate result of the 
study of the rationality problem is its debatability [20, 21].

To overcome these difficulties, we should take an advantage of modern cognitive models 
that marked the transition of sociology to the postnonclassical stage of development. Such is 
the diatropic cognitive model [22], which was included in the theoretical foundation of the 
universum sociological paradigm [23]. This paradigm was introduced by Nemirovsky and 
has been developing within his scientific school. Social reality is considered here as a garden, 
a fair in which all possible objects and processes are presented in their diversity. Through the 
comparison of the most diverse objects of reality, the diatropic approach explores the general 
properties of these varieties and finds out “refrains” [24], the invariant qualities inherent in 
all the objects being compared. The result is knowledge about the general properties of vari-
ous objects. This knowledge reveals the patterns of these objects’ existence and development.

Later in this section of the chapter, I will use a more complex scientific language. It allows us 
to reduce the text volume and briefly describe the main theoretical positions, from the point 
of which the process of socialization will be examined in the next section of the chapter. For 
more detailed acquaintance with these theoretical provisions and their justification, the inter-
ested reader can refer to the author’s previous publications, the references to which are given 
at the end of the chapter.

Based on the application of the diatropic cognitive model to the study of various objects, 
Nemirovsky formulated the diatropic principle of a minimal universum with a minimum 
number of characteristics necessary to describe the structure and dynamics of any developing 
system [25]. According to a brief summary of this principle, any developing system relies on two 
polar (complementary) elements; in the development process, it forms three hierarchical lev-
els, each of which passes at least five stages and forms seven evolutionary strata in the process 
of change. Within the framework of this approach, we offer a universum sociological theory 
of rationality, which sets prerequisites to regard socialization as a social process further. The 
rationale for this theory was thoroughly analyzed in our previous papers; so here, I will give 
only its main points, which are crucial background for our study.

A diatropic analysis of various concepts of rationality makes it possible to distinguish the 
characteristic of the cognitive shape of the reality contents as an invariant trait that in one form or 
another is present in all rationality conceptions. To prove this, it is sufficient to consider all the 
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concepts of rationality in accordance with the theoretical assumptions of the postnonclassical 
sociological approach, a characteristic feature of which is the use of the complementarity prin-
ciple [26]. As is well known, this principle assumes the use of binary oppositions to describe 
the objects of reality, i.e., pairs of opposing concepts that describe an object as integrity. To 
consider the concepts of rationality from the point of this principle, I shall use the opposition 
“the cognitive subject—the object cognized.” The complementarity of the object and the sub-
ject of cognition lies at the basis of the human culture existence and development. It should 
be accepted that “there cannot be any ‘purely ontological’ characteristics that would describe 
the real world without taking into account the degree of this world cognoscibility. It is also 
clear that there can be no cognition as a purely subjective activity of a person that could be 
understood without the objective content of cognition” [27].

From this point of view, the concepts of rationality are social objects, the nature of which is 
conditioned by two bases. One of them is the cognizing subject (researcher), who makes up 
theoretical postulates and who is the product of the life and social group structures into which 
he/she is included. This is a well-known property of the researchers: their scientific activity 
is socially motivated and largely determined by the society in which they live [28]. Another 
foundation is the object of cognition, i.e., phenomena and connections of reality, which the 
research defines as rationality. Thus, the concept of rationality is not perceived as a set of theo-
retical postulates that reveal the meaning of the concept of “rationality,” but rather as a fact of 
realizing reality through the prism of the ontological and gnosiological characteristics of the 
cognizing subject. This awareness necessarily requires the use of symbols and, above all, ver-
bal means of the language, which serve as a tool for the cognitive shape of reality. Along with 
this, such awareness is reflexive in its nature. Many authors (Shvyrev, Demina, Korsgaard, 
Giddens, et al.) connect rationality, cognition, and reflexivity. It is not accidental as cognition 
always assumes that the cognizing subject is separated from the object, occupies an external 
position in relation to it. In this regard, the human culture world, the main above-mentioned 
characteristic of which is rationality, is a sphere of reflexive reflection of the existence and 
development of human society.

Thus, the trait of cognitive shape is an essential sign of rationality, which makes it possible 
to distinguish rationality from irrational phenomena. Rationality in this sense entails a ver-
bal-reflective activity and its result at the same time. This trait acts as a general characteristic of 
rationality, either in an explicit or an implicit form present in all concepts of rationality, with-
out exception. This trait acts as a universally objective referent of rationality and should be 
extended to any verbalized reality content (and we have all grounds for doing so). Let us high-
light that rationality in the discussed sense is an essential trait separating the cultural world 
from the natural one, human society from other associations. Irrationality from this point of 
view is a set of pre-cognitive contents of social reality that go beyond the verbal-reflective level.

This understanding brings us to the following theoretical conclusions:

I. At the macro level, rationality appears as the cognitive self-reference of the society and its individ-
ual components. This is a recursive layer of social reality, reflecting its existence and devel-
opment via the cognitive means. Let us emphasize that it is an issue of recursion, the effect 
of describing the system, its objects and processes, which occur within the system itself. 

Socialization - A Multidimensional Perspective6

This effect is close to the concept of “autopoiesis,” which Luhmann used for the analysis 
of social systems [29]. This phenomenon is also called the effect of “world duplication,” 
namely, the allocation of “transcendental reference points and a specific angle of view, 
which sets the perspective to assess and systematize reality” [30]. The recursive layer of so-
cial reality in question, on one hand, reflects the existence and development of social real-
ity via cognitive means, and on the other hand, it is a part of this reality, which does not go 
beyond it (beyond the limits of social reality, as we know, human thinking does not exist).

Thus, rationality implies the world duplication. Initially, such an understanding of rational-
ity was posited in the philosophy of the Pythagoreans, where it was viewed as a measure 
expressing the commensurability of values and establishing the existence of two principles: 
a measurable quantity and a measuring person [31]. The relationship between these prin-
ciples which can be expressed by a certain measure, was called rationality; and the rela-
tionship which is not expressed by measure, was called irrationality. A written fixation of 
this interpretation was given in Euclid’s “Elements” [32]. It is of fundamental importance 
for the discourse on rationality, because it forms a coordinate system for all subsequent 
interpretations of rationality. The measurable value is objective and has the properties of 
commensurability and incommensurability of things as they are in reality; a measuring 
person is rather subjective and indicates a way of reflecting (measuring) these properties 
by human consciousness.

Further, this system of coordinates was reproduced in the Weber’s theory of rationality (as an 
intellectual understanding of reality) and in the majority of following conceptions. Later, as 
regards scientific understanding of the rationality, its interpretations differed mainly in the 
measure that determines the commensurability of things and the reality phenomena. Such a 
measure was designated as a verbal shape (apprehension, the ability to be expressed through 
words, the ability to be said and to have a name), calculability (the ability to be expressed 
through count), a logical shape (the ability to be expressed in terms, judgments, inferences, 
compliance with the laws of the right thinking), reasonableness (conformity to norms, stan-
dards, structures of mind, the latter understood in various senses as expediency, normativity, 
truth, utility, effectiveness, structuredness, correspondence to one or another value (value 
system), etc.), intelligibility (awareness of the universal: laws of the world existence and 
development, which are not perceived by senses). The reality contents, expressed by means 
of these measurements, are considered rational; the ineffable contents, beyond the limits of 
measurement, are considered irrational.

The effect of “the world duplication” stipulates the reflexive character of rationality as its 
basic condition. A common place in the definitions of reflection is the presence of two posi-
tions, reflective one and reflected one, which has a distance between them. In this regard, the 
cognitive self-reference of the society is a reflective process of the group subject of social action, car-
ried out through verbal communication means. The cognitive layer of social reality acts as a 
reflective attitude toward social life [33]. The results of this reflective process are expressed 
in the form of social norms, collective opinions, assessments, and behavioral rules that have 
received verbal shape, as well as in the form of knowledge, information, and other products 
of the reflective activity of individuals and groups.
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II. At the microlevel (the level of the individual and the small group), rationality is any reflective 
act (its process and result) of an individual or a group subject of social action, carried out through 
the verbal means of communication [34]. A necessary condition for the realization of such re-
flection is a group communication and a group interaction; these are the processes which 
are described in detail in the theory of symbolic interactionism (Mead, Cooley, et al.).

The general properties of rationality in our understanding can be reduced to the following 
minimal set:

1. Discreteness: Disjointed and separated reality reflection is a characteristic for rationality. It 
is caused by the use of a measuring instrument, which implies distinguishing an elemen-
tary measure underlying it (a number, a word, a logical connection, etc.). With the help of 
such a measure, one is able to single out in the measurement object parts corresponding to 
the measure. These parts are segments, quantities, and other various qualitative determina-
tions. As a result, the world appears in front of the measuring subject as a structure, i.e., a 
collection of individual fragments that enter into various relations and form different connec-
tions. Irrationality, on the contrary, indicates the existence of an integral, continuous, unstruc-
tured reality that is not reduced by the cognizing consciousness to its constituent fragments.

2. Normativeness: Rationality presupposes the existence of norms and rules for the applica-
tion of certain means of measuring reality. These rules are a vital condition for the re-use 
of the measuring instrument (measure), which enables rationality existence in the form of 
cognitive models shared by many subjects of cognition. A clear illustration of such rules 
dates back to the above-mentioned Euclid’s “Elements”: “… for a given line there is an 
infinite number of lines both commensurable and incommensurable, <and> some are com-
mensurable or incommensurable only linearly, others also – to a power. We can now call 
a given straight line rational, while lines commensurable with it, linearly as well as to a 
power, and lines commensurable only to a power will be called rational, but the lines in-
commensurable with it will be called irrational” [35]. Here we have the rule of measuring 
the lines, following which rationality occurs. Irrationality does not presuppose such meas-
urements and, therefore, neither it is subject to this rule nor it is normative.

3. Symbolic shape: The allocation of any measure designed to identify the commensurability 
of reality fragments is realized through its designation by specific symbols—algebraic, ge-
ometric, logical, verbal, etc. Rationality is thereby expressed through a symbolic system: a 
natural or an artificial language. It is evident that the primary symbolic system expressing 
rationality is the verbal communication system which is the base for formation of artificial 
languages. Any artificial language is a social convention, the emergence of which is pos-
sible under the condition of an already existing system of natural communication which 
uses a specific system of definitions. Thus, rationality is first and foremost a verbal shape 
of the reality contents. Irrationality is not symbolically expressed and goes beyond verbal 
shape of the worldview.

4. Reflexivity: Rationality has a reflective nature, because it is a process of cognitive self-
reference of reality. As it is known, the necessary requirement for reflection is the presence 
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of meta-position in relation to the content being reflected, which reflects this content by 
linguistic means. Such a meta-position in relation to reality is represented by conscious-
ness comprehending reality, while consciousness remains a part of this reality.

These are the main theses of our approach to understanding rationality, as summarized briefly. 
This approach to the rationality definition allows us to get over the relativity of the rationality 
concept in its existing interpretations. The rationality characteristics (expediency, efficiency, 
normativity, conformity to law, etc.), on which various conceptions are built, appear here 
as particular aspects of reality, which have received a cognitive reference in the mass con-
sciousness of a particular society. Being devoid of verbal-reflective shape, these aspects are 
not capable of characterizing specific human behavior, distinguishing it from the instinctive 
animals’ actions. Along with this, the category of rationality in this approach becomes free of 
estimates. It fixes the fact of the cognitive shape of the reality contents, refusing to interpret 
their orientation in terms of certain value systems.

Next, let us consider the process of socialization from the standpoint of the postnonclassical 
(universum) sociological theory of rationality.

3. Socialization as acquiring rationality

Socialization in human society is intended to practice rationality. This means socialization 
is the process of teaching an individual to reflect the world discretely, normatively, through 
symbols, and thus, reflexively; this is the process of mastering the basic tools of the reproduc-
tion of the society culture. The discrete reality reflection presupposes the individual mas-
tering of various ways of its measuring, by instruments such as a word, a number, and the 
ability to establish logical connections. In the process of mastering them, the individual begins 
to apprehend the world as a structure in the totality of its parts, segments, and elements. 
Normativity is associated with the acquisition by an individual of the ability to apply norms 
and rules that establish a social order. Reflection of the world through symbols involves mas-
tering the language, i.e., a symbolic system, being the basic condition for the development of 
thinking and communication. Reflexivity is the ability of an individual to distinguish oneself 
from the world, to occupy a meta-position in relation to the world.

As an illustration of these theses, let us think about the socialization of the child, which can 
be successful only if the child masters rationality is in the aggregate of all its four aspects. So, 
in the course of interaction with the social environment, the child learns to recognize sym-
bols and use them to define different objects. He/she learns letters, putting them into words, 
learns numbers, gestures, learns to recognize various iconographic symbols. This is the first 
experience of the child’s exit beyond the purely biological mode of existence when he/she gets 
acquainted with the cultural world—that recursive layer of social existence, whose essential 
feature is rationality. Gradual acquisition of symbols actualizes the child’s ability to use lan-
guages—natural (verbal) and artificial (numerical, iconographic, etc.). This, in turn, reveals 
the surrounding world as a structure, as a collection of parts, where each part has a symbolic 
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designation. So, one does not need any special evidence to assert that without mastering the 
means of language, such rational structuring of reality remains inaccessible for the child.

Further, the child’s mastery of the norms and rules of social behavior structures the social 
world for him/her, resulting in understanding what the patterns of tabooed and socially 
approved behavior are. Finally, the gradual actualization of these abilities creates conditions 
for the development of the child’s self-consciousness, the appearance in his/her mind of a 
reflective position that allows one to apprehend one’s own being among other objects of real-
ity. Such reflection is realized from the point of those meanings that are transmitted to the child 
by the surrounding society culture through the active agents partaking in socialization. Thus, 
the child becomes proficient in the basic cognitive products of his/her society, which express 
the basic content of culture, and becomes able to reproduce them in his/her social behavior.

Another example of the process of socialization as the mastery of rationality is the socializa-
tion of a new employee in any formal organization—an enterprise, an institution, or a com-
pany. In order to acquire the ability to act effectively in the organization, to fulfill their duties, 
the new employee must become fluent in the system of symbols that is used for communica-
tion in the organization and to structure it. The organization may consist of departments, bri-
gades, shifts, and other parts, which are called by the appropriate names. Not having learned 
the symbols of the organization and the language of the correspondent communication, the 
employee will not be able to integrate into the organization’s social processes. This statement 
is particularly relevant for specific organizations in highly specialized industries where spe-
cial symbolic systems are used.

Next, the new employee is tasked with mastering the normative and value regulators in the 
organization. This task covers internalizing of the basic rules of social behavior and the values 
of corporate culture. The systemic effect of the new employee learning about these conditions 
of the organization’s existence and development is the formation of a special reflexive posi-
tion allowing him/her to regard himself/herself as the employee of this very organization. The 
employee separates himself/herself as a company employee from himself/herself as a private 
person or as a family member and is aware of the differences in these statuses. Under the 
condition that the new employees acquire these aspects of rationality, their socialization in 
the organization is successful.

Actualization of the individual’s ability to rational (i.e., discrete, normative, symbolic, and reflec-
tive) reproduction of reality is a necessary factor for mastering the societal culture. This is obvi-
ous, given that the culture of human society, understood as the total set of the supra-biologic 
programs of social behavior, is based on these human abilities. In case when the process of 
socialization does not solve the problem of actualization of the individual’s given abilities, the 
individual does not acquire the skills necessary to live in human society, the contents of culture 
become inaccessible to the individual, who remains predominantly a biological being.

Summing it up, acquiring rationality in the course of socialization is a communicative pro-
cess that can happen exclusively in human society. Outside society, there is no position 
capable of communication [36]. Rationality is an attribute of social reality that cannot exist 
beyond its limits. In this sense, rationality is “a totemic symbol of a person’s special position 
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in the existing world” [37], a property that distinguishes the world of culture from the natural 
world, human society from other associations. In this regard, researchers rightfully consider 
rationality as the value of culture and civilization [38, 39].

4. Socialization as a communicative process

A necessary condition for mastering rationality in the socialization process are social and 
group interactions and, more broadly, a person’s ability to communicate [40]. Social commu-
nication is a key factor in actualizing the individual’s ability to reflect reality discretely and 
comprehend the world as a structure. The methods of the reality discrete reflection such as a 
word, a number, symbols of artificial language systems, are social conventions (agreements) 
that have been formed during communication. At the heart of these conventions, there are 
common patterns of activity that most individuals realize in their behavior.

Such properties of rationality as normativity and the reality symbolic reflection also have a 
social and conventional nature and are the result of group communication. Social norms and 
symbolic systems (both natural and artificial) are a product of communication in social sys-
tems and do not exist outside of them.

Meanwhile, social-group interactions are a necessary condition for reflexivity as a rationality 
characteristic. Let us consider this process in more detail. It is of fundamental importance for 
mastering rationality in the course of socialization.

To actualize the reflecting ability in the process of socialization, the individual must acquire 
the cognitive position, as if located outside of oneself. Thus, the subject is capable of reflection 
only when he/she is outside the reflected area. This is a position on which the individuals can 
analyze their own social being using their language and thinking. Such cognitive reflection 
becomes possible in the course of the group social interactions. Group interactions generate 
the effect of the “self-duplication,” i.e., the formation of meta-position with respect to the 
individual’s social activity (the effect of “the observation of the observer” [41]).

This effect of the “self-duplication” becomes possible in the course of socialization by intro-
ducing a metasubject in the structure of group communication. This metasubject is at a higher 
reflective level and reflects on the activity of the first subject. In this case, every social actor 
acts as a metasubject in relation to other actors. The reciprocal reflection of the plethora of 
social actors in meta-positions in relation to each other creates a reflective space in which 
the individual subject acquires the ability to understand their own bases of activity through 
reflection in the products of the social group’s reflective activity. As Mureiko writes, the orga-
nized normalized interaction of social groups provides the opportunity for the individual to 
identify oneself as a subject and the subject’s self-control [42].

This understanding of the reflexive process has theoretical surmises in sociology and the psy-
chology of behavior. Theorists of symbolic interactionism interpret social interactions as a 
system of mutual reflection and use for its description another terminology. Mead remarks 
about the formation of the self (distinguishing human societies from animals), as, in fact, the 
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product of the mutual reflection of social actors carried out through meaningful symbols. In 
the process of such reflection, one takes the role of the other, which means the process of suc-
cessively developing stages—games and competitions. As a result, there appears a reflexive 
set of group conventions that determine the structure of the individual’s self [43].

Similarly, the self is conceived in the theory of the “looking-glass self” by Cooley: the deter-
mining meaning for the formation of the social actor’s self is the existence of group assess-
ments and opinions that make the reflective scope of its self-identity [44].

Vygotsky, pointing to the reflexive nature of consciousness, affirms the equality of the mecha-
nisms of self-cognition and the knowledge of others. The individual is aware of oneself inso-
far as he/she is aware of others, because he/she is aware of himself/herself. Consciousness 
cannot be directed to itself because it cannot become an irritant to a new reflex. “I am aware 
of myself only insofar as I am Other to myself, that is I can perceive my own reflexes as new 
stimuli again and again” [45]. The opportunity to “become Other for oneself” is realized in 
group interaction—in the cognitive reflection of the actor’s behavior in the group members’ 
minds. Thus, consciousness is “a kind of social contact with oneself,” a necessary condition of 
which is social contacts with other actors.

In general, the reflection at the social group level has a mutually directed character and func-
tions as a self-reproducing and self-developing system. In the course of this process, social 
norms, group values, behavior patterns, language, traditions, and other components that 
make up the culture of society are formed and consolidated by linguistic means. The cogni-
tive shape of these conventions (their expression by linguistic means) is a manifestation of 
rationality. This allows us to define the reflexive process in a social group as the cognitive 
self-reversal nature of social practice.

Thus, communication in a social group is the basic condition for mastering rationality in the 
socialization process.

5. Value orientations as the socialization effect

One of the key effects of socialization is the formation of the individual’s system of value 
orientations.

From the point of view of the postnonclassical (universum) approach, the system of the indi-
vidual’s value orientations looks as follows: Table 1 [46]. The core of the system of value 
orientations has two interacting elements—rational (conscious) and irrational (unconscious) 
components. The system forms three levels of orientations: organic orientations based on vital 
human needs; social orientations based on the individual’s social needs, and spiritual orienta-
tions based on the person’s yearn for creativity and self-realization.

The system of value orientations is characterized by the existence of seven successively real-
ized layers (levels). The orientation of each layer (level) is based on the corresponding class of 
needs. The content of the table layers and the classification of needs are given in accordance 
with Maslow’s hierarchically constructed groups.
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Taking into account the existing criticism of Maslow’s needs conception with its mechanistic 
and incomplete nature, we will give another illustration of the developmental levels of the 
system of the individual’s value orientations. Let us avail Kohlberg’s concept of moral devel-
opment. The researcher marked out the levels of person’s moral development based on this 
person’s attitude to life as a value [47]. He is known to distinguish three levels of the personal-
ity moral development: pre-conventional (hedonic), conventional, and post-conventional, in 
fact, representing three hierarchical levels of the minimum universum of the individual’s value 
system. They correspond to the seven evolutionary levels of moral development. In addition, 
Kohlberg identified a zero level, in its content corresponding to the pre-conventional (material-
energy) level. At the pre-conventional level of moral development, the main determinants of 
human behavior are individual organic needs. The conventional (functional-organizational) 
level refers to role conformism, where the key indicators in the choice of behavior are values 
based on social needs. The post-conventional (informational) level is characterized by the indi-
vidual’s self-sufficiency as regards the moral autonomy (the level of spiritual orientations).

In the course of socialization, two basic parts of value orientations are formed, these are ratio-
nal and irrational levels.

The rational (reflexive) level of the individual’s value orientations is expressed in the indi-
vidual’s conscious choice of the reality objects in the social environment as values. These are 
“superficial,” socially conditioned value preferences at the verbal level of the respondent’s 
consciousness. These preferences, as a rule, express the individual’s conscious (rationalized) 
representations about utility. These representations reflect current social norms operating 
in the individual’s environment and are regulated by the individual’s desire to join various 
social associations through which a person is connected with the society.

Two elements Three levels Seven layers (levels)

Irrational and rational levels of 
value orientations

Spiritual 
orientations

Need for self-actualization

(realization of the individual’s goals and abilities)

Esthetic needs

(harmony, order, beauty)

Cognitive needs

(to know, to understand, to explore)

Social orientations Need for respect

(achievement of success, approval, recognition, authority)

Needs for belonging and love (belonging to the community, 
being close to people, being recognized and accepted)

Organic orientations Security needs

(to feel protected, to get rid of fear)

Physiological needs

(hunger, thirst, libido, etc.)

Table 1. The system of human value orientations.
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The irrational (non-reflective) level of orientations is expressed in the focus on value expe-
riences, meaning the individual’s emotional experiences of his/her relationships with real-
ity. This level, in turn, includes two components (levels): socially-determined and latent. The 
socially determined level displays the orientation toward value experiences, consistent with 
the existing social norms [48]. It contains experiences that the respondent likes gaining in 
some way or other. As it was noted by Durkheim, “… the values, which some parties impress 
us with what is like the imposed reality, at the same time seem to us desirable things, which 
we sincerely love and which we aspire to” [49]. Positive emotional connotation of these expe-
riences indicates that they are not an obstacle to establishing and improving social contacts, 
but, on the contrary, they are conditions that allow such contacts to be created, thus being 
useful to the individual as a social being. At the irrational, socially-determined level of the 
individual’s value orientations, there are experiences of needs for activity, communication, 
assistance to others, love, reason to live, knowledge, freedom and independence, etc.

The latent level is associated with orientations inconsistent with the social norm, but fulfilling 
their functions in the system motivating the individual’s social behavior. As values here we 
have experiences of such needs as need for power, control over others, control over negative 
emotions, need for a patron, conformist behavior, etc. These emotional values, rooted in the 
person’s mental reality in the form of actual needs, are evaluated negatively from the stand-
point of current social norms. In this regard, they hinder effective social interactions, i.e., act 
as though useless. The latter factor causes the displacement of these orientations to the latent 
level of the individual’s value-need system. This is the psychological mechanism of repres-
sion, well known in the psychoanalytic tradition [50].

This correlation of the socially determined and latent levels of the system of the individual’s 
value orientations allows us to clarify at the structural level the idea expressed by Gouldner 
regarding the problem of a person’s alienating in the culture of utilitarianism: “Everything in 
a person that is not useful must be somehow excluded, or at least it should not manifested, 
and therefore a person is alienated or detached from a wide range of his/her own interests, 
needs and abilities” [51]. Thus, as Gouldner concludes, it is formed “unwanted self” as an 
alienated part of the individual’s personal reality.

Orientations at the rational and irrational levels often do not correspond to each other and, 
moreover, contradict. This contradiction is the essence of the phenomenon of personal alien-
ation from society and himself/herself. This alienation is rooted in the structure of the individ-
ual’s value orientations. Social norms that are accepted in society or in certain social groups 
prescribe to the individual certain patterns of normative behavior. At the same time, the ori-
entations at the latent irrational level manifest themselves, forcing the individual to violate 
normative behavior patterns in various forms of deviant behavior.

Thereby, in addition to the individual’s acquaintance with the world of culture, socialization 
produces the effect of a personal alienating from oneself. At the level of the individual’s value 
of orientations, this effect shows itself in the existence of socially determined and latent levels 
of orientations, which have a different relation to existing social norms. The socially deter-
mined level of orientations reflects the current norms in the society, while the latent one is 
based on the individual personal needs whose opportunities to be satisfied are either blocked 
or severely regulated by society.

Socialization - A Multidimensional Perspective14

Thereupon the problem of the individual’s alienation is also demonstrated at the mass level. 
As shown by the research results, the mass of socially-determined level of orientations of 
the Russians turns out to be different for different strata and it changes depending on the 
features of the value-normative environment of various social groups. Practically in all cases 
presented in the studies, this indicator corresponds to the first evolutionary layer of the value 
orientations system. These are organic orientations (in terms of Maslow), so life is estimated 
by the value of things, status, and other personal characteristics (in Kohlberg’s terms).

The real mass level of value orientations (a set of socially determined and latent ones), in 
contrast to socially-determined orientations, has a higher rank and is similar among the rep-
resentatives of different social groups. This indicator corresponds to the second evolutionary 
layer of the value orientations system—security needs (Maslow), so human life is important 
because it is a factor in meeting the needs of other people (Kohlberg). At the same time, the 
parameter of the socially-determined level of orientations in all cases turns out to be lower 
than the parameter of their real mass level.

These properties of the real mass level of value orientations, apparently, signal the presence of 
some basic spectrum of the individual’s natural needs for the emotional satisfaction that exist, 
regardless of the individual’s social life conditions. This is a manifestation of the objective 
natural laws of the supreme maternal system, which includes people as well. Current social 
norms in society authorize some individual’s needs and block the others leading to creating 
the socio-deterministic and latent levels in the structure of its value orientations, though the 
relationship between these levels has the character of contradiction.

6. Summary

1. Socialization is a process of acquiring the societal culture and has rational and irrational 
sides. The rational side is revealed when an individual develops the ability to reflect the 
world discretely, normatively, through symbols, and thus, reflexively. These abilities lie in 
the foundation of the culture creation as a set of supra-biological programs of social behav-
ior and are necessary tools for its mastering by a socializing individual.

The irrational side of socialization is the socialization of needs. This is a process of transform-
ing the original extra-subjective needs of the individual in emotional satisfaction into the ori-
entation toward the experience of certain emotional states connected with the possibilities of 
satisfying the needs in the conditions of a particular society and culture.

2. A necessary condition for mastering rationality as a specifically human way of the individual’s 
being in a culture is social group interaction. Communication in a social group creates condi-
tions for the development of the individual’s abilities to reflect reality discretely, normatively, 
symbolically and, as a consequence, reflexively. A key role in this process is played by the 
development of the individual’s ability to reflect. This means an ability to isolate oneself from 
the world and to acquire the cognitive reflexive position in relation to one’s own social being.

3. The key effect of the socialization process is the formation of the system of value orienta-
tions, which include rational and irrational levels. The first of them is expressed in the 
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individual’s conscious choice of the reality objects represented in the individual’s social 
environment as values; the second is expressed in the orientations toward value experi-
ences, which represent the states of how emotionally the individual experiences his/her re-
lations with reality. In this system, there is a contradiction between socially approved and 
socially disapproved orientations. This produces the emergence of the socially determined 
and latent levels in the system of value orientations, though the relationship between these 
levels is contradictory.
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Abstract

The peculiarity of socialization in transitivity world is examined. Social and personal 
aspects of socialization in transitivity are revealed. It was stated that different aspects of 
transitivity are associated with various problems—the uncertainty with a destruction of 
identity and multiplicity—with difficulties with directions of socialization. Challenges-
consequences of socio-psychological transitivity are shown. The analysis of obtained 
material showed the decrease of positive socialization in transitive space because it 
appears for youth as difficult situation which includes multicultural, uncertain and 
changing aspects of surrounding world. The results of two empirical studies are pre-
sented. The leading trends of transitivity in adolescence are the “weakening” of the cri-
teria for self-assessing and value orientations. It leads to the increasing of conformism 
and positive attitudes towards schoolmates and decreasing orientation toward interac-
tion with them. It is also decrease dominance, activity and responsibility. It was shown 
that reflection of the situation as a transitivity crisis situation has a particularly negative 
impact on socialization in a multicultural space. The ethnic identification is carried out 
on the basis of native, rather than the most commonly used language. Majority of teenag-
ers and youth have an unambiguously positive, idealized attitude towards their ethnos, 
which leads to ethnocentrism and a negative attitude towards alien nations.

Keywords: transitivity, uncertainty, globalization, multicultural world, socialization, 
sociocultural, ethnic, linguistic identity, culture

1. Introduction

Analysis of the challenges facing contemporary psychology shows that we can distinguish 
one, the main challenge as well as the problems associated with it. It seems that the main chal-
lenge and the main problem facing us is transitivity.
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2. Challenges of transitivity

Social transitivity is characterized not only by the multiplicity, that is, the simultaneous exis-
tence of several variants of the social world in one temporal and spatial continuum, but also 
by a constant change of these variants in an unpredictable direction and with indefinite con-
tent [1, 2]. Thus, one can speak of transitivity as a multiplicity, variability and uncertainty 
of macro- and micro-social spaces. Multiplicity in this case is connected, first of all, with the 
expansion of the multicultural space of socialization. Globalization and mass migration pro-
cesses increase cultural, linguistic, social multiplicity, which further enhances the volatility of 
apparently familiar surroundings. Objective difficulties and psychological stress lie not only 
and not so much in the multiplicity and uncertainty itself, but mainly in people’s attitude 
to them, people who expect new changes with serious anxiety. Multicultural environment 
causes not only tension, but also aggression, active and passive rejection of the new and not 
always understandable [3]. Therefore tolerance to variability and uncertainty, as well as the 
need to understand the language and culture of other people, are one of the most important 
factors that reduce tension and, thus, the degree of complexity and difficulty of the situation 
of transitivity [2, 4].

It can be stated that different aspects of transitivity are associated with various problems 
for a person. Thus, variability and uncertainty are associated with a destruction of identity’s 
wholeness and the temporal perspective [5]. Multiplicity makes it difficult to choose a group 
of identification and direction of socialization [6].

The new situation of transitivity is typical for all generations, although, of course, it becomes 
the most significant for young people and teenagers. At the same time, for young people 
transitivity is accepted as a natural situation in which the process of their growing up takes 
place. The disintegration of the times connection is manifested not only in the broken per-
sonal integrity, but, what is no less important, in the integrity of a society in which values and 
stereotypes have changed, and often even ethnic and geographical images of native places 
have transformed. Emotional instability of the mature generation is so deep that it also infects 
young people, especially those who for various reasons find it difficult to adapt in a situation 
of constant uncertainty.

3. Challenges-consequences of socio-psychological transitivity

• Violation of the harmonious relationship between socialization and individualization

The connection between the desire for rootedness in the group (society) and, at the same time, 
the desire for personalization is an important condition for personal growth and develop-
ment. In the case of transitivity, difficulties are associated with increased anxiety and tension, 
resulting in the desire to ‘hide from difficulties’, to find refuge in the group (whether large 
or small), an increase in conformity. Opposite dynamics is associated with the dominance of 
personalization, including conflicts with others (negativism) and/or downshifting.

Socialization - A Multidimensional Perspective22

• Changes in the intergenerational transmission

According to the serious transformations and fluidity of norms, the age gap between genera-
tions decreases. At the same time, social, ecological, cultural and ethnic factors are increas-
ingly influencing the process of formation of new generations and the temporary boundaries 
between age cohorts. Destruction of the intergenerational transmission between youth and 
elder generation also occurs due to the mismatch of information preferences.

• Changing of the role of the information space and depersonalization of information

There is a big difference between information elections and trust in information in different 
age cohorts, especially in different regions. In large cities, this gap is particularly large, as 
young people choose the Internet as the leading source of information, which they trust more 
than TV. Adults and older people, on the other hand, choose television as the main source of 
information to which they trust. Difficulties with assurance to the information coming from 
different sources are also due to the fact that the increasing role of the media, their transfor-
mation into one of the institutions of ‘fluid’ socialization leads to depersonalization and gen-
eralization of incoming information, which is often connected with emotional discomfort [7].

• Violation of the harmonious relationship between the flexibility-constancy of values

In the situation of transitivity, people’s ability to flexibly change their value orientations, cor-
relating with new sociocultural realities, remaining, however, within certain value standards 
that are important to them, is violated (significantly reduced). We can say that in this case the 
main and the periphery of values are constantly changing, preventing people from either cor-
rectly understanding and assessing the changes that occur, or adapting to them [8].

4. The phenomenology of transitivity

Psychological analysis of the concept of ‘transitive society’ allows us to identify the main 
features that determine its psychological content [1]. We can state that such a society is char-
acterized by the following phenomena:

• Cardinal social transformations.

• Globalization, which leads to the expansion of space, including the space of interpersonal 
contacts.

• Strengthening of social uncertainty, connected first of all with constant transformations of 
values, norms and standards in the modern, changing world.

• Increase in the duration of the process of socialization, activation of resocialization and 
fluid socialization.

• Expansion of the information space and strengthening of its role, partially replacing the 
intergenerational connections.
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Globalization is one of the most important characteristics for psychology of transitivity, as its 
effect is the interaction between people of different cultures, which leads the need to develop 
tolerance for a multicultural environment. The manifestations of globalization affect not only 
the economy and politics but also all aspects of the interaction of different cultures—from the 
exchange of technologies and joint scientific developments to mixed marriages. Modern tech-
nologies have a significant impact on people’s perception of the surrounding space, which 
begins to be perceived as collapsed. The Earth represents as a small planet, the distances 
between different points on which are not as great as it once seemed. Not too long ago time and 
space seemed endless to people, life seemed eternal, the earth so huge that and it is impossible 
to get around it. Today people understand the transience and limited of life, and the simplicity 
of traveling. This gives another value to life, as well as the need to accept the fact of the existence 
of other people and other cultures. The increase in migration also leads to the need for interper-
sonal interaction among people belonging to different cultures, so it becomes extremely impor-
tant to analyze the causes of people’s disadaptation to new living conditions, refusal or passive 
rejection of that culture, those traditions that are significant for a new social environment.

At the same time, the interaction of people with different mentality, different languages, and 
different values leads to the need for comprehension on both the everyday and the scien-
tific level of the relativity of our ideas about truth, about ‘what is good and what is bad’. It 
becomes important to evaluate the same position from different points of view, in different 
approaches and different sciences.

The fluidity and variability of values and norms is the reason for the growing of anxiety as 
people find very difficult to adapt to the ever-changing ‘rules of the game’. A consequence 
of this is the fact that the process of socialization takes place throughout the all life course. 
Therefore, at the present time it is said about the principle continuity of the process of social-
ization. In the context of this idea is the appearance of the term resocialization. At the same 
time, a modern multidimensional culture assumes a ‘liquid’ socialization, in which a multi-
faceted and undirected impact is possible, and the result may be a delayed, latent [9, 10].

These changes result in revising the concepts of identity and socialization as well as develop-
ment of a new methodology and new investigation methods [2]. In situation of transitivity, 
the person himself, his thoughts and his behavior become more, than usual, ambiguous. That 
is, a person has at the same time a clear stable structure of motives and their ever-changing 
structure in a system of changing relations. Therefore, the objectification of motives of human 
behavior in a situation of uncertainty cannot already correlate with an action, as a phenom-
enon of personality. So, we need to find a new determination, first of all, cultural determina-
tion. It is in the context of a particular culture that one can judge both the causes, and the 
meaning of a particular act of a person, and its significance for the others.

As for the structure of identity in a transient, constantly changing world, it is necessary to 
emphasize that the problem of identity has always been actualized during periods of crisis, 
uncertainty, when comes out questions what norms, values, standards will be in demand 
tomorrow, how norms and rules of behavior will be transformed [11, 12]. These problems, 
turning into a personal, transcendental plan, focus on the main question—what will happen 
to a person, whether he will retain himself in the new conditions [13].
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Transformation of the process of socialization leads to a change in the ratio of personal and 
social identity [5, 14]. It connects primarily with the fact that in a transitive society the bal-
ance of identities is an unstable characteristic that constantly shifts from one side to the other. 
Therefore, often, especially with a wide fan of identity group choices, dominates the personal 
not the social component of identity [6]. The person gets the opportunity to form (create), 
based on his ideas about himself and corresponding to his individuality group, in which 
the social identity is almost equal to the personal one. Internet communication and network 
communities also stimulate the creation of new relationships between personal and social 
identities that are associated not only with real, but also virtual groups. Considering identity 
from this point of view, it can be stated that with the expansion of Internet communication, an 
area of  imaginary and virtual identity is increasing. The role of self-monitoring, which gives a 
person an opportunity not only for self-categorization, but also for self-presentation, demon-
stration of both real and imaginary qualities, whose existence is proved not in real interaction 
but in a story about oneself, is growing substantially.

Therefore, in the current situation of communication, the phenomenon of narrative identity 
develops. Narrative identity is manifested in the fact that in interpersonal contacts the per-
centage of stories about oneself increases, rather than presenting oneself in action [15]. This 
fact is directly reflected in the game of identities—opportunities to try yourself in different 
masks and different roles, which often increase the awareness of roles and oneself. At the 
same time, network communities on the one hand provide the opportunity for flexible and 
positive socialization, on the other they help to find different variants of the ‘game’ with its 
identity. In the found-created identity group (both real and, especially, virtual), self-assertion 
of fictitious (or appearing in the ‘game’) personality characteristics occurs, and the traditional 
connection categorization—self-categorization is transformed into the connection between 
self-monitoring and self-confirmation.

An important point is the fact that in a situation of transitivity the integrity of identity is asso-
ciated with culture, and not with the continuity of life cycles. This actualizes the concepts of 
linguistic and sociocultural identity. Enculturation, acceptance and appropriation of culture 
are one of the important factors determining the success of socialization in new conditions. 
Native culture and language remain unchanged in a changing world [16]. Therefore, encul-
turation gives the rootedness and stability necessary in today’s life, which many perceive 
as broken, uncertain. It is culture, emotionally perceived as a stable that allows finding the 
points of support in the changing reality and restoring the lost integrity of the self and world 
images. As for the role of language in the identity formation, in this case the concept of lan-
guage is used in the broadest sense of the word and cannot be identified with speech. At the 
same time, the language form has not linguistic or philosophical, but psychological content, 
analogous to the modern narrative approach that regards a person as a text.

How the situation of the transitive and multicultural world perceived as the situation of the 
crisis affected the process of socialization of modern adolescents became the subject of our 
researches in Moscow and in Komi region (the main city Syktyvkar and settlement Vizinga), 
conducted in 2014–2017. In the first, the assumption was made that the situation of transi-
tivity, more pronounced at the time of the crisis of 2016–2017, reduces the socialization of 
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Globalization is one of the most important characteristics for psychology of transitivity, as its 
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adolescents. In the second study, the assumption was made that multiculturalism in a small 
city reduces the socialization potential of adolescents and increases their ethnocentrism.

5. Participants and methods

A sample of the first research—210 people (164 girls and 56 boys, aged 15–17 years). They 
were first-year students of College of Russian State University for the humanities. The study 
was conducted for 4 years, from 2013 to 2017, during the first half of the year, that is, in the 
process of adapting to a new professional educational institution. During this time, the social 
situation in the country has changed, so we conditionally divided students into three groups: 
2013–2014—a stable period, 2014–2015—a slight transition period and 2016–2017—a period 
of crisis, tough transitivity. All the participants gave their consent to participate in the study.

Methods:

• Method ‘Socialization’. Martsinkovskaya and Khuzeeva [17], who estimate the level of so-
cialization and emotional comfort.

• The questionnaire ‘Emotional intellect’ [17].

A sample of the second research: 250 people from Moscow and the Republic of Komi 
(Syktyvkar and Vizinga). Participants in Moscow—80 respondents aged from 16 to 18 years. 
In the settlement Vizinga—58 respondents aged from 15 to 16 years. In Syktyvkar, the study 
involved 82 respondents aged 15–18 years. All participants of the study were aware of its pur-
pose and agreed to participate in the work.

The need to split the sample precisely by the degree of homogeneity—the heterogeneity of cul-
ture and the cultural (linguistic) context explains the choice of the sites for this study. This also 
explains the scarcity and heterogeneity of the sample, which does not allow its static process-
ing. Based on this, it was decided to focus on a qualitative analysis of the obtained material.

Methods:

• Method ‘Socialization’. Martsinkovskaya and Khuzeeva [17], who estimate the level of so-
cialization and emotional comfort.

• The questionnaire ‘Identity’, which allows to estimate the structure of identity. Mart-
sinkovskaya and Khuzeeva [17].

• The questionnaire ‘My country’—which estimates attitude to the native country, culture 
and language [17]

6. Results and discussion

6.1. Research I

As expected, the level of socialization among adolescents who entered the college at the year 
of the crisis is significantly lower for all indicators. For all positive indicators of socialization,  
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adolescents in the crisis group lose significantly to the other two groups—stable and transi-
tional (slight transitivity). In particular, the level of emotional comfort in this group is extremely 
low, with, respectively, an extremely high rate of emotional discomfort. The adaptability index 
is also extremely low. Therefore, the greatest interest is the analysis of the differences between 
the three groups on individual scales.

The positive attitude to others in a stable period is the lowest and gradually grows during 
transitive period. Perhaps, it is the situation of the crisis, in which group socialization becomes 
important, which leads to the increasing of positive attitude towards others (Figure 1).

Important is the fact that the desire to dominate in this group of teenagers is lower than that 
of the other two. Therefore, it can be assumed that it is in this group that adolescents will be 
less active and less expected to take responsibility for a decision.

No less interesting are the data, reflecting the differences between the three groups in terms 
of understanding their own and others’ emotions. On the one hand, one can see that during 
the crisis period, the assessment of competence in understanding and controlling emotions is 
significantly reduced. The obtained data show that all three groups have a very low indicator 
of a real understanding of other people’s emotional states. We can also state that those teen-
agers, who are growing up during a period of serious transitivity, have the most adequate 
self-esteem, while the adolescents of the two other groups clearly overestimate their abilities.

Very important are the differences in the indicators of socialization and emotional intellect 
between groups of stable and slight transitional periods. If in a stable situation external con-
trol over emotional manifestations was not very high, unlike internal regulation, then in crisis, 
on the contrary, internal regulation falls and external control grows. The group of light transi-
tivity is transient in these indicators, reflecting the growing trend of transitivity—the weaken-
ing of internal control (since the criteria for this control are not clear) and the strengthening 
of the external one (Figure 2).

The indicators of dominance and conformity are also transitional—as the transitivity increases, 
the desire for domination falls, and on the contrary, increases the level of conformity (Figure 3).  
This dynamics can be clearly seen in the evolution from one group to another. It is possible to 

Figure 1. Adaptation and attitude to others.
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say that this fact is also connected with the ‘weakening’ of the criteria for assessing behavior 
and value orientations. Perhaps, the reducing of orientation towards interaction with other is 
also connected with high uncertainty, when teenagers are not sure in attitude to them.

6.2. Research II

The results obtained in the study of the attitude towards the country show that for the major-
ity of respondents the leading parameter determining the attitude towards the country is not 
emotional, but externally descriptive (large, multinational) (Figure 4).

It should also be noted that countryside residents more often than residents of cities mention 
their emotional and positive attitude to their homeland, such as ‘native’, ‘rich’, ‘friendly’, 

Figure 3. Dominance and conformity.

Figure 2. Emotional intellect.
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‘developing.’ Urban residents mark external characteristics of the country, such as ‘multina-
tional’, ‘unique’, ‘great’.

The data obtained in the study of attitudes towards the culture show that for the overwhelm-
ing majority of respondents the dominant is the positive attitude towards their native and 
world culture. In the answers to the question: ‘How my culture helps me’—it was stated: 
to develop, live and communicate. These data also emphasize the leading role of culture in 
the formation of sociocultural identity and personal development (Figure 5). Only a small 
number of respondents associate culture with ethnic identity (mainly in Syktyvkar), which is 
connected with the desire to communicate with people their language, their nation.

About 50% respondents noted that their culture does not hinder them in any way. In a small 
settlement, the number of such answers is much larger than in cities, possibly due to the fact 
that other cultures, except the Komi and the Russian, are almost absent from it. In the city 
Syktyvkar, where there is a very large variety of cultures and nations, this indicator is the 
lowest. Many respondents there said that culture hinders communication with other peoples. 
Thus, we can say that in this case the language is identified with the culture (Figure 6).

In multinational cities, the differences between ethnic and sociocultural identity is minor and 
are mainly related to the main language of communication. In a small settlement, culture is 
perceived as a natural background for development and unites with the overall social situa-
tion, and in medium-sized cities and a megacity, culture can be seen as a hindrance for learn-
ing about other peoples and communicating with people who speak a different language.

We must emphasize that only residents of Moscow gave negative definitions to their cul-
ture, in Moscow also much more neutral characteristics of native culture and people than 
in Syktyvkar and Vizinga, where the positive characteristics of their culture and people 
prevail. In this context, it is indicative that the native nature, which is also regarded as 
part of culture, does not cause negative experiences. It is possible to say, that our respon-
dents realize connection between culture and language and norms of behavior, that is why 

Figure 4. My country.
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culture is reflected by many of them as negative for development factor, while nature is 
perceived only on the emotional level and does not cause negative emotions. Language by 
majority of respondents was identified with culture and regarded as the important com-
ponent of their native culture. Although many teenagers do not know well enough their 
native language (Komi, German), the main factor determining ethnic identity is precisely 
their native language, as they say that they are not Russians (thou speak mainly Russian) 
but Komi and Germans.

As a whole majority of teenagers appreciate two to three languages (Russian, English, Komi, 
German) and both native and world culture. Positive is the fact that the number of responses 
reflecting a negative attitude towards foreign culture and languages is decreasing.

Figure 6. My culture hinders me.

Figure 5. My culture helps me.
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At the same time, a significant number of answers are disturbing; it is those in which pro-
nounced ethnocentrism manifests itself (Figures 7 and 8).

In this case, foreign peoples are characterized only negatively, in contrast to people of own 
nation, which are characterized only positively. The reason for this phenomenon is wide-
spread ethnic stereotypes and prejudices. The low connection of culture with ethnic identity 
can cause a negative attitude towards other, ‘alien’ peoples, who are seen as bearers of nega-
tive features, and not carriers of another, but also interesting culture. This phenomenon is 
largely due to the fact that ‘my own’ people are viewed not in cultural context, but from the 
position of the emotional attitude to the idealized positive national characteristics. It is note-
worthy that there are negative and critical descriptions in relation to the country, but such 
characteristics are completely absent in relation to native nationality.

7. Conclusion

Our material shows that the current situation of transitivity, which includes the variability, 
uncertainty and plurality of social and personal spaces and contexts, for many teenagers 
becomes a crisis and complex life situation that significantly reduces their socialization potential.

Figure 7. Our people.

Figure 8. Aliens.
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We can state that one of the most disturbing fact related to transitivity is that it leads to a sig-
nificant weakening of the desire for dominance, activity and responsibility for one’s actions 
and increasing conformism. This can adversely affect the further social activity of young peo-
ple, and their creative and personal growth.

As we see, one of the leading trends of transitivity in adolescence is the ‘weakening’ of the cri-
teria for behavior assessing and value orientations. It is also very negative for positive social-
ization fact, because it is connected with ambivalent situation of increasing positive attitudes 
towards schoolmates and a desire for group socialization and a fall of the orientation towards 
interaction with them.

Our materials released another worrying fact—the reluctance of many young people to live 
in a multicultural society. They are not yet aware of the global appearance of multicultural 
space and are not ready for life in a new situation. We suppose that because of this fact, in 
small mono-ethnic settlements, the attitude to the country and culture is more emotionally 
saturated and positive than in cities and, especially, megacities. And the most disturbing fact 
is the pronounced ethnocentrism presented in the answers of a large number of respondents 
regardless of their place of residence.

The optimistic fact, concerning the role of culture in positive socialization, is that language, 
which is not even a priority, emotionally remains the leading parameter of ethnic identity, 
even if it does not correspond with the sociocultural identity. So we can say that multifac-
eted socio-cultural identity is a predominantly constructive moment. It increases tolerance for 
uncertainty and socialization in a multicultural environment.

In the future, the study of positive socialization in transitivity can be continued in two direc-
tions—monitoring the socialization of adolescents and young people from different social 
and territorial groups and expanding research to other areas of coexistence of different ethnic 
groups (Karelia and Tatarstan).
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We can state that one of the most disturbing fact related to transitivity is that it leads to a sig-
nificant weakening of the desire for dominance, activity and responsibility for one’s actions 
and increasing conformism. This can adversely affect the further social activity of young peo-
ple, and their creative and personal growth.

As we see, one of the leading trends of transitivity in adolescence is the ‘weakening’ of the cri-
teria for behavior assessing and value orientations. It is also very negative for positive social-
ization fact, because it is connected with ambivalent situation of increasing positive attitudes 
towards schoolmates and a desire for group socialization and a fall of the orientation towards 
interaction with them.

Our materials released another worrying fact—the reluctance of many young people to live 
in a multicultural society. They are not yet aware of the global appearance of multicultural 
space and are not ready for life in a new situation. We suppose that because of this fact, in 
small mono-ethnic settlements, the attitude to the country and culture is more emotionally 
saturated and positive than in cities and, especially, megacities. And the most disturbing fact 
is the pronounced ethnocentrism presented in the answers of a large number of respondents 
regardless of their place of residence.

The optimistic fact, concerning the role of culture in positive socialization, is that language, 
which is not even a priority, emotionally remains the leading parameter of ethnic identity, 
even if it does not correspond with the sociocultural identity. So we can say that multifac-
eted socio-cultural identity is a predominantly constructive moment. It increases tolerance for 
uncertainty and socialization in a multicultural environment.

In the future, the study of positive socialization in transitivity can be continued in two direc-
tions—monitoring the socialization of adolescents and young people from different social 
and territorial groups and expanding research to other areas of coexistence of different ethnic 
groups (Karelia and Tatarstan).
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Abstract

In this chapter, we introduce the framework and practice of collaborative artwork 
and group activity. In particular, we focus on the collaborative block creation method 
and show its psychological evidence. The first section introduces the theoretical back-
ground underlying collaborative work and overviews recent studies concerning social 
skills, especially from psychological perspective. The second section introduces this 
study, in which we demonstrated the effectiveness of collaborative LEGO® block 
creation work as a medium of communication in group therapy and investigated the 
effects of fostering communication, especially for developing social skills and trust. 
The third section focuses on interpersonal relations. We examined the psychological 
effect of collaborative block creation from the perspective of Ibasho, a Japanese term 
for one’s whereabouts or a place of our own. Next, we show a case study of collab-
orative LEGO block creation for Japanese adolescents with autism spectrum disorder 
(ASD). Finally, we introduce a new type of group approach in the area of student 
counseling.

Keywords: social skills, art therapy, group approach, adolescents, LEGO blocks

1. Introduction

Several group approaches have been developed to facilitate individuals’ social skills in the 
psychology domain. Collaborative art session is one of the effective mediums for developing 
social skills. Some fundamental studies and studies based on clinical settings have explored 
collaborative art session as a medium for developing social skills. The first section overviews 
these evidences from previous studies.
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Art-based social skills training is useful for students with maladaptation or for those fac-
ing difficulty in social communication. For example, Walsh [1] proposed a short-term inter-
vention in social skills training for adolescent students with social-emotional development 
delays. Most group members showed some improvements in social skills. Chin et al. [2] pro-
vided an innovative combination of treatment—art therapy, social skills training, and video 
therapy—for dropout adolescents. The results suggested that the combination significantly 
elevated their feelings of self-worth and self-esteem. In clinical situation, art-based program 
is employed for clients with brain disorder. Agnihotri et al. [3] examined the effect of art-
based programs for adolescents with childhood brain disorder. They revealed that interven-
tion participants showed improvements with regard to pragmatic communication skills and 
social and participation goals. Furthermore, Agnihotri et al. [4] showed the feasibility and 
effectiveness of a theater skills training program to facilitate social skills and participation for 
adolescents with childhood brain disorder.

Art-based activity is effective in the area of social skills training for people with developmental 
disorders. Autism spectrum disorder (ASD) is one of the core symptoms of developmental dis-
orders. According to the fifth edition of the Diagnostic and Statistical Manual of Mental Disorders, 
a central feature of ASD is a persistent deficit in both social communication and interaction. 
Another trait involves restricted and repetitive patterns of behavior, interests, or activities. 
Activities involving group approaches help facilitate social skills in children and adolescents 
with ASD. Martin [5] categorized art therapy approaches used for clients with ASD. The cat-
egories include object relations [6], developmental approaches [7], developmental/behavioral 
approaches [5], and psychotherapy [8, 9]. Schweizer, Knorth, and Spreen [10] reviewed case 
studies based on the Context and Outcomes in Art Therapy (COAT) model. The results indi-
cated that art therapy may add to a more flexible and relaxed attitude, a better self-image, 
and improved communicative and learning skills in children with ASD. Moreover, Gazeas 
[11] reviewed the outcomes of art therapy from previous studies. Gazeas [11] found that art 
therapy improves the ability to relate, socialize, and improve joint attention skills of individu-
als with ASD. Individual case studies have supplied evidences of increasing social skills. For 
example, Emery [7] presented the art therapy treatment of a boy diagnosed with autism with-
out mental retardation. The case study explored the value of art therapy interventions in the 
young boy’s development and his ability to relate to others. The boy’s growth is highlighted 
by discussing three of his drawings that reflect his progress in developing object constancy. 
Durrani [12] conducted the case study and proposed that an art therapy intervention may 
facilitate sensory modulation and self-regulation. This would help lower anxiety levels, aid 
attachment to the therapist, and improve social engagement in general. Schleien et al. [13] 
organized a group of children with autism and nondisabled peers at a children’s museum; 
they participated in monthly art activities. The results of this investigation supported the use of 
inclusive art classes as a means for promoting social interactions directed toward children with 
autism by their nondisabled peers. Kempe [14] applied drama to teach social skills in special 
school setting and suggested that it can be a powerful learning medium for children with ASD.

Several materials such as painting and drama are used as mediums for communication. 
Collaborative block creation has been found to be effective in addressing deficient social 
skills. The approach used by LeGoff [15], known as “LEGO® therapy,” has been extensively 
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used in groups with children diagnosed with ASD. The participants are assigned roles of 
“engineer,” “supplier,” and “builder,” and they are encouraged to work together to solve a 
particular task. The engineer is asked to give instructions to other group members. The sup-
plier is in charge of choosing appropriate blocks and providing them to the group. Finally, the 
builder follows instructions and constructs the figures. Efficient collaboration and division of 
roles facilitate both verbal and nonverbal communication. In addition, the participants are 
more likely to share their creativity and problem-solving skills with others throughout the 
process, thereby enhancing their social skills.

The “block technique” [16] has also been used in group therapy settings. The technique was 
originally developed as a tool for individual psychotherapy. Using blocks and figures, the 
clients were given the tools to express anything that came to their minds based on the struc-
tures of both sand play and collage therapy. The therapists observed the creative process and 
noted that it had certain therapeutic effects. This framework was also found to be useful in 
group therapy. In our study, we used this technique with groups and divided participants 
into groups of 3 and 5. The facilitator observed each group, and the emotional expression 
process is involved. First, we provided a green LEGO® plate (which combined four pieces of 
25 × 25 cm plates) for the group expression task. Then, the facilitator instructed participants to 
create anything they wanted while collaborating with other group members.

After the task was completed, the members and the facilitator discussed why members chose 
to express themselves in the ways they did. Although this technique was originally developed 
as a medium for individual psychotherapy and art therapy, this technique was effective in the 
group setting. Considering this positive outcome, we decided to use this method with a group 
of adolescents previously diagnosed with developmental disorders such as ASD. Further, we 
introduce the fundamental study of the collaborative block creation and the case study in the 
following sections.

2. Effects of collaborative block creation on social skills and trust

In this study, we examined the effects of collaborative block creation from the perspective 
of social skills and trust. The evidence is based on Kato et al. [17]. We focused on the psy-
chological aspects of social skills, trust in others, and trust in oneself, which were examined 
during the activity. It is important to examine the effect using control group when we apply 
new technique in the clinical settings. The participants of this study were healthy high school 
students without any diagnosis of developmental and mental disorders. Our hypothesis 
proposed that social skills, trust in others, and trust in oneself would significantly increase 
through collaborative expression through block creation.

2.1. Participants

Thirty-nine Japanese high school students participated in this study (6 males and 33 females; 
all participants were either 16 or 17 years old), and they were randomly divided into groups 
of 3 or 4.
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2.2. Materials

Green LEGO® plastic plates (50 × 50 cm) and several types of blocks were provided to each 
group. We prepared the cube-shaped blocks (in red, blue, green, yellow, white, black, and 
brown colors) and specific blocks such as animals, plants, wheels, windows, and doors. The 
human figures and its accessories were also prepared.

2.3. Procedure

The collaborative block creation was held as part of a psychology class in a university summer 
school. The participants expressed anything they desired collaboratively with other group 
members using LEGO® blocks and figures on the plate. They were asked to answer the ques-
tionnaires about social skills and trust before and after the activity.

2.4. Measures

2.4.1. Social skills

The 18-item Kikuchi Scale of Social Skills (KiSS-18; [18]) was used to measure social skills. It 
measures a participant’s general social skills and includes items such as “I can join in conver-
sation with others smoothly” and “I can express my feeling to others.”

2.4.2. Trust

Trust scale developed by Amagai [19] is used as an index of the trust of the participants, and 
it includes 24 items. The items are divided into three subgroups of trust for others, trust in 
oneself, and distrust. In this study, we only used the trust for others (six items) and trust in 
oneself (eight items).

2.5. Results and discussion

The scores of each scale before and after the block creation were compared. The result showed 
that the social skills (t(38) = −4.16, p < .01) and trust in others (t(38) = −2.28, p < .05) were sig-
nificantly higher after the activity than before. In contrast, the score of trust in oneself was not 
changed significantly (t(38) = −0.48, ns). Table 1 showed scores of social skills and trust before 
and after the activity.

The collaborative block creation facilitated social skills. Social skills include many aspects of 
skills, and the abilities to join in conversations and express feelings to others are necessary 
in communication with others. Many of the participants were meeting for the first time, and 
they are not familiar to each other; certain participants may be anxious before the activity. It is 
considered to be difficult to use appropriate social skills in a new or strange situation without 
any help. The block expression reduced participants’ tension or anxiety, and it might be a 
good medium to help them to adapt to the group.

Trusting other people in the group was found to increase significantly after the activ-
ity. We assume that the participants were interested in meeting all the other members of 

Socialization - A Multidimensional Perspective38

their group and that they came to know each other through a collaborative exercise. The 
facilitation of positive regard for others through collaborative expression and conversa-
tion resulted in participants’ trust in others increasing after activity completion. In con-
trast, scores for trust in oneself did not change significantly following activity completion. 
Trust in oneself is a personal, psychological construct and is strongly connected to the 
foundation of one’s personality. It cannot be changed in the short term because it cannot 
significantly increase without continuous introspection. As with the theory of art therapy 
or counseling, a continuous therapeutic process is sometimes necessary to facilitate self-
insight. In this study, collaborative expression was the first and only opportunity for par-
ticipants to engage in this activity. Future research should examine the effects of block 
creation over a period of time to investigate additional clinical applications. In addition, 
expanding the range of applications for collaborative block creation will require practical 
and statistical studies including several types of participants and assessments of various 
psychological aspects.

The results obtained in this study show that collaborative block creation has positive 
effects on participants’ social skills and trust in others. It also suggests that collaborative 
block creation could be useful in education, therapy, and cross-cultural group settings as a 
medium for communication. In future studies, the multiple effects of this method should be 
examined.

3. Collaborative block construction on the sense of acceptance

The effect of collaborative block creation especially focused on the sense of acceptance 
is overviewed in this section based on Kato et al. [20]. Examining the effects of group 
cooperation and group therapy are important research topics in educational and clini-
cal psychology. For example, the self-categorization theory was developed (Turner et al. 
[21]), and it indicated that collaborative group work could improve social identity. It 
also promotes reciprocal positive evaluations, trust among group members, and sense of 
acceptance by others. The role of peer groups and gender in adolescents’ task values and 
physical activity were examined (Yli-Piipari et al. [22]), and the study mentioned that it 
was important to investigate the effect of group dynamics on adolescents as a research 

Before After

Mean SD Mean SD

Social skills 59.9 9.7 65.2 11.3 **

Trust for others 34.3 7.1 35.3 7.6 *

Trust in oneself 24.1 5.4 24.6 5.6

**p < .01.
*p < .05.

Table 1. Scores of social skills and trust before and after the activity.
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expanding the range of applications for collaborative block creation will require practical 
and statistical studies including several types of participants and assessments of various 
psychological aspects.

The results obtained in this study show that collaborative block creation has positive 
effects on participants’ social skills and trust in others. It also suggests that collaborative 
block creation could be useful in education, therapy, and cross-cultural group settings as a 
medium for communication. In future studies, the multiple effects of this method should be 
examined.

3. Collaborative block construction on the sense of acceptance

The effect of collaborative block creation especially focused on the sense of acceptance 
is overviewed in this section based on Kato et al. [20]. Examining the effects of group 
cooperation and group therapy are important research topics in educational and clini-
cal psychology. For example, the self-categorization theory was developed (Turner et al. 
[21]), and it indicated that collaborative group work could improve social identity. It 
also promotes reciprocal positive evaluations, trust among group members, and sense of 
acceptance by others. The role of peer groups and gender in adolescents’ task values and 
physical activity were examined (Yli-Piipari et al. [22]), and the study mentioned that it 
was important to investigate the effect of group dynamics on adolescents as a research 

Before After

Mean SD Mean SD

Social skills 59.9 9.7 65.2 11.3 **

Trust for others 34.3 7.1 35.3 7.6 *

Trust in oneself 24.1 5.4 24.6 5.6

**p < .01.
*p < .05.

Table 1. Scores of social skills and trust before and after the activity.
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topic. The results also reinforced the importance of peer group membership as a determi-
nant of future activity.

Blocks are a useful medium for self-expression not only in individual art therapy but also in 
group settings as mentioned before. LeGoff [15] found that collaborative problem-solving 
activity using blocks was useful to developing social skills of autistic children. In addition, 
both social skills and trust were increased through the collaborative block creation (Kato et al. 
[16]) as shown in the previous section.

The Japanese term “Ibasho” means “whereabouts or a place of my own” literally, and it is 
one of the key terms of Japanese psychological studies. In the psychological context, the sense 
of Ibasho is defined as the sense of being accepted by others unconditionally (Ishimoto [23]). 
Norisada [24] developed the scale to measure the sense, and it includes four subscales: sense 
of authenticity, sense of role, sense of perceived acceptance, and sense of relief. In addition, 
the friendship styles are also influenced by the sense of Ibasho. For example, school adjust-
ment in Japanese female adolescents is related with the respectful friendships (Ishimoto et al. 
[25]). As these previous studies showed, the sense of Ibasho concerns the cognition of indi-
viduals’ relationship with others. Therefore, it is hypothesized that the experience of engag-
ing collaborative block increases the sense of Ibasho.

The participants of this study were also healthy students without any developmental and 
mental disorders. The purpose of the study is to examine the effect of the collaborative cre-
ation work using healthy samples and show useful evidences for the future application.

3.1. Method

3.1.1. Participants

Twenty Japanese female university students participated in this study (Mage = 20.15 years, 
SD = 0.37). They were randomly divided into groups of between three and four people.

3.1.2. Materials

We provided green LEGO® plastic building plates (50 × 50 cm) and several types of blocks 
and figures to each group. The detail of the material is same as the previous section.

3.2. Measures

3.2.1. Sense of Ibasho

The general sense of Ibasho scale for university students [26] is used. The scale is devel-
oped based on the sense of Ibasho scale for adolescents [24] and includes four subscales: 
sense of authenticity, sense of role, sense of perceived acceptance, and sense of relief. It 
also measures the general sense of Ibasho as the sum of the four subscales. It is consists 
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of 20 items such as “I have a place where I can express myself as I am,” “I am useful to 
someone,” and “I have a person who accepts me unconditionally,” and they are rated from 
1 (disagree) to 5 (agree).

3.3. Procedure

The collaborative block creation was held in psychology class in the university, and the activ-
ity was held in 60 minutes. Participants were asked to express anything they desire on the 
plate using blocks and figures with group members. They were also asked to answer the 
questionnaire before and after the activity.

3.4. Results and discussion

The scores of the sense of Ibasho scale before and after the collaborative creation were 
compared. First, the general sense of Ibasho (the sum of the four subscales) score after the 
activity was significantly higher than the score before the activity (t(19) = −1.81, p < .10). 
Second, the score of subscales before and after the work was compared to examine which 
aspect of the sense of Ibasho was influenced by the collaborative work. Result of the analy-
sis showed that the score of the sense of role was promoted significantly after the work 
(t(19) = −3.18, p < .01). There was no significant difference in any other subscales (the sense 
of authenticity (t(19) = 0.71, ns), sense of perceived acceptance (t(19) = −1.14, ns), and sense 
of relief (t(19) = 0.66, ns)). Table 2 shows scores of Ibasho before and after a collaborative 
task.

The results showed that the general sense of Ibasho was increased after the collaborative 
block creation. In addition, especially sense of role was promoted through the work more 
than other subscales such as sense of authenticity, sense of perceived acceptance, and 
sense of relief.

When we express something or tackle a task with others, such as a block construction task, 
the role of each participant is important. Participants perceive their own role through the 
work, and it may facilitate their sense of role. For instance, self-confidence of participants was 
enhanced when their idea or proposal was accepted by other group members. This process 
may improve their sense of role.

Self-disclosure and the ability to understand one another are important in friendship of 
adolescents [27]. This is also necessary for establishing roles in peer groups and maintains 
good relationships with others. Participants of the present study expressed their idea to 
other members, and it promotes their self-disclosure. In addition, they could know the 
way of thinking of other members at the same time. These interactions may promote the 
skill of sympathy and understanding one another. The sense of role is also deeply con-
nected with social skills. As shown in the previous section, the collaborative block cre-
ation improves social skills, and it might support the establishment of roles among the 
participants.
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topic. The results also reinforced the importance of peer group membership as a determi-
nant of future activity.
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group settings as mentioned before. LeGoff [15] found that collaborative problem-solving 
activity using blocks was useful to developing social skills of autistic children. In addition, 
both social skills and trust were increased through the collaborative block creation (Kato et al. 
[16]) as shown in the previous section.

The Japanese term “Ibasho” means “whereabouts or a place of my own” literally, and it is 
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of Ibasho is defined as the sense of being accepted by others unconditionally (Ishimoto [23]). 
Norisada [24] developed the scale to measure the sense, and it includes four subscales: sense 
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the friendship styles are also influenced by the sense of Ibasho. For example, school adjust-
ment in Japanese female adolescents is related with the respectful friendships (Ishimoto et al. 
[25]). As these previous studies showed, the sense of Ibasho concerns the cognition of indi-
viduals’ relationship with others. Therefore, it is hypothesized that the experience of engag-
ing collaborative block increases the sense of Ibasho.

The participants of this study were also healthy students without any developmental and 
mental disorders. The purpose of the study is to examine the effect of the collaborative cre-
ation work using healthy samples and show useful evidences for the future application.

3.1. Method

3.1.1. Participants

Twenty Japanese female university students participated in this study (Mage = 20.15 years, 
SD = 0.37). They were randomly divided into groups of between three and four people.

3.1.2. Materials

We provided green LEGO® plastic building plates (50 × 50 cm) and several types of blocks 
and figures to each group. The detail of the material is same as the previous section.

3.2. Measures

3.2.1. Sense of Ibasho

The general sense of Ibasho scale for university students [26] is used. The scale is devel-
oped based on the sense of Ibasho scale for adolescents [24] and includes four subscales: 
sense of authenticity, sense of role, sense of perceived acceptance, and sense of relief. It 
also measures the general sense of Ibasho as the sum of the four subscales. It is consists 
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of 20 items such as “I have a place where I can express myself as I am,” “I am useful to 
someone,” and “I have a person who accepts me unconditionally,” and they are rated from 
1 (disagree) to 5 (agree).

3.3. Procedure

The collaborative block creation was held in psychology class in the university, and the activ-
ity was held in 60 minutes. Participants were asked to express anything they desire on the 
plate using blocks and figures with group members. They were also asked to answer the 
questionnaire before and after the activity.

3.4. Results and discussion

The scores of the sense of Ibasho scale before and after the collaborative creation were 
compared. First, the general sense of Ibasho (the sum of the four subscales) score after the 
activity was significantly higher than the score before the activity (t(19) = −1.81, p < .10). 
Second, the score of subscales before and after the work was compared to examine which 
aspect of the sense of Ibasho was influenced by the collaborative work. Result of the analy-
sis showed that the score of the sense of role was promoted significantly after the work 
(t(19) = −3.18, p < .01). There was no significant difference in any other subscales (the sense 
of authenticity (t(19) = 0.71, ns), sense of perceived acceptance (t(19) = −1.14, ns), and sense 
of relief (t(19) = 0.66, ns)). Table 2 shows scores of Ibasho before and after a collaborative 
task.

The results showed that the general sense of Ibasho was increased after the collaborative 
block creation. In addition, especially sense of role was promoted through the work more 
than other subscales such as sense of authenticity, sense of perceived acceptance, and 
sense of relief.

When we express something or tackle a task with others, such as a block construction task, 
the role of each participant is important. Participants perceive their own role through the 
work, and it may facilitate their sense of role. For instance, self-confidence of participants was 
enhanced when their idea or proposal was accepted by other group members. This process 
may improve their sense of role.

Self-disclosure and the ability to understand one another are important in friendship of 
adolescents [27]. This is also necessary for establishing roles in peer groups and maintains 
good relationships with others. Participants of the present study expressed their idea to 
other members, and it promotes their self-disclosure. In addition, they could know the 
way of thinking of other members at the same time. These interactions may promote the 
skill of sympathy and understanding one another. The sense of role is also deeply con-
nected with social skills. As shown in the previous section, the collaborative block cre-
ation improves social skills, and it might support the establishment of roles among the 
participants.
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In contrast, we could not find significant differences in the sense of authenticity, perceived 
acceptance, and relief. However, the sense of role concerns with social skills, the other factors 
are more individual factors, and they might relate with the personality of each participant. 
Therefore, it is considered that they did not change in short time. It is important to exam-
ine the effect of the continuous collaborative activity over a longer period of time in future 
studies.

3.5. Conclusion

We examined the effect of collaborative block creation on the sense of Ibasho in this study.

The result showed that the collaborative activity increased the general sense of Ibasho and 
sense of role especially. The findings indicated that the activity can be a useful medium for 
communication in group therapy or social skills training program. However, this finding is 
meaningful for future clinical application, and we need to interpret the result of the study 
carefully because the result is based on the limited setting of healthy samples. The study that 
includes the view point of both genders, generation, and clinical samples are necessary in the 
future.

4. Collaborative block creation for ASD adolescents

This section will provide examples of the clinical applications of collaborative block 
creation based on evidence mentioned in previous sections of this chapter. While this 
method is useful with several clinical subpopulations and ages, we specifically focused on 
the application of this approach for groups of adolescents with developmental disorders, 
particularly ASD.

As LeGoff [15] demonstrated, toy blocks are very attractive to children and act as useful 
materials in the evaluation of children with developmental disorders. His “LEGO® therapy” 

Before After

Mean SD Mean SD

General sense of Ibasho 4.04 0.69 4.15 0.73 *

Sense of authenticity 4.29 0.83 4.23 0.91

Sense of role 3.49 0.90 3.87 0.86 **

Sense of perceived acceptance 4.04 0.89 4.11 0.91

Sense of relief 4.60 0.48 4.55 0.45

*p < .10.
**p < .01.

Table 2. Scores of Ibasho before and after a collaborative task.
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method is well structured and effective as a social skills training program for them. However, 
the “block technique” approach in this study allows for more freedom in expression than 
other approaches; furthermore, it can be applied in a group therapy setting for children with 
developmental disorders. We tested the collaborative creation approach with a group of ASD 
children. We created small groups of three to five children that met with one of the facilitators. 
Based on Kato et al. [28] study, the effect of the group is reviewed in this section.

4.1. Participants

Six Japanese adolescents with ASD joined the study. Three were junior high school students, 
and the others were high school students. All participants were male, diagnosed based on 
DSM, and categorized in the high-functioning ASD.

4.2. Procedure

The study was conducted in a social skills training group for ASD students. The group contain 
six times program, and it includes several social skills training activities. The collaborative 
block creation was held in the second time of the group. Participants were divided into two 
groups. One group consisted of the junior high school students and the other of the high 
school students. As shown in the previous section, the participants were asked to express 
themselves collaboratively with the other group members and encouraged to build anything 
they wanted on the group’s plate using LEGO® blocks and figures. Graduate students major-
ing in clinical psychology joined each group as facilitators. The creation was completed within 
1 hour. Participants responded on the trust scale [19]. This scale originally included three sub-
scales: “trust for oneself,” “trust for others,” and “distrust.” We used “trust for oneself” (six 
items) and “trust for others” (eight items) in this study. After the entire process was finished, 
group members presented their works to each other and shared their experience.

4.3. Results and discussion

The scores of each item of the trust scale were compared before and after the group work. The 
scores from after the work were categorized into three groups as “increased,” “decreased,” 
and “not changed.” The percentages of these three groups were compared to “trust for one-
self” and “trust for others.” The results showed that there were significant differences both in 
“trust for oneself” (χ2 (2) = 13.50, p < .01) and “trust for others” (χ2 (2) = 19.63, p < .01). Multiple 
comparisons showed that “not changed” was larger than “decreased” (p < .05) in “trust for 
oneself.” In addition, “increased” and “not changed” were larger than “decreased” (p < .05) 
in “trust for others.”

The total number of participants who increased and decreased the scores of the items in the trust 
scale was counted. As a result, the score increased in the majority of the participants regarding the 
items “I am worthy of trust” and “I can trust myself” on the subscale “trust for oneself.” In addi-
tion, there was an increase in “I can keep trust with others if we face problems” and “I trust others 
based on my experience.” There were no decreasing items for the majority of the participants.
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In contrast, we could not find significant differences in the sense of authenticity, perceived 
acceptance, and relief. However, the sense of role concerns with social skills, the other factors 
are more individual factors, and they might relate with the personality of each participant. 
Therefore, it is considered that they did not change in short time. It is important to exam-
ine the effect of the continuous collaborative activity over a longer period of time in future 
studies.

3.5. Conclusion

We examined the effect of collaborative block creation on the sense of Ibasho in this study.

The result showed that the collaborative activity increased the general sense of Ibasho and 
sense of role especially. The findings indicated that the activity can be a useful medium for 
communication in group therapy or social skills training program. However, this finding is 
meaningful for future clinical application, and we need to interpret the result of the study 
carefully because the result is based on the limited setting of healthy samples. The study that 
includes the view point of both genders, generation, and clinical samples are necessary in the 
future.

4. Collaborative block creation for ASD adolescents

This section will provide examples of the clinical applications of collaborative block 
creation based on evidence mentioned in previous sections of this chapter. While this 
method is useful with several clinical subpopulations and ages, we specifically focused on 
the application of this approach for groups of adolescents with developmental disorders, 
particularly ASD.

As LeGoff [15] demonstrated, toy blocks are very attractive to children and act as useful 
materials in the evaluation of children with developmental disorders. His “LEGO® therapy” 
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method is well structured and effective as a social skills training program for them. However, 
the “block technique” approach in this study allows for more freedom in expression than 
other approaches; furthermore, it can be applied in a group therapy setting for children with 
developmental disorders. We tested the collaborative creation approach with a group of ASD 
children. We created small groups of three to five children that met with one of the facilitators. 
Based on Kato et al. [28] study, the effect of the group is reviewed in this section.

4.1. Participants

Six Japanese adolescents with ASD joined the study. Three were junior high school students, 
and the others were high school students. All participants were male, diagnosed based on 
DSM, and categorized in the high-functioning ASD.

4.2. Procedure

The study was conducted in a social skills training group for ASD students. The group contain 
six times program, and it includes several social skills training activities. The collaborative 
block creation was held in the second time of the group. Participants were divided into two 
groups. One group consisted of the junior high school students and the other of the high 
school students. As shown in the previous section, the participants were asked to express 
themselves collaboratively with the other group members and encouraged to build anything 
they wanted on the group’s plate using LEGO® blocks and figures. Graduate students major-
ing in clinical psychology joined each group as facilitators. The creation was completed within 
1 hour. Participants responded on the trust scale [19]. This scale originally included three sub-
scales: “trust for oneself,” “trust for others,” and “distrust.” We used “trust for oneself” (six 
items) and “trust for others” (eight items) in this study. After the entire process was finished, 
group members presented their works to each other and shared their experience.

4.3. Results and discussion

The scores of each item of the trust scale were compared before and after the group work. The 
scores from after the work were categorized into three groups as “increased,” “decreased,” 
and “not changed.” The percentages of these three groups were compared to “trust for one-
self” and “trust for others.” The results showed that there were significant differences both in 
“trust for oneself” (χ2 (2) = 13.50, p < .01) and “trust for others” (χ2 (2) = 19.63, p < .01). Multiple 
comparisons showed that “not changed” was larger than “decreased” (p < .05) in “trust for 
oneself.” In addition, “increased” and “not changed” were larger than “decreased” (p < .05) 
in “trust for others.”

The total number of participants who increased and decreased the scores of the items in the trust 
scale was counted. As a result, the score increased in the majority of the participants regarding the 
items “I am worthy of trust” and “I can trust myself” on the subscale “trust for oneself.” In addi-
tion, there was an increase in “I can keep trust with others if we face problems” and “I trust others 
based on my experience.” There were no decreasing items for the majority of the participants.
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However, the increased scores did not rise significantly; the category of “not changed” was 
higher than “decreased” in “trust for oneself.” This means that the collaborative block creation 
does not have negative effects in regard to their trust for themselves. Participants presented 
their image on the base plate, and the facilitator watched the process. This secure framework 
of the block technique contributed to the result. The scores were particularly increased in the 
items “I am worthy of trust” and “I can trust myself.” These items directly represent self-
trust in simple words more than other items, and the increase here might reflect participants’ 
experience of the collaborative work. The previous research has shown that ASD students 
have low self-esteem or distrust because of continuous experiences that show them that they 
are unable to establish relationships smoothly with others. The collaborative block creation is 
useful in assisting with secondary issues such as low self-esteem and distrust.

In contrast, the category of “increased” was higher than “decreased” in “trust for others.” 
This means the collaborative work increased students’ trust for other group members. The 
previous section examined the effect of collaborative block creation on Japanese high school 
students and showed that the work increased feelings of safety and a sense of acceptance 
of others. Participants in the present study had the same experience, thus explaining the 
increased trust for other members. In particular, the scores were increased in the items “I 
can keep trust with others if we face problems” and “I trust others based on my experience.” 
Collaborative creation facilitated participants’ communication, and this positive process 
affected their trust for others. Therefore, blocks are familiar toys for participants and play the 
role of a medium for nonverbal communication.

The facilitators were responsible for implementing the collaborative creation approach. 
Although the participants tended to convey a very narrow range of expressions at the begin-
ning, they gradually started to communicate and collaborate more with each other. This pro-
cess proved effective in helping the participants increase their social skills, self-efficacy, and 
satisfaction. We are currently preparing to test this approach with a group that includes chil-
dren with several different developmental disorders, such as ASD and ADHD. Although ASD 
children prefer to be alone and stay in their own world, ADHD children are often interested in 
many different things and actively communicate with others. The social differences between 
these two groups of children may represent a good opportunity for the participants to com-
municate with each other. Of course, the facilitators will have to closely monitor the group 
dynamics closely, maintain a good atmosphere, and secure the framework of the approach in 
order to effectively facilitate the communication.

5. Group approach for ASD adolescents in student counseling

In the area of student counseling at universities, the support for students with developmental 
disorders, including ASD, is an important mission. ASD students often have talents in specific 
fields, such as an expert knowledge of mathematics. However, while they have special talents 
in some areas, it is difficult for them to use these talents fully because they have difficulty with 
social skills. Communication skills are necessary for professors or laboratory members so that 
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they can use their talents effectively at universities. However, many ASD students are not 
good at smoothly establishing relationships with others. Such difficulties sometimes cause 
maladaptation to the university, and this problem is aggravated after the students drop out. 
Individual student counseling deals with the problem, and until recently it was the only way 
to help ASD students. Recently, attention has begun to focus on therapy involving a group 
approach for students with developmental disorders. This section will introduce a case of a 
new group approach for university students, based on the work of Kato and Yura [29].

5.1. Details of the group

In regard to student counseling, when many students with ASD attend counseling, their main 
problem is relationships with others. However, while individual counseling can reduce their 
daily stress, preventive approaches are also necessary. This case study attempted some group 
approaches from this perspective. One of the groups in the study was named “Collector’s 
Club.” Any student from the university could join the group, both students with ASD and 
students with no such diagnosis. The group was announced by poster and website at the 
university. In some cases, a counselor would refer students to the group. Such collaboration 
between individual counseling and the group is important. The main aim of this group was to 
support improving the social skills of participants through their collections or hobbies. While 
ASD students have interesting collections and hobbies, it is not always easy for them to find 
friends with whom to share these interests while at the university. The group was planned in 
order to provide an opportunity for students to present their hobbies and a chance to make 
new friends. The group was held in a classroom at the university after class. Every session 
was approximately 90 minutes long and held once a month. A clinical psychologist and psy-
chiatrist joined the group as facilitators. In each session, one participant took on the role of 
presenter and introduced his or her own hobby or collection.

5.2. Case report

This section summarizes one of the cases from the Collector’s Club. The participant was a 
male university student with high-functioning ASD (diagnosed based on DSM), majoring 
in science. He had difficulty forming good relationships with laboratory members, and his 
professor referred him to the group. He participated in the group with a total of 15 times. He 
was nervous when he joined the group the first time. He said “Many people talking together 
looks like fun. However, it is difficult for me to join them; today’s experience is exciting” (#2). 
He brought a book for the club, but he hesitated to show it to other members. The facilitator 
talked to him and asked about the book. Then, he gradually talked about it (#5). He brought 
a photo album for the other members. These were his favorite photos, which he collected 
using the Internet, and he introduced each photo to the other members (#7). He brought a 
leaflet of the event to the university and presented on it. It was impressive that he voluntarily 
checked out the event and was able to share his interests with others (#8). He began to talk 
to other members in a loud voice and said “I want to try things I’m not good at” (#11). He 
again brought some event leaflets. Other members took an interest in them, and they talked 
to him. While in the past he had only been able to communicate with other members if the 
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However, the increased scores did not rise significantly; the category of “not changed” was 
higher than “decreased” in “trust for oneself.” This means that the collaborative block creation 
does not have negative effects in regard to their trust for themselves. Participants presented 
their image on the base plate, and the facilitator watched the process. This secure framework 
of the block technique contributed to the result. The scores were particularly increased in the 
items “I am worthy of trust” and “I can trust myself.” These items directly represent self-
trust in simple words more than other items, and the increase here might reflect participants’ 
experience of the collaborative work. The previous research has shown that ASD students 
have low self-esteem or distrust because of continuous experiences that show them that they 
are unable to establish relationships smoothly with others. The collaborative block creation is 
useful in assisting with secondary issues such as low self-esteem and distrust.

In contrast, the category of “increased” was higher than “decreased” in “trust for others.” 
This means the collaborative work increased students’ trust for other group members. The 
previous section examined the effect of collaborative block creation on Japanese high school 
students and showed that the work increased feelings of safety and a sense of acceptance 
of others. Participants in the present study had the same experience, thus explaining the 
increased trust for other members. In particular, the scores were increased in the items “I 
can keep trust with others if we face problems” and “I trust others based on my experience.” 
Collaborative creation facilitated participants’ communication, and this positive process 
affected their trust for others. Therefore, blocks are familiar toys for participants and play the 
role of a medium for nonverbal communication.

The facilitators were responsible for implementing the collaborative creation approach. 
Although the participants tended to convey a very narrow range of expressions at the begin-
ning, they gradually started to communicate and collaborate more with each other. This pro-
cess proved effective in helping the participants increase their social skills, self-efficacy, and 
satisfaction. We are currently preparing to test this approach with a group that includes chil-
dren with several different developmental disorders, such as ASD and ADHD. Although ASD 
children prefer to be alone and stay in their own world, ADHD children are often interested in 
many different things and actively communicate with others. The social differences between 
these two groups of children may represent a good opportunity for the participants to com-
municate with each other. Of course, the facilitators will have to closely monitor the group 
dynamics closely, maintain a good atmosphere, and secure the framework of the approach in 
order to effectively facilitate the communication.

5. Group approach for ASD adolescents in student counseling

In the area of student counseling at universities, the support for students with developmental 
disorders, including ASD, is an important mission. ASD students often have talents in specific 
fields, such as an expert knowledge of mathematics. However, while they have special talents 
in some areas, it is difficult for them to use these talents fully because they have difficulty with 
social skills. Communication skills are necessary for professors or laboratory members so that 

Socialization - A Multidimensional Perspective44

they can use their talents effectively at universities. However, many ASD students are not 
good at smoothly establishing relationships with others. Such difficulties sometimes cause 
maladaptation to the university, and this problem is aggravated after the students drop out. 
Individual student counseling deals with the problem, and until recently it was the only way 
to help ASD students. Recently, attention has begun to focus on therapy involving a group 
approach for students with developmental disorders. This section will introduce a case of a 
new group approach for university students, based on the work of Kato and Yura [29].

5.1. Details of the group

In regard to student counseling, when many students with ASD attend counseling, their main 
problem is relationships with others. However, while individual counseling can reduce their 
daily stress, preventive approaches are also necessary. This case study attempted some group 
approaches from this perspective. One of the groups in the study was named “Collector’s 
Club.” Any student from the university could join the group, both students with ASD and 
students with no such diagnosis. The group was announced by poster and website at the 
university. In some cases, a counselor would refer students to the group. Such collaboration 
between individual counseling and the group is important. The main aim of this group was to 
support improving the social skills of participants through their collections or hobbies. While 
ASD students have interesting collections and hobbies, it is not always easy for them to find 
friends with whom to share these interests while at the university. The group was planned in 
order to provide an opportunity for students to present their hobbies and a chance to make 
new friends. The group was held in a classroom at the university after class. Every session 
was approximately 90 minutes long and held once a month. A clinical psychologist and psy-
chiatrist joined the group as facilitators. In each session, one participant took on the role of 
presenter and introduced his or her own hobby or collection.

5.2. Case report

This section summarizes one of the cases from the Collector’s Club. The participant was a 
male university student with high-functioning ASD (diagnosed based on DSM), majoring 
in science. He had difficulty forming good relationships with laboratory members, and his 
professor referred him to the group. He participated in the group with a total of 15 times. He 
was nervous when he joined the group the first time. He said “Many people talking together 
looks like fun. However, it is difficult for me to join them; today’s experience is exciting” (#2). 
He brought a book for the club, but he hesitated to show it to other members. The facilitator 
talked to him and asked about the book. Then, he gradually talked about it (#5). He brought 
a photo album for the other members. These were his favorite photos, which he collected 
using the Internet, and he introduced each photo to the other members (#7). He brought a 
leaflet of the event to the university and presented on it. It was impressive that he voluntarily 
checked out the event and was able to share his interests with others (#8). He began to talk 
to other members in a loud voice and said “I want to try things I’m not good at” (#11). He 
again brought some event leaflets. Other members took an interest in them, and they talked 
to him. While in the past he had only been able to communicate with other members if the 
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facilitator mediated their communication, he could now talk to the other members without 
the facilitator’s support (#13). He showed some origami books to the other members. One of 
the members was interested in origami too; they talked together about origami works while 
looking at the books (#15).

5.3. Discussion

When he first began to attend the group, he seemed to be nervous. It should be noted that he 
felt conflict because it was the first time he had joined a group with unfamiliar people. For 
example, in #2, he had a conflict between two emotions: the desire to communicate with other 
members and a lack of competency concerning his own social skills. His comment “Many 
people talking together looks like fun. However, it is difficult for me to join them; today’s 
experience is exciting” strongly represents his conflict. The “medium of hobby” had an 
important role in communication in his case. Origami and photos functioned as a medium for 
communication. However, if he had had no “medium of hobby,” it would have been difficult 
for him to establish relationships with other members. Common interests or hobbies can thus 
be a useful medium to facilitate communication. It is important for the facilitator or counselor 
to notice the medium and share their interest in verbal and nonverbal ways.

This student’s positive approach to others could be clearly seen in #7 and #8. He introduced 
his interest to other members through photos or events. His comment “I want to try things 
I’m not good at” in #11 represents his growth and confidence. Ultimately, he was able to com-
municate with other members without the facilitators’ support. The experience of the group 
facilitated his confidence and reduced hesitance.

The good thing about the Collector’s Club was that various students could gather with com-
mon hobbies. Participants could join the group regardless of age, gender, major, or diagnosis. 
The role of facilitators was important for the success in their communication. However, it 
should be noted that the facilitators were not supposed to disturb the natural communica-
tion of participants. While directive support was necessary on some occasions, a nondirective 
approach was more fundamental. The main roles of the facilitator were to watch carefully 
over the group dynamics and to support the participants where necessary.

Shimoyama et al. [30] suggested that roles within student counseling should resemble “sup-
port,” “education,” and “community.” These points were also important in this case study’s 
group approach. First, we focused on the viewpoint of “support.” Participants of the group 
had several difficulties with communication and social skills. In addition, as secondary prob-
lems, they lacked confidence or self-esteem. A secure base was necessary for them, and the 
group served within that role. The facilitator collaborated with the students’ tutors to partici-
pate with the group as necessary. This collaboration could supply a new realm of support for 
each participant. Second, regarding “education,” the uniqueness of the program featured the 
curiosity and interests of the participants; however, sometimes, their interests were highly 
specific, such as stamp collecting or animation. For example, the participant in the case study 
described above was interested in origami. At first, many of the other members did not have 
the same level of interest in origami, but after he introduced the details and good points of 
origami, they gradually became more interested in it. The discussion turned to the relation-
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ship between origami and mathematics. This academic communication was something that 
was original to the group approach at the university, and it could be another medium in 
establishing relationships among university participants. Finally, we discussed the “commu-
nity” aspect. This group was organized in a community at a university. Several students of 
different genders, generations, and cultural backgrounds were learning together at the uni-
versity; these cultural differences were also able to incorporate developmental disorders. The 
university diversity was useful for peer support. The group was open to every student, and 
they could share their interests and hobbies in it. They also strengthened their social skills 
with each other by sharing their similar interests. This group was a new peer support model 
that facilitated social skills in the participants, especially those with ASD, at the university.
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Abstract

Gamification has become the most popular topic of the last few years. Studies in gami-
fication area are examined based on certain different criteria in this study and content 
analysis method was used in order to identify trends in this area. Web of Science were 
scanned through using gamification as keyword without year restriction. A total number 
of 313 studies were regarded as appropriate for the aim of the study and examined. It 
is seen that research in this area have begun in 2011 and increased every year. It is also 
seen that motivational theories are mostly preferred in the studies conducted in gami-
fication area. It was determined that goal-duty, reward and progression sticks are the 
mostly used components as game components. It is seen that gamification applications 
are frequently preferred in virtual environment, simulation and augmented reality learn-
ing environments after mobile environments and in parallel with these, they are also 
preferred in learning areas such as public, service, food and health. Therefore, identifying 
different activities which could affect success in online environments, integrating these 
into education environment and provide these activities with theories appropriate for 
students’ ages for them not to lose their motivation are essential.

Keywords: gamification, education, content analysis

1. Introduction

It is known that people have a tendency to play game [1]. It is essential to prepare enjoyable 
learning environments for people who are in need of new search for playing game and having 
fun. Gamification concept which appeals to users from every age has arised based on the idea 
of integrating structure of the games into education [2]. Although concept of game is too old, 
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concept of gamification is a new concept. Gamification has become the most popular topic of 
the last few years [3–5].

Gamification approach which emerges as the new face of education in the information age is 
defined as the process of including users into game [6]. According to Bunchball, gamification 
refers to make the components and mechanics of game more enjoyable through non-play 
activities in order to generate behavior change among individuals [7]. While gamification 
approach is an appropriate method for obtaining positive outcomes in education and it leads 
students to adapt new behaviors through motivating them, making them to study more or 
learn new things; it also aims to keep people’s motivation high and facilitate attachment and 
certain behaviors [8]. Level completion, awarding, specialization, professional development 
which lead to addiction among individuals playing game are used for improvement in educa-
tion. Therefore, using the system in games for instructional aims would both make instruction 
more enjoyable and allow individuals to change their behaviors [9].

It is necessary to look at the statistical data to understand why the concept of playing spreads 
so fast. The market size of the global gaming industry is 99.6 billion dollars by 2016. When the 
game revenues at the country level are examined by 2016, it is seen that China ranked first with 
24.2 billion dollars, followed by the USA with 23.4 billion dollars and Japan with 12.4 billion 
dollars. Total Western Europe (Germany, France, England, Spain, Italy) totaling $ 17.3 billion in 
game revenues. The top five countries in the industry dominate about 70% of total gaming reve-
nues. There is an annual income of $ 685 million to 16th in Turkey [10]. In Turkey there are more 
than 20 thousand internet cafe and is visited by 7.5 million active players each month here [11].

According to Game Designers, Developers, Producer and Publishers (OYUNDER), the aver-
age age of gamers in our country is 31 and there are more than 25 million active gamers. 
Every day, the average number of people playing on a daily basis is more than 10 million, 
and the average playing time is increasing all over the world [12]. about 30 million people in 
Turkey are active on the computer, playing digital games in the mobile phone or game con-
sole. Experts, an annual turnover of 600 million dollars in the sector in Turkey, said that the 
turnover of the world reached $ 100 billion [13].

Turkey Games Market Report 2016; Turkey 14.5 million young people (above the EU aver-
age) and 46 million online user than 80 million people is a developing country with a young 
population and it is one of the most valuable gaming market potential in EMEA [14]. In a 
study conducted in the United States, the average age of those playing in the last 12 years 
is 37 years. This rate shows that excitement about playing games on the computer is at an 
advanced level. In addition, 61% of senior executives who participated in the study stated that 
they were playing during working hours. Lastly, an international survey shows that the ratio 
of the total population of regular electronic game players is 66% in Germany, 57% in Mexico, 
53% in Russia and 52% in England [15].

These figures and studies show us that people are conscious and willing to play. In fact, this 
enthusiasm is growing day by day and the new generation is a full-fledged player profile. 
From this point of view, the excitement and motivation resources that people show to play 
games can be put into life. These motivators, dynamics and processes can be used to generate 
behavioral changes in order to increase productivity in real life [16].
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In recent years, it has been shown as a potential mechanism to enhance participatory par-
ticipation through online work and practices that play games [17–19]. Firstly; it is done with 
points, graphics, level, competition etc. features. By adding features to otherwise ordinary 
tasks, it can create a more enjoyable and engaging experience for the user [20–22]. By using 
the features of the games, it is possible to make the testing experience less burdensome, thus 
reducing wear. In previous surveys, participants’ personal report surveys have found that 
playing experiences are usually more fun than their non-play counterparts [23–27].

In the cases where the method of play is preferred in education, game elements such as 
rewards, points, rosettes come first in the design phase. Therefore, there are arguments that 
playing is a system that is rewarded only for learning, and that this is a negative effect on the 
motivation of students who are engaged in such a process [28]. Two systematic investigations 
have recently been conducted, with gaming playing an impact on ‘online programs’ (mostly 
e-learning) [29] and web-based mental health interventions. Looyestyn and his colleagues 
have found that playing games on objective measures of events such as the use of the pro-
gram, number of visits to the website and contributions is a big influence. In contrast, Brown 
and colleagues assessed the effect of gaming on loyalty to online mental health intervention, 
and they have found that most games play only one game item, rather than just light applica-
tion of games, but have little effect on effectiveness [30].

According to Yilmaz and O’Connor, gamification studies aim to carry out human-human 
or human-computer interaction actively [31]. Accordingly, it is aimed to determine what to 
award at first, what kind of behavior is expected from individuals and more importantly what 
kind of options should be offered to maintain the system in a healthy way.

According to Gartner Hype cycle, although gamification has become popular in recent years 
and it has begun to be used for educational purposes, it shows a rapid growth in order to 
meet the requirements in this context [32]. When topics related with gamification keywords 
are examined, it is seen that search on examples related with gamification and gamification 
education are at a high level [33]. When trends in gamification concept are compared based 
on regions, it was figured out that Singapore and South Africa were emerged as the first coun-
tries [33]. Gamification is commonly used in these countries since it support occupational 
training toward adults. It is known that gamification method is used by institutional organi-
zations in order to increase satisfaction and efficacy among workers and increase product and 
service quality in the organization [9].

When the literature is examined, it seen that gamification is used in many different areas 
including marketing [34, 35], health [3, 36], sustainability, journalism, entertainment [3] and 
education [3, 35–38]. Gamification is taken really seriously in countries which frequently 
use technology. Professor Kevin Werbach from Pennsylvania University gives online educa-
tion on gamification. This is lasting 10 weeks and it can be followed with Turkish subtitles. 
Certificate is also given at the end of education [39]. There are organizations in Turkey which 
realized the effect of gamification approach as well. The first gamification attempt named as 
“Gameatwork” was successful with the prepared web site. Gamification will be more preva-
lent when it is used in different areas and there will be various attempts when organizations 
continue to realize its effectiveness [40].
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On the other hand, in education there are already processes like playground; students gain 
points when they achieve the desired learning goal, scores that they earn become grades, and 
at the end of the academic term they pass to the next level [28, 38]. Playing will allow students 
to have fun in the learning process [41, 42] or by giving the user an advantage in time man-
agement [43] motivation affects the positive direction. Although Samur is a new and popular 
method with a similar approach, when a limited number of studies conducted in the field of 
education are examined, it is generally stated that positive results are obtained in the processes 
involved in this method [44]. With a similar approach Buckley and Doyle are evaluating the 
fact that it provides individuals with the opportunity to experiment, make mistakes, gain expe-
rience and make sure that failure is not an end and that the individual can achieve his goal [28].

According to Landers and Callan, gamification application for the education of students or indi-
viduals who wants to develop themselves has not yet become prevalent enough [45]. Findings in 
the literature also support this notion. It is seen that there are limited number of studies examin-
ing achievement, motivation and views of students in gamification approach. Examining studies 
related with gamification approach and identifying trends in these studies constitute the problem 
of this study. Therefore, this study is expected to contribute to researchers for future research.

Main aim of this study is to examine the studies related with gamification in Web of Science 
database and identify trends in the area of gamification based on these studies.

2. Method

Content analysis method was used in this study to identify the trends in gamification 
research. According to Yildirim and Simsek, content analysis is conceptualizing the collected 
data at first, then organizing the concepts through using themes and interpretting themes 
[46]. Content analysis is commonly used with frequency analysis technic through digitizing 
the data. Content analysis is a scientific approach that enables to examine verbal, written and 
other materials in an objective and systematic way [47]. According to Cohen et al., content 
analysis is also described as the process of summarizing and describing the basic content of 
written information and the messages it contains [48]. Content analysis is a reusable, objective 
and systematic technique in which some words or chapters of a text are summarized under 
categories, depending on the rules [49].

This review was undertaken and reported according to the Preferred Reporting Items for 
Systematic Reviews and Meta-Analyses (PRISMA) guidelines (S1 Appendix) and Meta-
analysis of Observational Studies in Epidemiology (MOOSE) guidelines for observational 
studies (S2 Appendix) [50]. In analyzing the research included in the study, PRISMA 
(Preferred Reporting Items for Systematic Reviews and Meta-Analyzes), which is both a 
critical and quality-guided guide, was used in combining the results of the evidence-based 
research. Coded information;

• Distribution of Studies based on Years

• Distribution of Publications based on Number of Authors

Socialization - A Multidimensional Perspective54

• Distribution of Studies Based on Type of Publication

• Distribution of Studies Based on Paradigms

• Distribution of the Studies Based on Research Sample

• Distribution of the Studies Based on the Environments

• Distribution of the Studies Based on Theory/Model/Strategy

• Distribution of Game Components, Dynamics and Mechanics

• Distribution Based on Learning Area

It was decided that the researcher should read all the researchers found in the result of the 
research. Data collected in the research were first evaluated in MS Excel by entering into 
meta-analysis programs. Gamification keyword was scanned in full-texts in Web of Science 
database without year restriction and 313 studies were obtained by November 2015. Web 
of Science Categories; Computer Science Theory Methods (n = 101), Education Educational 
Research (n = 83), Engineering Electrical Electronic (n = 82), Computer Science Information 
Systems (n = 79), Computer Science Interdisciplinary Applications (n = 48). Letter to edi-
tor, book reviews and meeting abstract were not included in the research (papers excluded 
n = 20). Since the number of studies on gamification in Web of Science database increase day 
by day, the present study included studies published before December 2015 and therefore, 
313 studies in total were examined. The flow diagram depicts the flow of information through 
an up-down approach throughout the different stages of the process. The system is treated 
first in general terms. Then, the processes in the internal structure of the system shape up 
to the relationship between the number of defined, included and excluded entries and the 
reasons for exclusion (refer to S1 Appendix) [50]. Analysis of studies was carried out based 
on the common views of researchers in order to ensure reliability and validity. In digitization 
process of the data, if a study included two or more dimensions, frequencies were calculated 
through covering every dimension separately. Data were interpreted after constituting tables.

Cohen’s kappa statistical technic was used to calculate the relationship between category clas-
sification carried out by researchers and high level of inter-rater reliability was obtained (.96). 
Distribution of the articles based on years is provided in Graph 1.

As it can be seen in Graph 1, research in gamification area have begun in 2011 and increased 
through the years. Therefore, it is not possible to observe academic studies on gamification 
before 2011. Eighty-two studies were obtained in 2015 since studies including December 2015 
might not be added into the system.

Graph 1. Distribution of studies based on years.
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Number of authors in the studies is demonstrated in Table 1.

As it can be seen in Table 1, articles have been mostly written by 3 authors (n = 125), 2 authors 
(n = 76) and 1 author (n = 71). It is seen that number of studies conducted by 4 or 5 authors 
are lower. Distribution of studies on gamification based on countries is provided in Table 2. 
Countries with less than 6 publications are not included in Table 2. All of them were shown 
under “other” category.

When studies in Web of Science are examined based on countries, it is seen that there are 39 dif-
ferent countries in which the studies were carried out. It was figured out that 51 of the studies 
were conducted in USA, 29 of them in Spain, 25 of them in Germany, 22 of them in England, 18 
of them in Korea, 15 of them in Australia, 13 of them in Canada and 11 of them in Brazil.

It was determined that gamification is actively used in Australia, USA, India, Canada and 
Holland in 2013. Brazil and France followed this rapid development [51]. According to the 
results of Google Trends (2016) since January, it is seen that Singapore, South Africa, Holland, 
Denmark, Australia, Sweden and India are interested in gamification approach. This shows 
that studies might change based on countries throughout the years [33].

Country n Country n

USA 51 Portugal 9

Spain 29 Japan 9

Germany 25 Finland 9

England 22 Romania 7

Korea 18 Austria 6

Australia 15 Holland 6

Canada 13 Greece 6

Brazil 11 Other 77

Total 313

Table 2. Distribution of studies based on countries.

Author n

3 authors 125

2 authors 79

1 author 71

4 authors 18

5 authors and above 20

Total 313

Table 1. Distribution of publications based on number of authors.
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Distribution of studies based on type of publication is provided in Table 3.

According to Table 3, number of proceedings (n = 164) presented in conferences with a rate 
of 52.4% is really high. Researchers explained that gamification concept has been the discus-
sion topic of conferences since 2010 and this might be the reason for this result [52]. Karatas 
examined studies covering gamification approach for education and indicated that there are 
few number of master and doctorate thesis since this area is newly recognized [53] .

Distribution of studies based on paradigms is shown in Graph 2.

According to Graph 2, 163 studies used quantitative method. Studies using mixed meth-
ods are the second with 59 number of studies. Since it is a trend topic, it is seen that there 
are 28 review studies. In pedagogical terms, most of the researchers examined gamification 
approach especially on ensuring integration [54, 55]. This might be the reason for high num-
ber of review studies. Other studies also discussed environments in which gamification sys-
tem could be integrated into a certain learning [56–59].

3. Results

In this section, results related with studies on gamification area examined in line with the 
aims of the present research are provided with tables.

3.1. Distribution of the studies based on research sample

Distribution of the studies based on research sample is provided in Table 4.

According to the results provided in Table 4, it is seen that studies related with gamification 
have mostly been conducted with adults. This result might be related with the fact that playing 

Graph 2. Distribution of studies based on paradigms.

Type of publication n %

Proceeding 164 52.4

Article 149 47.61

Total 313 100

Table 3. Distribution of studies based on type of publication.
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games is prevalent among adult population. Following the category of adults, students were 
the second category of research sample frequently used in the studies related with gamifica-
tion. This result is consistent with other studies including undergraduate students as partici-
pants [60, 61]. Researchers need to have technical knowledge and knowledge on software and 
hardware for gamification and this might be the reason for including university students in the 
studies [53]. It is seen that voluntary participants (n = 21), customers (n = 5), writers and players 
(n = 4), patients (n = 4) and civil cervants (n = 4) constitute the research samples of the studies 
as well. Schouten et al. examined the users’ experiences and motivations toward gamification 
among individuals with low levels of literacy [62]. This study showed that individuals with 
low educational level are also included in the studies on gamification approach as participants.

3.2. Distribution of the studies based on the environments

Distribution of the studies based on the environment in which the studies were carried out is 
provided in Table 5.

It is seen that mobile environments are the most frequently used environments (n = 126). 
Following mobile environments, online environments (n = 91), internet-based environments 
(n = 91) and social media platform (n = 25) are the most frequently used environments.

Educations including Microsoft Ribbon Hero which aims to teach office program in a funny 
way, ClassDojo which is game-supported class management application that can be used by 
parents and students [63], Duolingo and Lingualeo which is used for foreign language  teaching 

Research sample n

Adults 152

Students 95

Voluntary participants 21

Children 15

Customers 5

Writers/players 4

Patients 4

Civil servants 4

Library users 3

Teachers 3

Sportsmen 3

Twitter community 2

Managers 2

Total 313

Table 4. Distribution of the studies based on research sample.
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[64], Kahoot which is used in question-answer activities in class through mobile devices [65], 
web design with Khan Academy which provides free learning materials throughout the world 
and programming languages continue to provide education through mobile devices. Almost 
all of these applications allow online access. In addition, these environments are preferred 
since they might ensure positive learning outcomes through selecting appropriate social gam-
ification tools for contents which could be provided in social learning platforms [8].

3.3. Distribution of the studies based on theory/model/strategy

In this study, approaches, theories or models used in the studies are also examined and shown 
in Table 6.

It is seen that motivational theories are the most frequently used approach in the studies on 
gamification (n = 131; 41.86%). Other studies also frequently included motivational theories 
[66–68]. It was also revealed that there are many studies emphasizing game design factors 
(n = 86; 27.48%). There are also studies in which their theoretical structures are unspecified 
(n = 44; 14.06%). This might be because of the fact that this is a recent area. It is determined 
that motivational theories are important indicators for internal and external motivations of 
students in a course about gamification system provided to engineering students in order to 
reinforce their entrepreneurship [69].

3.4. Distribution of game components, dynamics and mechanics

Distribution of game components, dynamics and mechanics is provided in Table 7.

Environments n

Mobile environment 126

Online environment 91

Internet-based environment 32

Social media platform 25

Virtual environment 11

Game-based system 8

Online and offline platform 4

Real environment 3

Sustainable environments 3

Advertisements 2

Other 8

Total 313

Table 5. Distribution of the studies based on the environments.
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Theoretical approaches n %

Motivation theory 131 41.86

Game design factors 86 27.48

Unspecified 44 14.06

Main characteristics of game learning 27 8.63

Learning theory 9 2.88

Flow theory 8 2.56

Technology acceptance model 3 0.96

Mechanics, dynamics, esthetics 3 0.96

Alternative learning-model 1 0.32

Self-determination theories 1 0.32

Total 313 100

Table 6. Theoretical distribution of the studies.

Game components n %

Goal-duty 105 25.06

Reward 101 24.11

Progression stick 52 12.42

Cup 35 8.36

Feedback 32 7.64

Success 19 4.54

Badge 12 2.87

Virtual goods 9 2.15

Experience 9 2.15

Leader board 8 1.91

Promotion 6 1.44

Score 6 1.44

Quiz 5 1.2

Cooperation 5 1.2

Sustainability 4 0.96

Difficulty 3 0.72

Event detection 3 0.72

Fantasy and control 2 0.48

Entertainment 2 0.48

Richness of data 1 0.24

Total 419 100

Table 7. Distribution of game components, dynamics and mechanics.
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As it can be seen in Table 7, the most frequently used game components used in the 
studies are goal-duty (n = 105; 25.06%), reward (n = 101; 24.11%) and progression sticks 
(n = 52; 12.42%). O’Donovan investigated distribution of individuals motivated through 
gamification based on game components. Results showed that individuals were mostly 
motivated through progression sticks [55]. Sari and Altun figured out that badges and 
cups earned by students motivate them to earn more rewards. It is stated that although 
students compete with each other in order to earn these components, in fact, they compete 
with themselves [70].

When positive outcomes of using gamification in learning environments are considered, it 
has been concluded that integration of game components into these designs will positively 
affect learners’ motivation [71].

3.5. Distribution based on learning area

Learning areas in which the studies have been conducted are also examined in this study and 
results are provided in Table 8.

According to the results, it is seen that learning areas are activated in mobile learning area 
(n = 91, 29.08%). These findings are expected since games can be used through mobile devices 
and adults prefer this area. Mobile learning which is used as a support for learning processes 
among contemporary methods arises as the first step of every learning approach today [72]. 
Results showed that there are varieties in terms of learning areas used in the studies. It is also 
seen that gamification applications are preferred in virtual environment, simulation and aug-
mented reality learning areas (n = 59; 18.85%), public, service, food, transportation and health 

Learning areas n %

Mobile learning 91 29.08

Virtual environments/simulations/augmented reality 59 18.85

Public/service/food/transportation/health 56 17.9

Web-based gamification education 43 13.74

Computer games 17 5.44

Game design/creativity 15 4.8

Computer assisted cooperative learning 14 4.48

Digital environments/games 9 2.88

Social network 3 0.96

Sustainability 3 0.96

Educational sciences 3 0.96

Total 313 100

Table 8. Distribution based on learning area.
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sector (n = 56; 17.9%). Different learning areas show that gamification concept could be used 
in all learning areas. Since gamification concept might differ from game to game, learning 
areas will also shape in every application.

4. Discussion and conclusion

Designers could view users’ experience in a wider context through gamification concept and 
constitute an effective learning environment with using motivational components in environ-
ments in which there is a competition, cooperation and social interaction [73]. Gamification 
will become more prevalent when it is begun to be used in different areas and there would be 
various attempts in this area when the potential of gamification is realized.

The present research is aimed to examine the studies conducted in the area of gamification. 
It was revealed that studies in the area of gamification have begun in 2011 and increased 
through the years. When studies in Web of Science database are examined based on countries, 
it is seen that studies have been conducted in 39 different countries. These countries were 
identified as USA, Spain, Germany, England and Korea. It was also indicated that gamifica-
tion are actively used in Australia, USA, India, Canada and Holland. Brazil and France follow 
this rapid development [51]. When trends in gamification search in 2016 are examined, it was 
revealed that Singapore and South Africa are the first two countries [33]. This also shows that 
gamification approach would be a trend topic in different regions over time and different 
studies would be conducted in this area.

Furthermore, it was figured out that number of proceedings presented in conferences are 
higher when compared to other types of publication. Researchers indicated that gamification 
concept has been the discussion topic of conferences since 2010 and this might be the reason 
for this result [52]. It is expected that number of different types of publication for educational 
purposes would increase. It was revealed that there are 8 master thesis and 1 doctorate thesis 
in the area of gamification until January 2016 in YOK thesis center of Turkey [74]. It is consid-
ered that this rate will increase at the end of 2016.

According to the results, it is seen that quantitative studies are more preferred when com-
pared to other type of research methods. Karatas indicated that there are insufficient num-
ber of quantitative and qualitative studies in the area of gamification [53]. It is expected that 
paradigms of the studies will become more salient. It is considered that studies examining 
game designs appropriate for gamification approach would be conducted more frequently in 
the future. In addition, it is expected that number of studies including achievement tests as 
quantitative studies will also increase.

When distribution based on research sample is examined, it is seen that studies related with 
gamification have mostly been conducted with adults. Since playing games is prevalent 
among adults, the accuracy of this result is accepted. Gokkaya revealed that since  gamification 
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 supports learning at work as a practical solution for qualified personnel requirement, it is an 
ideal method for obtaining positive outcomes in especially adult education [9]. Following 
adults, students are also frequently included in the studies. This result is consistent with other 
studies including undergraduate students as participants [60, 61]. Diversity in research sam-
ple shows that gamification might be used in every age group and area.

Results showed that mobile environments are the most frequently used environments in the 
studies related with gamification. Gamification applications are supported by mobile devices 
and this might be the reason for these results. It is also seen that online, internet-based envi-
ronments and social media platforms are also used in the studies. Educations including 
Microsoft Ribbon Hero which aims to teach office program in a funny way, ClassDojo which 
is game-supported class management application that can be used by parents and students 
[63], Duolingo and Lingualeo which is used for foreign language teaching [64], Kahoot which 
is used in question-answer activities in class through mobile devices [65], web design with 
Khan Academy which provides free learning materials throughout the world and program-
ing languages continue to provide education through mobile devices. Almost all of these 
applications allow online access. These applications are commonly preferred since they allow 
users to share their status or scores in social media after activity. Therefore, it is essential to 
determine different activities which will affect success in online environments and integrate 
them into education environment.

It is seen that motivational theories are the most frequently used approach in the studies on 
gamification. Although it is known that motivational theories are mostly preferred, it must 
be also noted that gamification could include many different disciplines. Karatas indicated 
that future research would not only benefit from motivational theories, they might include 
different theories related with game, learning and behavioral sciences [53]. It can be said that 
gamification should be provided to students appropriate for their levels so they would not 
lose their motivations.

It is determined that the most frequently used game components in the studies are goal-duty, 
reward and progression sticks. O’Donovan investigated distribution of individuals motivated 
through gamification based on game components [55]. Results showed that individuals were 
mostly motivated through progression sticks. Reinforcing structure of game components 
might be the reason for this result. When positive outcomes of using gamification in learning 
environments are considered, it has been concluded that integration of game components into 
these designs would positively affect learners’ motivation [71]. When studies in the area of 
gamification increase, usage rates among game components would change. It is considered 
that different game components will be integrated into education based on learning environ-
ments and areas in future research. Applications might be prepared for lessons with advanced 
level of difficulty through providing rewards and scores.

Furthermore, results showed that learning area concentrates on mobile learning area. Results 
showed that there are varieties in terms of learning areas used in the studies. It is seen that 
gamification applications are also preferred in virtual environment, simulation and  augmented 
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reality learning areas, public, service, food, transportation and health sector. Although the 
number of studies are low, there are studies in learning areas such as science, food, interactive 
teaching, marketing, simulations, medicine and transportation. This shows that area of gami-
fication is not limited to technology. Different learning areas show that gamification concept 
could be used in all learning areas. Karatas stated that gamification might be used in different 
learning areas. Since gamification concept might differ from game to game, learning areas 
would also be shaped in every application [53]. It is expected that appropriate designs for dif-
ferent learning areas would increase in future research.

This study will be a guide for researchers to integrate different game components into educa-
tion environments, constitute independent learning areas and learning environments includ-
ing different theories and conduct research in this area.

Supporting information

S1 Appendix. This is the completed PRISMA flow diagram.

S1 Appendix. Completed PRISMA Flow Diagram.

S2 Appendix. This is the completed PRISMA checklist.

S2 Appendix. Completed PRISMA checklist
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Section/topic # Checklist item Reported on 
page #

TITLE

Title 1 Identify the report as a systematic review, meta-analysis, or 
both.

1

ABSTRACT

Structured summary 2 Provide a structured summary including, as applicable: 
background; objectives; data sources; study eligibility criteria, 
participants, and interventions; study appraisal and synthesis 
methods; results; limitations; conclusions and implications of 
key findings; systematic review registration number.

1

INTRODUCTION

Rationale 3 Describe the rationale for the review in the context of what is 
already known.

1, 2

Objectives 4 Provide an explicit statement of questions being addressed 
with reference to participants, interventions, comparisons, 
outcomes, and study design (PICOS).

2, 3

METHODS

Protocol and registration 5 Indicate if a review protocol exists, if and where it can be 
accessed (e.g., Web address), and, if available, provide 
registration information including registration number.

NA

Eligibility criteria 6 Specify study characteristics (e.g., PICOS, length of 
follow-up) and report characteristics (e.g., years considered, 
language, publication status) used as criteria for eligibility, 
giving rationale.

3

Information sources 7 Describe all information sources (e.g., databases with dates 
of coverage, contact with study authors to identify additional 
studies) in the search and date last searched.

3, 4

Search 8 Present full electronic search strategy for at least one 
database, including any limits used, such that it could be 
repeated.

3, 4

Study selection 9 State the process for selecting studies (i.e., screening, 
eligibility, included in systematic review, and, if applicable, 
included in the meta-analysis).

3, 4

Data collection process 10 Describe method of data extraction from reports (e.g., piloted 
forms, independently, in duplicate) and any processes for 
obtaining and confirming data from investigators.

3, 4

Data items 11 List and define all variables for which data were sought 
(e.g., PICOS, funding sources) and any assumptions and 
simplifications made.

3, 4

Risk of bias in individual 
studies

12 Describe methods used for assessing risk of bias of individual 
studies (including specification of whether this was done at 
the study or outcome level), and how this information is to be 
used in any data synthesis.

NR

Summary measures 13 State the principal summary measures (e.g., risk ratio, 
difference in means).

NR
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Section/topic # Checklist item Reported on 
page #

Synthesis of results 14 Describe the methods of handling data and combining results 
of studies, if done, including measures of consistency (e.g., I2) 
for each meta-analysis.

4

Risk of bias across studies 15 Specify any assessment of risk of bias that may affect 
the cumulative evidence (e.g., publication bias, selective 
reporting within studies).

4

Additional analyses 16 Describe methods of additional analyses (e.g., sensitivity 
or subgroup analyses, meta-regression), if done, indicating 
which were pre-specified.

4

RESULTS

Study selection 17 Give numbers of studies screened, assessed for eligibility, and 
included in the review, with reasons for exclusions at each 
stage, ideally with a flow diagram.

10, S1 Appendix

Study characteristics 18 For each study, present characteristics for which data were 
extracted (e.g., study size, PICOS, follow-up period) and 
provide the citations.

4, 5

Risk of bias within studies 19 Present data on risk of bias of each study and, if available, 
any outcome level assessment (see item 12).

4, 5

Results of individual studies 20 For all outcomes considered (benefits or harms), present, for 
each study: (a) simple summary data for each intervention 
group (b) effect estimates and confidence intervals, ideally 
with a forest plot.

4, 5

Synthesis of results 21 Present results of each meta-analysis done, including 
confidence intervals and measures of consistency.

4, 5

Risk of bias across studies 22 Present results of any assessment of risk of bias across studies 
(see Item 15).

NR

Additional analysis 23 Give results of additional analyses, if done (e.g., sensitivity or 
subgroup analyses, meta-regression [see Item 16]).

5–8

DISCUSSION

Summary of evidence 24 Summarize the main findings including the strength of 
evidence for each main outcome; consider their relevance 
to key groups (e.g., healthcare providers, users, and policy 
makers).

5–8

Limitations 25 Discuss limitations at study and outcome level (e.g., risk 
of bias), and at review-level (e.g., incomplete retrieval of 
identified research, reporting bias).

4, 10 S1 
Appendix

Conclusions 26 Provide a general interpretation of the results in the context 
of other evidence, and implications for future research.

8–10

FUNDING

Funding 27 Describe sources of funding for the systematic review and 
other support (e.g., supply of data); role of funders for the 
systematic review.

NA

From: Moher et al. [50]. For more information, visit: www.prisma-statement.org. NR: not reported. NA: not applicable.

Socialization - A Multidimensional Perspective66

Author details

Senay Kocakoyun1* and Fezile Ozdamli2

*Address all correspondence to: senaykocakoyun@aydin.edu.tr

1 Anadolu BIL Vocational School of Higher Education, Computer Programming 
Department, Istanbul Aydin University, Istanbul, Turkey

2 Computer Education and Instructional Technology (CEIT) Department, Near East 
University, Northern Cyprus

References

[1] McGonigal J. Reality is Broken: Why Games Make us Better and How They can Change 
the World. Penguin Publishing Group; 2011

[2] Hamari J, Koivisto J, Sarsa H. Does gamification work? A literature review of empirical 
studies on gamification. In: Proceedings of the 47th Hawaii International Conference on 
System Sciences, Hawaii, USA, January 6-9, 2014

[3] Deterding S, Dixon D, Khaled R, Nacke L. From game design elements to gamefulness: 
Defining gamification. In: Proceedings of the 15th International Academic MindTrek 
Conference: Envisioning Future Media Environments; September 28-30, 2011. Tampere, 
Finland, ACM. 2011. pp. 9-15

[4] Pavlidis GP, Markantonatou S. Playful education and innovative gamified learning 
approaches. In: Handbook of Research on Educational Design and Cloud Computing in 
Modern Classroom Settings. IGI Global; 2018. pp. 321-341

[5] Huotari K, Hamari J. Defining gamification: A service marketing perspective. In: 
Proceedings of the 16th International Academic MindTrek Conference; October 3-5, 
2012; Tampere, Finland, ACM. 2012. pp. 17-22

[6] Zicherman G, Cunningham C. Gamification by Design. Sebastopal, CA: O’Reilly Media; 
2011

[7] Bunchball. Gamification 101. An Introduction to the Use of Game Mechanics to Influence 
Behavior. 2010. http://www.bunchball.com/sites/default/files/downloads/gamifica-
tion101.pdf [Erişim tarihi: 08.10.2014]

[8] Simões J, Redondo RD, Vilas AF. A social gamification framework for a K-6 learning 
platform. Computers in Human Behavior. 2013;29(2):345-353

[9] Gokkaya Z. A new approach in adult education: Gamification. Hasan Ali Yucel Faculty 
of Education Journal. 2014;11(21):81-74

[10] Dijital Oyun Sektörü Raporu. Ankara Kalkınma Ajansı. 2016. Retrieved on January 7, 
2017 from: http://www.ankaraka.org.tr/archive/files/yayinlar/ankaraka-dijital-oyun-
sektoru.pdf

A Review of Research on Gamification Approach in Education
http://dx.doi.org/10.5772/intechopen.74131

67



Section/topic # Checklist item Reported on 
page #

Synthesis of results 14 Describe the methods of handling data and combining results 
of studies, if done, including measures of consistency (e.g., I2) 
for each meta-analysis.

4

Risk of bias across studies 15 Specify any assessment of risk of bias that may affect 
the cumulative evidence (e.g., publication bias, selective 
reporting within studies).

4

Additional analyses 16 Describe methods of additional analyses (e.g., sensitivity 
or subgroup analyses, meta-regression), if done, indicating 
which were pre-specified.

4

RESULTS

Study selection 17 Give numbers of studies screened, assessed for eligibility, and 
included in the review, with reasons for exclusions at each 
stage, ideally with a flow diagram.

10, S1 Appendix

Study characteristics 18 For each study, present characteristics for which data were 
extracted (e.g., study size, PICOS, follow-up period) and 
provide the citations.

4, 5

Risk of bias within studies 19 Present data on risk of bias of each study and, if available, 
any outcome level assessment (see item 12).

4, 5

Results of individual studies 20 For all outcomes considered (benefits or harms), present, for 
each study: (a) simple summary data for each intervention 
group (b) effect estimates and confidence intervals, ideally 
with a forest plot.

4, 5

Synthesis of results 21 Present results of each meta-analysis done, including 
confidence intervals and measures of consistency.

4, 5

Risk of bias across studies 22 Present results of any assessment of risk of bias across studies 
(see Item 15).

NR

Additional analysis 23 Give results of additional analyses, if done (e.g., sensitivity or 
subgroup analyses, meta-regression [see Item 16]).

5–8

DISCUSSION

Summary of evidence 24 Summarize the main findings including the strength of 
evidence for each main outcome; consider their relevance 
to key groups (e.g., healthcare providers, users, and policy 
makers).

5–8

Limitations 25 Discuss limitations at study and outcome level (e.g., risk 
of bias), and at review-level (e.g., incomplete retrieval of 
identified research, reporting bias).

4, 10 S1 
Appendix

Conclusions 26 Provide a general interpretation of the results in the context 
of other evidence, and implications for future research.

8–10

FUNDING

Funding 27 Describe sources of funding for the systematic review and 
other support (e.g., supply of data); role of funders for the 
systematic review.

NA

From: Moher et al. [50]. For more information, visit: www.prisma-statement.org. NR: not reported. NA: not applicable.

Socialization - A Multidimensional Perspective66

Author details

Senay Kocakoyun1* and Fezile Ozdamli2

*Address all correspondence to: senaykocakoyun@aydin.edu.tr

1 Anadolu BIL Vocational School of Higher Education, Computer Programming 
Department, Istanbul Aydin University, Istanbul, Turkey

2 Computer Education and Instructional Technology (CEIT) Department, Near East 
University, Northern Cyprus

References

[1] McGonigal J. Reality is Broken: Why Games Make us Better and How They can Change 
the World. Penguin Publishing Group; 2011

[2] Hamari J, Koivisto J, Sarsa H. Does gamification work? A literature review of empirical 
studies on gamification. In: Proceedings of the 47th Hawaii International Conference on 
System Sciences, Hawaii, USA, January 6-9, 2014

[3] Deterding S, Dixon D, Khaled R, Nacke L. From game design elements to gamefulness: 
Defining gamification. In: Proceedings of the 15th International Academic MindTrek 
Conference: Envisioning Future Media Environments; September 28-30, 2011. Tampere, 
Finland, ACM. 2011. pp. 9-15

[4] Pavlidis GP, Markantonatou S. Playful education and innovative gamified learning 
approaches. In: Handbook of Research on Educational Design and Cloud Computing in 
Modern Classroom Settings. IGI Global; 2018. pp. 321-341

[5] Huotari K, Hamari J. Defining gamification: A service marketing perspective. In: 
Proceedings of the 16th International Academic MindTrek Conference; October 3-5, 
2012; Tampere, Finland, ACM. 2012. pp. 17-22

[6] Zicherman G, Cunningham C. Gamification by Design. Sebastopal, CA: O’Reilly Media; 
2011

[7] Bunchball. Gamification 101. An Introduction to the Use of Game Mechanics to Influence 
Behavior. 2010. http://www.bunchball.com/sites/default/files/downloads/gamifica-
tion101.pdf [Erişim tarihi: 08.10.2014]

[8] Simões J, Redondo RD, Vilas AF. A social gamification framework for a K-6 learning 
platform. Computers in Human Behavior. 2013;29(2):345-353

[9] Gokkaya Z. A new approach in adult education: Gamification. Hasan Ali Yucel Faculty 
of Education Journal. 2014;11(21):81-74

[10] Dijital Oyun Sektörü Raporu. Ankara Kalkınma Ajansı. 2016. Retrieved on January 7, 
2017 from: http://www.ankaraka.org.tr/archive/files/yayinlar/ankaraka-dijital-oyun-
sektoru.pdf

A Review of Research on Gamification Approach in Education
http://dx.doi.org/10.5772/intechopen.74131

67



[11] Dijital Oyunlar Raporu. 2017. Retrieved on January 7, 2017 from: www.guvenliweb.org.
tr/dosya/82MsL.pdf/indir

[12] Yılmaz AE. 2016. Retrieved on January 7, 2017 from: http://www.oyunder.org/tag/
oyunder/

[13] Koçoğlu Y. 2017. Retrieved on January 4, 2017 from: https://www.evrensel.net/haber/ 
324796/turkiyede-30-milyon-kisi-dijital-oyun-oynuyor

[14] Turkish Game Market Report. 2016. Retrieved on January 5, 2016 from: https://www.
gaminginturkey.com/en/turkish-game-market-2016

[15] Herger M. Enterprise Gamification: Engaging People by Letting Them Have Fun: Book 
1-the Basics. CreateSpace Independent Publishing Platform; 2014

[16] Vardarlıer P, İnan K. Gamification model proposal for the improvement of sales person-
nel performance. Journal of Behavior at Work. 2017;2:1

[17] Lumsden J, Edwards EA, Lawrence NS, Coyle D, Munafò MR. Gamification of cogni-
tive assessment and cognitive training: A systematic review of applications and efficacy. 
JMIR Serious Games. 2016 Jul 15;4(2):e11. DOI: 10.2196/games.5888. PMID: 27421244

[18] Primack BA, Carroll MV, McNamara M, Klem ML, King B, Rich M, Chan CW, Nayak S.  
Role of video games in improving health-related outcomes: A systematic review. 
American Journal of Preventive Medicine. 2012 Jun;42:630-638. DOI: 10.1016/j.amepre. 
2012.02.023. PMID: 22608382

[19] Cugelman B. Gamification: What it is and why it matters to digital health behavior 
change developers. JMIR Serious Games. 2013 Dec 12;1(1):e3. DOI: 10.2196/games.3139. 
PMID: 25658754

[20] Deterding S, Sicart M, Nacke L, O’Hara K, Dixon D. Gamification. Using game-design 
elements in non-gaming contexts. In: CHI 11 Ext Abstr Hum Factors Comput Syst. 
New York, NY, USA: ACM; 2011. pp. 2425-2428. DOI: 10.1145/1979742.1979575

[21] Rigby S, Ryan RM. Glued to Games: How Video Games Draw us in and Hold us 
Spellbound. Vol. 186, 2011. pp. 19-20. ISBN-10: 0313362246

[22] King D, Greaves F, Exeter C, Darzi A. “Gamification”: Influencing health behaviours 
with games. Journal of the Royal Society of Medicine. 2013 Mar 1;106(3):76-78. DOI: 
10.1177/0141076813480996. PMID: 23481424

[23] Hawkins GE, Rae B, Nesbitt KV, Brown SD. Gamelike features might not improve data. 
Behavior Research Methods. 2013;45(2):301-318. DOI: 10.3758/S13428-012-0264-3. PMID: 
23055169

[24] McPherson J, Burns NR. Gs invaders: Assessing a computer game-like test of process-
ing speed. Behavior Research Methods. 2007;39:876. https://doi.org/10.3758/BF03192982.
PMID: 18183904

[25] Miranda AT, Palmer EM. Intrinsic motivation and attentional capture from gamelike 
features in a visual search task. Behavior Research Methods. 2014 Mar;46(1):159-172 
23835649

Socialization - A Multidimensional Perspective68

[26] Prins PJM, Dovis S, Ponsioen A, ten Brink E, van der Oord S. Does computerized work-
ing memory training with game elements enhance motivation and training efficacy 
in children with ADHD? Cyberpsychology, Behavior, and Social Networking. 2011 
Mar;14(3):115-122. DOI: 10.1089/cyber.2009.0206. PMID: 20649448

[27] Tong T, Chignell M. Developing a serious game for cognitive assessment: Choosing set-
tings and measuring performance. Proceedings of the Second International Symposium 
Chin CHI. 2014. pp. 70-79. DOI: 10.1145/2592235.2592246

[28] Buckley P, Doyle E. Gamification and student motivation. Interactive Learning Envi-
ronments. 2016;24(6):1162-1175

[29] Looyestyn J, Kernot J, Boshoff K, Ryan J, Edney S, Maher C. Does gamification increase 
engagement with online programs? A systematic review. PLoS One. 2017;12(3):e0173403. 
PMID: 28362821

[30] Brown M, O’Neill N, van Woerden H, Eslambolchilar P, Jones M, John A. Gamification 
and adherence to web-based mental health interventions: A systematic review. JMIR 
Mental Health. 2016;3(3):e39. DOI: 10.2196/mental.5710. PMID: 27558893

[31] Yilmaz M, O’Connor RV. Application of Scrumban and gamification approaches to a 
small scale software development organization [in Turkish]. In: 7th Turkish National 
Software Engineering Conference (UYMS 2013) Workshop on Agile Approaches to 
Software Development (CEYA’13); Izmir, Turkey; September 25-28, 2013

[32] Muntean CI. Raising engagement in e-learning through gamification. In Proceedings of 
6th International Conference on Virtual Learning ICVL, vol. 1. 2011, October

[33] Google. 2016. Retrieved on January 16 from: https://www.google.com/trends/explore#q= 
gamification

[34] Hamari J. Transforming homo economicus into homo ludens: A field experiment on 
gamification in a utilitarian peer-to-peer trading service. Electronic Commerce Research 
and Applications. 2013;12(4):236-245

[35] Baker PMA, Bujak KR, DeMillo R. The evolving university: Disruptive change and insti-
tutional innovation. Procedia Computer Science. 2012;14:330-335

[36] Francia G III, Thornton D, Trifas M, Bowden T. Gamification of information security 
awareness training. In: Emerging Trends in ICT Security. 2013

[37] Gibson D. Game changers for transforming learning environments. Advances in 
Educational Administration. 2012;16:215-235

[38] Lee JJ, Hammer J. Gamification in education: What, how, why bother? Academic 
Exchange Quarterly. 2011;15(2):1-5

[39] Coursera. 2015. Internet: Retrieved on June 18, 2015 from: https://www.coursera.org/
course/gamification

[40] Isteoyun. 2015. Internet: Retrieved on June 15, 2015 from: http://www.bilim.org/
oyunlastirma-gamification-nedir/

A Review of Research on Gamification Approach in Education
http://dx.doi.org/10.5772/intechopen.74131

69



[11] Dijital Oyunlar Raporu. 2017. Retrieved on January 7, 2017 from: www.guvenliweb.org.
tr/dosya/82MsL.pdf/indir

[12] Yılmaz AE. 2016. Retrieved on January 7, 2017 from: http://www.oyunder.org/tag/
oyunder/

[13] Koçoğlu Y. 2017. Retrieved on January 4, 2017 from: https://www.evrensel.net/haber/ 
324796/turkiyede-30-milyon-kisi-dijital-oyun-oynuyor

[14] Turkish Game Market Report. 2016. Retrieved on January 5, 2016 from: https://www.
gaminginturkey.com/en/turkish-game-market-2016

[15] Herger M. Enterprise Gamification: Engaging People by Letting Them Have Fun: Book 
1-the Basics. CreateSpace Independent Publishing Platform; 2014

[16] Vardarlıer P, İnan K. Gamification model proposal for the improvement of sales person-
nel performance. Journal of Behavior at Work. 2017;2:1

[17] Lumsden J, Edwards EA, Lawrence NS, Coyle D, Munafò MR. Gamification of cogni-
tive assessment and cognitive training: A systematic review of applications and efficacy. 
JMIR Serious Games. 2016 Jul 15;4(2):e11. DOI: 10.2196/games.5888. PMID: 27421244

[18] Primack BA, Carroll MV, McNamara M, Klem ML, King B, Rich M, Chan CW, Nayak S.  
Role of video games in improving health-related outcomes: A systematic review. 
American Journal of Preventive Medicine. 2012 Jun;42:630-638. DOI: 10.1016/j.amepre. 
2012.02.023. PMID: 22608382

[19] Cugelman B. Gamification: What it is and why it matters to digital health behavior 
change developers. JMIR Serious Games. 2013 Dec 12;1(1):e3. DOI: 10.2196/games.3139. 
PMID: 25658754

[20] Deterding S, Sicart M, Nacke L, O’Hara K, Dixon D. Gamification. Using game-design 
elements in non-gaming contexts. In: CHI 11 Ext Abstr Hum Factors Comput Syst. 
New York, NY, USA: ACM; 2011. pp. 2425-2428. DOI: 10.1145/1979742.1979575

[21] Rigby S, Ryan RM. Glued to Games: How Video Games Draw us in and Hold us 
Spellbound. Vol. 186, 2011. pp. 19-20. ISBN-10: 0313362246

[22] King D, Greaves F, Exeter C, Darzi A. “Gamification”: Influencing health behaviours 
with games. Journal of the Royal Society of Medicine. 2013 Mar 1;106(3):76-78. DOI: 
10.1177/0141076813480996. PMID: 23481424

[23] Hawkins GE, Rae B, Nesbitt KV, Brown SD. Gamelike features might not improve data. 
Behavior Research Methods. 2013;45(2):301-318. DOI: 10.3758/S13428-012-0264-3. PMID: 
23055169

[24] McPherson J, Burns NR. Gs invaders: Assessing a computer game-like test of process-
ing speed. Behavior Research Methods. 2007;39:876. https://doi.org/10.3758/BF03192982.
PMID: 18183904

[25] Miranda AT, Palmer EM. Intrinsic motivation and attentional capture from gamelike 
features in a visual search task. Behavior Research Methods. 2014 Mar;46(1):159-172 
23835649

Socialization - A Multidimensional Perspective68

[26] Prins PJM, Dovis S, Ponsioen A, ten Brink E, van der Oord S. Does computerized work-
ing memory training with game elements enhance motivation and training efficacy 
in children with ADHD? Cyberpsychology, Behavior, and Social Networking. 2011 
Mar;14(3):115-122. DOI: 10.1089/cyber.2009.0206. PMID: 20649448

[27] Tong T, Chignell M. Developing a serious game for cognitive assessment: Choosing set-
tings and measuring performance. Proceedings of the Second International Symposium 
Chin CHI. 2014. pp. 70-79. DOI: 10.1145/2592235.2592246

[28] Buckley P, Doyle E. Gamification and student motivation. Interactive Learning Envi-
ronments. 2016;24(6):1162-1175

[29] Looyestyn J, Kernot J, Boshoff K, Ryan J, Edney S, Maher C. Does gamification increase 
engagement with online programs? A systematic review. PLoS One. 2017;12(3):e0173403. 
PMID: 28362821

[30] Brown M, O’Neill N, van Woerden H, Eslambolchilar P, Jones M, John A. Gamification 
and adherence to web-based mental health interventions: A systematic review. JMIR 
Mental Health. 2016;3(3):e39. DOI: 10.2196/mental.5710. PMID: 27558893

[31] Yilmaz M, O’Connor RV. Application of Scrumban and gamification approaches to a 
small scale software development organization [in Turkish]. In: 7th Turkish National 
Software Engineering Conference (UYMS 2013) Workshop on Agile Approaches to 
Software Development (CEYA’13); Izmir, Turkey; September 25-28, 2013

[32] Muntean CI. Raising engagement in e-learning through gamification. In Proceedings of 
6th International Conference on Virtual Learning ICVL, vol. 1. 2011, October

[33] Google. 2016. Retrieved on January 16 from: https://www.google.com/trends/explore#q= 
gamification

[34] Hamari J. Transforming homo economicus into homo ludens: A field experiment on 
gamification in a utilitarian peer-to-peer trading service. Electronic Commerce Research 
and Applications. 2013;12(4):236-245

[35] Baker PMA, Bujak KR, DeMillo R. The evolving university: Disruptive change and insti-
tutional innovation. Procedia Computer Science. 2012;14:330-335

[36] Francia G III, Thornton D, Trifas M, Bowden T. Gamification of information security 
awareness training. In: Emerging Trends in ICT Security. 2013

[37] Gibson D. Game changers for transforming learning environments. Advances in 
Educational Administration. 2012;16:215-235

[38] Lee JJ, Hammer J. Gamification in education: What, how, why bother? Academic 
Exchange Quarterly. 2011;15(2):1-5

[39] Coursera. 2015. Internet: Retrieved on June 18, 2015 from: https://www.coursera.org/
course/gamification

[40] Isteoyun. 2015. Internet: Retrieved on June 15, 2015 from: http://www.bilim.org/
oyunlastirma-gamification-nedir/

A Review of Research on Gamification Approach in Education
http://dx.doi.org/10.5772/intechopen.74131

69



[41] Cheong C, Cheong F, Filippou J. Quick quiz: A gamified approach for enhancing learn-
ing. PACIS 2013 kongresinde sunulan bildiri. Pacific Asia Conference on Information 
System. Güney Kore; 2013

[42] Dong T, Dontcheva M, Joseph D, Karahalios K, Newman MW, Ackerman M, Ackerman 
MS. Discovery-based games for learning software. Human Factors in Computing 
Systems. kongresinde sunulan bildiri, SIGCH, Paris, France; 2012

[43] Fitz-Walter Z, Tjondronegoro DW, Wyeth P. Orientation passport: using gamification to 
engage university students. 23rd Australian Computer-Human Interaction Conference 
sunulan bildiri. Canberra: ACM; 2011

[44] Samur Y. Gamifying a hybrid graduate course. Global Learn Conference sunulan bildiri. 
Hagen, Berlin, Germany: Fern Universitat; 2015

[45] Landers RN, Callan RC. Training evaluation in virtual worlds: Development of a model. 
Journal For Virtual Worlds Research. 2012;5(3):1-20. DOI: 10.4101/jvwr.v5i3.6335

[46] Yıldırım A, Şimşek H. Sosyal bilimlerde nitel arastirma yöntemleri. Ankara: Seçkin 
Yayıncılık; 2006

[47] Tavşancıl E, Aslan E. İçerik analizi ve uygulama örnekleri. Epsilon Yayınları: İstanbul; 2001

[48] Cohen L, Manion L, Morrison K. Research Methods in Education. 6th ed. New York, NY: 
Routledge; 2007

[49] Büyüköztürk Ş, Kılıç Çakmak E, Akgün ÖE, Karadeniz Ş, Demirel F. Bilimsel araştırma 
yöntemleri. Ankara: Pegem Akademi; 2016

[50] Moher D, Liberati A, Tetzlaff J, Altman DG, Prisma Group. Preferred reporting items 
for systematic reviews and meta-analyses: The PRISMA statement. PLoS Medicine. 
2009;6(7):e1000097

[51] Google. 2013. Retrieved on June 15, 2015 from: http://www.google.com/trends/: http://
www.google.com/trends/explore?hl=en#q=gamification

[52] Deterding S, Khaled R, Nacke LE, Dixon D. Gamification: Toward a definition. In: CHI 
2011 Gamification Workshop Proceedings; May 7-12, 2011; Vancouver, BC, Canada; 
2011. ACM 978-1-4503-0268-5/11/05

[53] Karatas E. Gamification in education: Research trends. Ahi Evran University Kirsehir 
Faculty of Education Journal (KEFAD). 2014;15(2):315-333

[54] Sanchez E, Ney M, Labat J. Jeux sérieux et pédagogie universitaire: de la conception 
à l’évaluation des apprentissages. Revue internationale des technologies en pédagogie 
universitaire. 2011;2(2):48-57

[55] O’Donovan S. Gamification of the Games Course. Department of Computer Science, 
University of Cape Town; 2012 [Acesso em 17]

[56] Bustard DW, Black MM, Charles T, Moore AA, McKinney MET, Moffett P. GEL: A 
generic tool for gameenhanced learning. In: Proceedings of International Conference on 
Engineering Education; Belfast, UK, iNEER; 2011

Socialization - A Multidimensional Perspective70

[57] Charles D, Charles T, McNeill M, Bustard D, Black M. Game-based feedback for edu-
cational multi-user virtual environments. British Journal of Educational Technology. 
2011;42(4):638-654

[58] Erenli K. The impact of gamification-recommending education scenarios. International 
Journal of Emerging Technologies in Learning (iJET). 2013;8(2013):15-21

[59] Stiegler A, Zimmermann G. Gamification in the development of accessible software. In: 
Stephanidis C, Antona M, editors. Universal Access in Human-Computer Interaction. 
Design and Development Methods for Universal Access. UAHCI 2014. Lecture Notes in 
Computer Science, Vol 8513. Cham: Springer International Publishing; 2014. pp. 171-180

[60] Bozkaya M, Aydın IE, Kumtepe EG. Research trends and issues in educational technol-
ogy: A content analysis of TOJET (2008-2011). Turkish Online Journal of Educational 
Technology-TOJET. 2012;11(2):264-277

[61] Hwang GJ, Wu PH. Advancements and trends in digital game-based learning research: 
A review of publications in selected journals from 2001 to 2010. British Journal of 
Educational Technology. 2012;43(1):E6-E10

[62] Schouten D, Pfab I, Cremers A, van Dijk EMAG, Neerincx M. Gamification for low- 
literates: Findings on motivation, user experience, and study design. In: Miesenberger K, 
Fels D, Archambault D, Penaz P, Zagler W, editors. Proceedings of the 14th International 
Conference on Computers Helping People (ICCHP) with Special Needs. Lecture Notes 
in Computer Science. Vol. 8547. Switzerland: Springer International Publishing; 2014. 
pp. 494-501. DOI: 10.1007/978-3-319-08596-8_77

[63] ClassDojo. Classdojo positive classroom management. 2017. Retrieved on May 20, 2017 
from: https://www.classdojo.com/tr-TR/

[64] Garcia I. Learning a language for free while translating the web. Does duolingo work? 
International Journal of English Linguistics. 2013;3(1)

[65] Kahoot. Kahoot! is one of the world’s fastest growing learning brands. 2017. Retrieved 
January 16, 2017 from: https://getkahoot.com

[66] Burguillo JC. Using game theory and competition-based learning to stimulate student 
motivation and performance. Computers & Education. 2010;55(2):566-575

[67] Huang WH. Evaluating learners’ motivational and cognitive processing in an online 
game-based learning environment. Computers in Human Behavior. 2011;27(2):694-704

[68] Kapp KM. The Gamification of Learning and Instruction: Game-Based Methods and 
Strategies for Training and Education. Sanfrancisco: Pfeiffer printing; 2012

[69] Bellotti F, Berta R, De Gloria A, Lavagnino E, Dagnino FM, Antonaci A, Ott M. A gami-
fied short course for promoting entrepreneurship among ICT engineering students. In: 
2013 IEEE 13th International Conference on Advanced Learning Technologies (ICALT); 
IEEE. 2013, July. pp. 31-32

[70] Sari A, Altun T. Oyunlastirma Yöntemi ile Islenen Bilgisayar Derslerinin Etkililigine 
Yönelik Ögrenci Görüslerinin Incelenmesi 1. Turkish Journal of Computer and Mathe-
matics Education. 2016;7(3):553

A Review of Research on Gamification Approach in Education
http://dx.doi.org/10.5772/intechopen.74131

71



[41] Cheong C, Cheong F, Filippou J. Quick quiz: A gamified approach for enhancing learn-
ing. PACIS 2013 kongresinde sunulan bildiri. Pacific Asia Conference on Information 
System. Güney Kore; 2013

[42] Dong T, Dontcheva M, Joseph D, Karahalios K, Newman MW, Ackerman M, Ackerman 
MS. Discovery-based games for learning software. Human Factors in Computing 
Systems. kongresinde sunulan bildiri, SIGCH, Paris, France; 2012

[43] Fitz-Walter Z, Tjondronegoro DW, Wyeth P. Orientation passport: using gamification to 
engage university students. 23rd Australian Computer-Human Interaction Conference 
sunulan bildiri. Canberra: ACM; 2011

[44] Samur Y. Gamifying a hybrid graduate course. Global Learn Conference sunulan bildiri. 
Hagen, Berlin, Germany: Fern Universitat; 2015

[45] Landers RN, Callan RC. Training evaluation in virtual worlds: Development of a model. 
Journal For Virtual Worlds Research. 2012;5(3):1-20. DOI: 10.4101/jvwr.v5i3.6335

[46] Yıldırım A, Şimşek H. Sosyal bilimlerde nitel arastirma yöntemleri. Ankara: Seçkin 
Yayıncılık; 2006

[47] Tavşancıl E, Aslan E. İçerik analizi ve uygulama örnekleri. Epsilon Yayınları: İstanbul; 2001

[48] Cohen L, Manion L, Morrison K. Research Methods in Education. 6th ed. New York, NY: 
Routledge; 2007

[49] Büyüköztürk Ş, Kılıç Çakmak E, Akgün ÖE, Karadeniz Ş, Demirel F. Bilimsel araştırma 
yöntemleri. Ankara: Pegem Akademi; 2016

[50] Moher D, Liberati A, Tetzlaff J, Altman DG, Prisma Group. Preferred reporting items 
for systematic reviews and meta-analyses: The PRISMA statement. PLoS Medicine. 
2009;6(7):e1000097

[51] Google. 2013. Retrieved on June 15, 2015 from: http://www.google.com/trends/: http://
www.google.com/trends/explore?hl=en#q=gamification

[52] Deterding S, Khaled R, Nacke LE, Dixon D. Gamification: Toward a definition. In: CHI 
2011 Gamification Workshop Proceedings; May 7-12, 2011; Vancouver, BC, Canada; 
2011. ACM 978-1-4503-0268-5/11/05

[53] Karatas E. Gamification in education: Research trends. Ahi Evran University Kirsehir 
Faculty of Education Journal (KEFAD). 2014;15(2):315-333

[54] Sanchez E, Ney M, Labat J. Jeux sérieux et pédagogie universitaire: de la conception 
à l’évaluation des apprentissages. Revue internationale des technologies en pédagogie 
universitaire. 2011;2(2):48-57

[55] O’Donovan S. Gamification of the Games Course. Department of Computer Science, 
University of Cape Town; 2012 [Acesso em 17]

[56] Bustard DW, Black MM, Charles T, Moore AA, McKinney MET, Moffett P. GEL: A 
generic tool for gameenhanced learning. In: Proceedings of International Conference on 
Engineering Education; Belfast, UK, iNEER; 2011

Socialization - A Multidimensional Perspective70

[57] Charles D, Charles T, McNeill M, Bustard D, Black M. Game-based feedback for edu-
cational multi-user virtual environments. British Journal of Educational Technology. 
2011;42(4):638-654

[58] Erenli K. The impact of gamification-recommending education scenarios. International 
Journal of Emerging Technologies in Learning (iJET). 2013;8(2013):15-21

[59] Stiegler A, Zimmermann G. Gamification in the development of accessible software. In: 
Stephanidis C, Antona M, editors. Universal Access in Human-Computer Interaction. 
Design and Development Methods for Universal Access. UAHCI 2014. Lecture Notes in 
Computer Science, Vol 8513. Cham: Springer International Publishing; 2014. pp. 171-180

[60] Bozkaya M, Aydın IE, Kumtepe EG. Research trends and issues in educational technol-
ogy: A content analysis of TOJET (2008-2011). Turkish Online Journal of Educational 
Technology-TOJET. 2012;11(2):264-277

[61] Hwang GJ, Wu PH. Advancements and trends in digital game-based learning research: 
A review of publications in selected journals from 2001 to 2010. British Journal of 
Educational Technology. 2012;43(1):E6-E10

[62] Schouten D, Pfab I, Cremers A, van Dijk EMAG, Neerincx M. Gamification for low- 
literates: Findings on motivation, user experience, and study design. In: Miesenberger K, 
Fels D, Archambault D, Penaz P, Zagler W, editors. Proceedings of the 14th International 
Conference on Computers Helping People (ICCHP) with Special Needs. Lecture Notes 
in Computer Science. Vol. 8547. Switzerland: Springer International Publishing; 2014. 
pp. 494-501. DOI: 10.1007/978-3-319-08596-8_77

[63] ClassDojo. Classdojo positive classroom management. 2017. Retrieved on May 20, 2017 
from: https://www.classdojo.com/tr-TR/

[64] Garcia I. Learning a language for free while translating the web. Does duolingo work? 
International Journal of English Linguistics. 2013;3(1)

[65] Kahoot. Kahoot! is one of the world’s fastest growing learning brands. 2017. Retrieved 
January 16, 2017 from: https://getkahoot.com

[66] Burguillo JC. Using game theory and competition-based learning to stimulate student 
motivation and performance. Computers & Education. 2010;55(2):566-575

[67] Huang WH. Evaluating learners’ motivational and cognitive processing in an online 
game-based learning environment. Computers in Human Behavior. 2011;27(2):694-704

[68] Kapp KM. The Gamification of Learning and Instruction: Game-Based Methods and 
Strategies for Training and Education. Sanfrancisco: Pfeiffer printing; 2012

[69] Bellotti F, Berta R, De Gloria A, Lavagnino E, Dagnino FM, Antonaci A, Ott M. A gami-
fied short course for promoting entrepreneurship among ICT engineering students. In: 
2013 IEEE 13th International Conference on Advanced Learning Technologies (ICALT); 
IEEE. 2013, July. pp. 31-32

[70] Sari A, Altun T. Oyunlastirma Yöntemi ile Islenen Bilgisayar Derslerinin Etkililigine 
Yönelik Ögrenci Görüslerinin Incelenmesi 1. Turkish Journal of Computer and Mathe-
matics Education. 2016;7(3):553

A Review of Research on Gamification Approach in Education
http://dx.doi.org/10.5772/intechopen.74131

71



[71] Guler C, Guler E. Gamification in online learning environments: Using badges. Journal 
of Research in Education and Teaching. 2015;16(3):125-130

[72] Calle-Martínez C, Rodriguez-Arancón P, Arús-Hita J. A scrutiny of the educational value of 
EFL mobile learning applications. Cypriot Journal of Educational Sciences. 2014;9(3):137-146

[73] Huber M, Hilty L. Gamification and sustainable consumption: overcoming the limita-
tions of persuasive technologies. In: Hilty L, Aebischer B, editors. ICT Innovations for 
Sustain-ability. Cham: Springer International Publishing; 2015. pp. 367-385. DOI: https://
doi.org/10.1007/978-3-319-09228-7_22

[74] YOK. 2016. Retrieved on January 16, 2016 from: https://tez.yok.gov.tr/UlusalTezMerkezi/
tezSorguSonucYeni.jsp

Socialization - A Multidimensional Perspective72

Chapter 5

Socialization Processes toward Children and
Adolescents for Developing Empathy, Sympathy and
Prosocial Behaviors

Turhan Şengönül

Additional information is available at the end of the chapter

http://dx.doi.org/10.5772/intechopen.74132

Provisional chapter

Socialization Processes toward Children and
Adolescents for Developing Empathy, Sympathy and
Prosocial Behaviors

Turhan Şengönül

Additional information is available at the end of the chapter

Abstract

This chapter addresses the socialization processes for the development of empathy, sym-
pathy and prosocial behaviors in children and adolescents. Democratic or authoritative
socialization practices contribute to prosocial development. Parental support, warmth and
sensitivity, parental induction and inductive reasoning, parental demandingness and
control have been associated with empathy, sympathy and behavior in children and
adolescents. Parental warmth/responsiveness can develop a secure attachment between
the parent and the child. Securely attached children tend to be responsive to parental
controls and more eager learners and prosocial during the socialization process. Parents
may foster behavior in children by modeling and concerning for the needs of others.
Parents may induce perspective-taking, empathy and sympathy in their children and
adolescents by pointing out the beneficial or harmful consequences of their actions
through inductive reasoning and explanations. Parental inductive reasoning and explana-
tions can lead to empathy-based guilt in them by highlighting consequences of the devi-
ating behavior in the children and adolescents for the victim. Children and adolescents
can attend to and care about parental messages, internalize prosocial values of their
parents, socialize to acquire prosocial behavior when parents behave warmly, respon-
sively and supportively and use inductive reasoning and explanations for their children
and adolescents in socialization practices.

Keywords: parental warmth/responsiveness, inductive reasoning, empathy, sympathy,
prosocial behavior

© 2016 The Author(s). Licensee InTech. This chapter is distributed under the terms of the Creative Commons

Attribution License (http://creativecommons.org/licenses/by/3.0), which permits unrestricted use,

distribution, and eproduction in any medium, provided the original work is properly cited.

DOI: 10.5772/intechopen.74132

© 2018 The Author(s). Licensee IntechOpen. This chapter is distributed under the terms of the Creative
Commons Attribution License (http://creativecommons.org/licenses/by/3.0), which permits unrestricted use,
distribution, and reproduction in any medium, provided the original work is properly cited.



[71] Guler C, Guler E. Gamification in online learning environments: Using badges. Journal 
of Research in Education and Teaching. 2015;16(3):125-130

[72] Calle-Martínez C, Rodriguez-Arancón P, Arús-Hita J. A scrutiny of the educational value of 
EFL mobile learning applications. Cypriot Journal of Educational Sciences. 2014;9(3):137-146

[73] Huber M, Hilty L. Gamification and sustainable consumption: overcoming the limita-
tions of persuasive technologies. In: Hilty L, Aebischer B, editors. ICT Innovations for 
Sustain-ability. Cham: Springer International Publishing; 2015. pp. 367-385. DOI: https://
doi.org/10.1007/978-3-319-09228-7_22

[74] YOK. 2016. Retrieved on January 16, 2016 from: https://tez.yok.gov.tr/UlusalTezMerkezi/
tezSorguSonucYeni.jsp

Socialization - A Multidimensional Perspective72

Chapter 5

Socialization Processes toward Children and
Adolescents for Developing Empathy, Sympathy and
Prosocial Behaviors

Turhan Şengönül

Additional information is available at the end of the chapter

http://dx.doi.org/10.5772/intechopen.74132

Provisional chapter

Socialization Processes toward Children and
Adolescents for Developing Empathy, Sympathy and
Prosocial Behaviors

Turhan Şengönül

Additional information is available at the end of the chapter

Abstract

This chapter addresses the socialization processes for the development of empathy, sym-
pathy and prosocial behaviors in children and adolescents. Democratic or authoritative
socialization practices contribute to prosocial development. Parental support, warmth and
sensitivity, parental induction and inductive reasoning, parental demandingness and
control have been associated with empathy, sympathy and behavior in children and
adolescents. Parental warmth/responsiveness can develop a secure attachment between
the parent and the child. Securely attached children tend to be responsive to parental
controls and more eager learners and prosocial during the socialization process. Parents
may foster behavior in children by modeling and concerning for the needs of others.
Parents may induce perspective-taking, empathy and sympathy in their children and
adolescents by pointing out the beneficial or harmful consequences of their actions
through inductive reasoning and explanations. Parental inductive reasoning and explana-
tions can lead to empathy-based guilt in them by highlighting consequences of the devi-
ating behavior in the children and adolescents for the victim. Children and adolescents
can attend to and care about parental messages, internalize prosocial values of their
parents, socialize to acquire prosocial behavior when parents behave warmly, respon-
sively and supportively and use inductive reasoning and explanations for their children
and adolescents in socialization practices.

Keywords: parental warmth/responsiveness, inductive reasoning, empathy, sympathy,
prosocial behavior

© 2016 The Author(s). Licensee InTech. This chapter is distributed under the terms of the Creative Commons

Attribution License (http://creativecommons.org/licenses/by/3.0), which permits unrestricted use,

distribution, and eproduction in any medium, provided the original work is properly cited.

DOI: 10.5772/intechopen.74132

© 2018 The Author(s). Licensee IntechOpen. This chapter is distributed under the terms of the Creative
Commons Attribution License (http://creativecommons.org/licenses/by/3.0), which permits unrestricted use,
distribution, and reproduction in any medium, provided the original work is properly cited.



1. Introduction

Theorists and researchers have discussed that parents socialize children and adolescents for
the development of empathy, sympathy and prosocial behavior. They contribute to prosocial
development of children and adolescents through definite socialization practices. Democratic
or authoritative parenting includes socialization practices such as parental support, warmth
and sensitivity combined with parental induction and reasoning, demandingness and control
[1, 2]. Support and demandingness or control are identified as two dimensions in parental
behaviors in socialization process [3]. Parental support or warmth and responsiveness are
displayed in interactions with the children in socialization practices and refer to the positive
affection in parent-child relationships [4]. Warmth and responsivity reflect parental support-
ive, affectionate and sensitive attitude and behavior to the needs of the children and entail
approvals and positive emotions and behaviors for the children [5]. Certain socialization
practices have been related to prosocial and moral development [3, 6, 7]. Parental inductions
and parent modeling as well as parental warmth contribute to prosocial development in
children. Parents try to socialize their children to behave in prosocial ways by using inductive
reasoning, particularly by using other-oriented reasoning and focusing on the needs of others
and by eschewing firm control practices, punitive techniques in relations and interactions with
children [8]. Democratic or authoritative parents can perform socialization practices such as
explaining rules to the children, reasoning with the children, listening to the needs of the
children, considering their arguments, respecting differences in opinions and finding solutions
that take into consideration the wishes of the children, showing interest and participating in
activities and experiences of the children. These parents not only accept and love their children
but also exert the necessary hierarchical control or authority [9]. Parents give direct messages
about positive and negative consequence of particular behaviors for their children by verbal
reasoning through inductions [10]. Parental inductions that include a supportive parenting
practice provide explanations to help children understand the positive or negative conse-
quences of their actions [11]. Parents use inductions and encourage or model prosocial behav-
iors and give explanations for expected prosocial behaviors from their children [1]. Children
can be more receptive to socialization practices to foster concern for others when parents
model other-oriented behavior and elicit or encourage affection and connectedness toward
their children [8]. Theorists and researchers have argued empathy because it is a motivating
component of prosocial behaviors. Empathy is defined as an affective response that stems from
understanding emotional state or condition of another by identifying what the other person is
feeling or by feeling similar to what the other person is feeling. It implies eliciting an emotional
reaction that is highly similar to affective state or condition of another person [12, 13]. Empathy
refers to perceiving, imagining and inferring affective state or condition of another [14].
A person empathizes with him when he/she perceives or imagines affect of the other person
[15]. Empathy implies the ability to understand and respond to the unique emotional experi-
ences of another individual [16]. An individual empathize with others when an individual
observes or imagines affective state of another person and feels the isomorphic affective state
of the other person and he/she knows that affective state of the other person is the source of
his/her own affective state [17]. Researchers have asserted that an individual try to understand
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the emotions and behaviors of others by activating neural representations corresponding to
those states. A representation of that state is activated automatically in this person when he/
she observes or imagines another person in a neuroscientific model of empathy [18]. Shared
neural representations play an important role in understanding cognitive states of the other
people and provide capacity to simulate their corresponding affective or cognitive states [19].
Vicariously feeling pain awakes the neural network in a person that is activated when he/she
experiences pain in his/herself [17]. Empathy indicates similarity between the experienced
feelings of an individual and feelings expressed by other individuals. It includes an emotional
response to another person that requires sharing emotional state of the person and a cognitive
ability to take the perspective of the other person and observing mechanisms that catch the
origins of the experienced feelings in self and other. Empathy indicates the capacity to feel or
imagine vicariously cognitive or emotional experience of another person and it includes both
affective and cognitive components. Cognitive empathy requires using information retained in
mind or memory. It refers to perspective-taking and the capacity to cognitively understand
internal situations and cognitions of other persons. Cognitive empathy refers to the ability to
accurately imagine experience of another and assume the perspective of a person through
mind or perspective-taking theory. It is described through a person representing the internal
mental state of another individual as cognitive empathy to theory of mind. Cognitive empathy
requires an ability to effectively recognize emotions of another and to deeply understand a
distressing situation [15, 16]. The cognitive ability to correctly perceive internal state of another
person is referred to as empathic accuracy [20], empathy, emotional contagion or affective
resonance with feeling as another person feels [21]. Affective empathy implies the ability to
vicariously feel the emotional experience of the other people while cognitive empathy refers to
comprehending experience of the other people. It means the ability to be responsive to and
vicariously experience the feelings of other individuals. Affective empathy refers to appropri-
ately responding to emotions of the other persons and indicates emotional contagion and the
ability to catch feelings from observed affective situations of the other persons. Affective
empathy refers to an individual attempt to understand their emotional show such as body
movements and facial and vocal expressions of another person [22]. It entails individual
vicariously experiencing of the emotional state of others and experiencing a vicarious emo-
tional response to emotions expressed by others [23]. An individual tries to understand cogni-
tive and emotional situation of another person based on auditory, visual and situational cues in
the other person. Affective empathy involves swiftly recognizing emotions in the other person
on the basis of his/her sound states, body gestures and facial expressions. An individual can
respond to situation of the other person and correctly identify with the emotional state of the
other person by feeling and reflecting emotional experience of the other person in self.
Empathic situation of a person may then be stated through verbal or affective expressions or
by exhibiting sympathy and providing comfort or aid to the other person. Empathy is
connected with concepts such as imitating, emotional contagion, compassion and sympathy.
Imitating or emotional contagion precedes empathy that is foremost for sympathy and com-
passion, which can precede prosocial behavior. Imitating and emotional contagion may con-
tribute substantially to an empathic response [17]. Persons can imitate corresponding affective
expressions when they perceive affective facial expressions of the other persons such as smil-
ing or frowning [24]. Imitating enables an individual to understand and share emotions of the

Socialization Processes toward Children and Adolescents for Developing Empathy, Sympathy and Prosocial…
http://dx.doi.org/10.5772/intechopen.74132

75



1. Introduction

Theorists and researchers have discussed that parents socialize children and adolescents for
the development of empathy, sympathy and prosocial behavior. They contribute to prosocial
development of children and adolescents through definite socialization practices. Democratic
or authoritative parenting includes socialization practices such as parental support, warmth
and sensitivity combined with parental induction and reasoning, demandingness and control
[1, 2]. Support and demandingness or control are identified as two dimensions in parental
behaviors in socialization process [3]. Parental support or warmth and responsiveness are
displayed in interactions with the children in socialization practices and refer to the positive
affection in parent-child relationships [4]. Warmth and responsivity reflect parental support-
ive, affectionate and sensitive attitude and behavior to the needs of the children and entail
approvals and positive emotions and behaviors for the children [5]. Certain socialization
practices have been related to prosocial and moral development [3, 6, 7]. Parental inductions
and parent modeling as well as parental warmth contribute to prosocial development in
children. Parents try to socialize their children to behave in prosocial ways by using inductive
reasoning, particularly by using other-oriented reasoning and focusing on the needs of others
and by eschewing firm control practices, punitive techniques in relations and interactions with
children [8]. Democratic or authoritative parents can perform socialization practices such as
explaining rules to the children, reasoning with the children, listening to the needs of the
children, considering their arguments, respecting differences in opinions and finding solutions
that take into consideration the wishes of the children, showing interest and participating in
activities and experiences of the children. These parents not only accept and love their children
but also exert the necessary hierarchical control or authority [9]. Parents give direct messages
about positive and negative consequence of particular behaviors for their children by verbal
reasoning through inductions [10]. Parental inductions that include a supportive parenting
practice provide explanations to help children understand the positive or negative conse-
quences of their actions [11]. Parents use inductions and encourage or model prosocial behav-
iors and give explanations for expected prosocial behaviors from their children [1]. Children
can be more receptive to socialization practices to foster concern for others when parents
model other-oriented behavior and elicit or encourage affection and connectedness toward
their children [8]. Theorists and researchers have argued empathy because it is a motivating
component of prosocial behaviors. Empathy is defined as an affective response that stems from
understanding emotional state or condition of another by identifying what the other person is
feeling or by feeling similar to what the other person is feeling. It implies eliciting an emotional
reaction that is highly similar to affective state or condition of another person [12, 13]. Empathy
refers to perceiving, imagining and inferring affective state or condition of another [14].
A person empathizes with him when he/she perceives or imagines affect of the other person
[15]. Empathy implies the ability to understand and respond to the unique emotional experi-
ences of another individual [16]. An individual empathize with others when an individual
observes or imagines affective state of another person and feels the isomorphic affective state
of the other person and he/she knows that affective state of the other person is the source of
his/her own affective state [17]. Researchers have asserted that an individual try to understand

Socialization - A Multidimensional Perspective74

the emotions and behaviors of others by activating neural representations corresponding to
those states. A representation of that state is activated automatically in this person when he/
she observes or imagines another person in a neuroscientific model of empathy [18]. Shared
neural representations play an important role in understanding cognitive states of the other
people and provide capacity to simulate their corresponding affective or cognitive states [19].
Vicariously feeling pain awakes the neural network in a person that is activated when he/she
experiences pain in his/herself [17]. Empathy indicates similarity between the experienced
feelings of an individual and feelings expressed by other individuals. It includes an emotional
response to another person that requires sharing emotional state of the person and a cognitive
ability to take the perspective of the other person and observing mechanisms that catch the
origins of the experienced feelings in self and other. Empathy indicates the capacity to feel or
imagine vicariously cognitive or emotional experience of another person and it includes both
affective and cognitive components. Cognitive empathy requires using information retained in
mind or memory. It refers to perspective-taking and the capacity to cognitively understand
internal situations and cognitions of other persons. Cognitive empathy refers to the ability to
accurately imagine experience of another and assume the perspective of a person through
mind or perspective-taking theory. It is described through a person representing the internal
mental state of another individual as cognitive empathy to theory of mind. Cognitive empathy
requires an ability to effectively recognize emotions of another and to deeply understand a
distressing situation [15, 16]. The cognitive ability to correctly perceive internal state of another
person is referred to as empathic accuracy [20], empathy, emotional contagion or affective
resonance with feeling as another person feels [21]. Affective empathy implies the ability to
vicariously feel the emotional experience of the other people while cognitive empathy refers to
comprehending experience of the other people. It means the ability to be responsive to and
vicariously experience the feelings of other individuals. Affective empathy refers to appropri-
ately responding to emotions of the other persons and indicates emotional contagion and the
ability to catch feelings from observed affective situations of the other persons. Affective
empathy refers to an individual attempt to understand their emotional show such as body
movements and facial and vocal expressions of another person [22]. It entails individual
vicariously experiencing of the emotional state of others and experiencing a vicarious emo-
tional response to emotions expressed by others [23]. An individual tries to understand cogni-
tive and emotional situation of another person based on auditory, visual and situational cues in
the other person. Affective empathy involves swiftly recognizing emotions in the other person
on the basis of his/her sound states, body gestures and facial expressions. An individual can
respond to situation of the other person and correctly identify with the emotional state of the
other person by feeling and reflecting emotional experience of the other person in self.
Empathic situation of a person may then be stated through verbal or affective expressions or
by exhibiting sympathy and providing comfort or aid to the other person. Empathy is
connected with concepts such as imitating, emotional contagion, compassion and sympathy.
Imitating or emotional contagion precedes empathy that is foremost for sympathy and com-
passion, which can precede prosocial behavior. Imitating and emotional contagion may con-
tribute substantially to an empathic response [17]. Persons can imitate corresponding affective
expressions when they perceive affective facial expressions of the other persons such as smil-
ing or frowning [24]. Imitating enables an individual to understand and share emotions of the

Socialization Processes toward Children and Adolescents for Developing Empathy, Sympathy and Prosocial…
http://dx.doi.org/10.5772/intechopen.74132

75



other [25]. Emotional contagion also implies the inclination to catch emotions of the other
people [26]. Theorists have argued that empathy can lead to sympathy that means concern or
sorrow for another based on perceiving and understanding their emotional state by orienting
and focusing on the others. Sympathy is defined as emotional response that is oriented to
another based on the understanding of negative emotional state of another. It involves feelings
of concern and the desire to alleviate the negative emotions experienced by the others in
distress [27]. Sympathy results in a motivation to relieve the negative emotions experienced
by the other person in distress [28, 29]. A person can behave in prosocial or altruistic ways and
help the other person by a desire to alleviate the negative arousal by feeling the other
experiencing negative emotions in distress [21]. Sympathy and internalized norms/principles
are seen as the two primary motives for altruistic actions [1]. Empathic concern orients others
and involves feeling for the others. Compassion states a dimension of morality that empha-
sizes interpersonal responsibility, ethical behavior and concern for the well-being of others in
distress. Individuals can develop sympathy and understand distressful situations of others by
empathizing others. Sympathy that means compassion feelings for others motivates prosocial
behavior [30, 31]. Sympathy, empathic concern and compassion do not necessarily require
shared feelings, while empathy entails feelings that are in an isomorphic way to feelings of
the other person. Empathizing with a person in distress can lead to a feeling of distress in the
self, whereas sympathizing associated with empathy or feeling compassion for a sad person
may result in compassionate love for the person. When an individual realizes that a person is
jealous of him, he cannot begin feeling jealous himself though he may exhibit sympathy or
compassion for the jealous person [15]. Empathic concern, sympathy and compassion have
sometimes been addressed as synonymous [14]. Empathy has usually been associated with
prosocial and altruistic and other-oriented motivations in order to increase well-being or
welfare of the other person. Although empathy does not necessarily arouse such motivations,
examples of empathy in real-life may leave a prosocial tendency. A tormentor can use empathy
in order to enhance suffering of his victim to operate warfare in sports or business environ-
ments. An individual may think the negative effects of an action for the rival person and
behaves selfishly instead of prosocial, other-oriented behavior as he/she experiences too much
empathy. When a person generally empathizes with other, he/she starts with affect sharing by
understanding with the feelings of the other person and then motivates prosocial, other-
oriented action and engages in helping behavior [17]. Emotions influence prosocial behaviors
in children and youths. Emotions, particularly empathy-related emotions, play an important
role in developing prosocial values, motives and behaviors in socialization processes. Persons
perceive self and other when feeling empathic concern. Children can develop personal distress
or sympathetic distress after they perceive the self-other distinction by feeling empathy for the
others. Empathy motivates altruistic behavior and similar prosocial behavior [21]. Empathy
facilitates caring actions such as sympathizing, helping, sharing, providing physical comfort
that reflect concern for the well-being of others [1]. It characterizes an ideal mechanism that
underlies caring behavior that respond to pain, need or distress of another [21, 32]. Individuals
display sympathy and altruistic responding when they take the view point of another.
Perspective-taking encourages sympathy and the performance of prosocial behavior [33].
Individuals may identify, understand and sympathize with distress or needs of others via
perspective-taking skills [34]. These skills can provide accurately understanding emotional
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reactions of others and develop empathy and sympathy and consequently prosocial behavior
[13].

Theorists and researchers have discussed prosocial behaviors. The prosocial personality is
described as a tendency to feel concern and empathy for other people, a behavior that helps
and benefits them and an approach that think about the rights and welfare of other people.
Individuals can exhibit prosocial personality when they feel empathy and sympathy and have
other-oriented values and cognitions [35]. Prosocial behavior is defined as voluntary action
that intends to help or benefit others in need [13, 36]. Prosocial behavior does not aim at
personal gain or concrete or social rewards or the avoidance of punishment. Internal motives
such as internalized values and moral principles or concern and empathy, sympathy for others
motivate prosocial or altruistic behavior [36, 37]. Prosocial behavior may occur altruistic,
public, anonymous, emotional, dire and compliant prosocial behavior in ways through differ-
ent situations and motivations. People can exhibit public prosocial behavior as helping behav-
ior in the presence of others and carry out anonymous behavior without the knowledge of
others. They display dire prosocial behavior as helping behavior in crisis situations and show
emotional prosocial behavior aimed at comforting another in emotionally evocative situations
[30]. Prosocial tendencies aim to meet the needs of others and promote the well-being of
others. People can prevent another coming to harm and react spontaneously to events they
witness and exhibit reparative behavior after causing some distress to another and respond
compliantly to solicitations for assistance by displaying concern for others. For example,
prosocial behaviors are characterized acts such as a child offering his toy to a crying infant, a
preschooler inviting a peer to play a game, a child comforting a classmate who falls and gets
injured or a teenage volunteering for an organization that delivers meals to the poor [38]. The
diverse motivations may lead to prosocial behaviors. The individuals can behave in prosocial
ways because they expect rewards, social approval, reciprocity, fear repercussions for not
being prosocial or alleviate distress of another [37].

2. Parenting styles in socialization process

Theorists have argued that parenting styles in authoritative, permissive and authoritarian
practices. The permissive parents accept, approve and do not punish impulses, desires and
actions of the children. They exhibit extreme responsiveness to the requests of the children and
rarely try to control them. The authoritarian parents tend strictly to control and punish the
attitudes and behavior of the children. The authoritative parents also try to approach activities
of the children with a rational attitude. The authoritative parents display responsiveness to the
needs of the children and exert control on them. Both authoritative and authoritarian parents
are demanding towards their children. The authoritative parents reason with the children and
offer explanations, while the authoritarian parents expect their children to accept values and
judgments of the parents without questioning [39]. Democratic or authoritative parents who
are warm toward avoid rigidly rejecting and harshly punishing their children. They behave
both flexibly and responsive to desires of children and expect maturity from their children and
control them [1]. Warm and supportive parents interact warmly and affectionately with them
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other [25]. Emotional contagion also implies the inclination to catch emotions of the other
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the other person. Empathizing with a person in distress can lead to a feeling of distress in the
self, whereas sympathizing associated with empathy or feeling compassion for a sad person
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reactions of others and develop empathy and sympathy and consequently prosocial behavior
[13].
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ent situations and motivations. People can exhibit public prosocial behavior as helping behav-
ior in the presence of others and carry out anonymous behavior without the knowledge of
others. They display dire prosocial behavior as helping behavior in crisis situations and show
emotional prosocial behavior aimed at comforting another in emotionally evocative situations
[30]. Prosocial tendencies aim to meet the needs of others and promote the well-being of
others. People can prevent another coming to harm and react spontaneously to events they
witness and exhibit reparative behavior after causing some distress to another and respond
compliantly to solicitations for assistance by displaying concern for others. For example,
prosocial behaviors are characterized acts such as a child offering his toy to a crying infant, a
preschooler inviting a peer to play a game, a child comforting a classmate who falls and gets
injured or a teenage volunteering for an organization that delivers meals to the poor [38]. The
diverse motivations may lead to prosocial behaviors. The individuals can behave in prosocial
ways because they expect rewards, social approval, reciprocity, fear repercussions for not
being prosocial or alleviate distress of another [37].

2. Parenting styles in socialization process

Theorists have argued that parenting styles in authoritative, permissive and authoritarian
practices. The permissive parents accept, approve and do not punish impulses, desires and
actions of the children. They exhibit extreme responsiveness to the requests of the children and
rarely try to control them. The authoritarian parents tend strictly to control and punish the
attitudes and behavior of the children. The authoritative parents also try to approach activities
of the children with a rational attitude. The authoritative parents display responsiveness to the
needs of the children and exert control on them. Both authoritative and authoritarian parents
are demanding towards their children. The authoritative parents reason with the children and
offer explanations, while the authoritarian parents expect their children to accept values and
judgments of the parents without questioning [39]. Democratic or authoritative parents who
are warm toward avoid rigidly rejecting and harshly punishing their children. They behave
both flexibly and responsive to desires of children and expect maturity from their children and
control them [1]. Warm and supportive parents interact warmly and affectionately with them
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by often smiling at, praising and encouraging their children. They avoid criticizing, punishing
and disapproving children and provide more praise than criticism. Parents who are rated high
on warmth tend to be responsive to the needs and desires of their children and deeply commit
to welfare of their children. They spend more time and enjoy shared activities with their
children. Warm parents exhibit more active concern, involvement and affection, caretaking
and playful joking behavior toward their children. Accepting parents nurture, support and
love their children [40, 41]. Parents exhibit responsiveness and attune to the needs of their
children and serve as a secure base when children experience discomfort or stress [42]. Barnett
[43] has suggested that parental warmth is a criterion for socialization regarding empathy.
Parents can empathize with their children when they satisfy own emotional needs of the
children and encourage the children to experience and express broadly their emotions and
provides opportunities for the children to observe and interact with others and impede exces-
sive self-concern. Parental warmth provides an optimal environment for socialization because
children may attend to and care about more pleasing their parents when the relationships
generally are supportive [44]. Parental warmth/responsiveness can develop a secure attach-
ment between the caregiver and the child. Support leads to children feeling secure and mini-
mizing self-concern [45, 46]. Attachment relationships begin to develop when parents are
consistently sensitive to their children’s crises or their needs and they respond consistently,
sensitively and appropriately to distressed children [47]. Securely attached children exhibit
behaviors consistent with a loving, trusting relationship with their parents. They can be upset
by the absence of the parent and be calm by the presence of the parent and feel comfortable
enough to explore their surroundings. Children with secure attachments tend to differentially
attend and orient positively their parents and want to please them. They are familiar with and
reproduce their actions and accord with values, expectations of their parents. Children with
secure attachments tend to be responsive to parental controls and wish to avoid undesired and
deviated behaviors [45]. Children may pay more attention to them, look forward to interacting
with them, feel secure in the relationship and thus be more eager learners during the sociali-
zation process when they seem happy in their relationships with their parents. These tenden-
cies may enhance the effectiveness of parental attempts that encourage and foster empathy,
sympathy and prosocial behaviors [48, 49]. The quality of early attachments fosters sympa-
thetic responding within the parent-child relationships because it plays an important role in
developing connections to others and positive valuing other people’s characteristics [50].
Children who internalize secure relationship qualities engage empathically with others and
prepare to act on behalf of others [51]. Children with secure attachment histories can empa-
thize with the plight of that person when they see someone experiencing distress. These
children with secure attachments who have warm parents might be more prosocial. Parents
may bring up the children who engage with and respond to the needs of others by displaying
sensitivity, giving reliable responses toward their children and relieving them from distress
[38]. Dimensions of parenting styles not only include parental warmth/responsiveness but also
parental demandingness or control in socialization process. Parental demandingness or con-
trol indicates the degree of strictness and behavioral standards expressed by parents for their
children [52]. Parents who engage in authoritative parenting exercise control by combining
with warmth, nurturance, democracy and open parent-child communication [3]. Parents play
a major role in displaying leadership and knowledge, determining rules and providing care by
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exerting their own authority. They accept and respect their children. The rational-authoritative
model balances control with warmth and judicious demands with responsiveness; it rejects the
false polarity between indulgence and tyranny in child-rearing ideology. Authoritative parents
tend to be both more demanding and more responsive, in contrast with authoritarian parents
[53]. Parents set high behavioral standards and monitor their children more closely when they
place strict demands on their children. Demanding parents might rear children who strongly
internalize moral values [54]. These parents set firm controls on their behavior for their
children [55] and apply or justify firm control by rationally explaining consistently enforced
rules [53]. Parents who exhibit authoritative or democratic attitudes and behaviors strongly
demand maturity and listen to viewpoints of their children and even adjust their behavior
accordingly [55]. These parents remain receptive to the views of the children and guide firmly
children for their actions. Authoritative parents communicate friendly and use reasoning and
discuss rationally with their children as tutorial and disciplinary in socialization practices.
They emphasize the rights and responsibilities in children [53]. Democratic parents carry out
socialization practices such as using less coercive methods and explaining rules, offering
reasons for desired behavior, pointing out the hurtful actions of children hold for others,
asking children to perform up to their ability, giving children the opportunity to make their
own decisions and expecting mature behavior and a high level of responsibility [2].

3. Method, data collection technique and research process in the studies
examined

Researchers obtain data via methods such as observing parents and children as they watch
empathy inducing clips, videotaping empathy shows during interactions between parent and
child, parents and children responding to questions that relate to empathy and observing
parents and children engaging with stories meant to produce empathic responses. They collect
data as nonverbal self-report measure as well as verbal reports by observing and interviewing
children and their parents, using measures such as the Authoritative Parenting index [56], the
Home Observation for Measurement of the Environment (the HOME inventory) [57], the
Prosocial Tendencies Measure-Revised (PTM-R; [58]) and Prosocial Reasoning Objective Mea-
sure (PROM; [59]). Participants are asked to rate the degree to which statements that describe
parent-child interactions in their families in order to obtain data concerning warmth/respon-
siveness or strictness/demandingness as components in authoritative parenting style. Parental
warmth and demandingness are described as the Authoritative Parenting index [56] and the
Home Observation for Measurement of the Environment (the HOME inventory) [57]. Parental
warmth is measured via items such as “parent makes the child feel better when something is
wrong,” “parent shows interest in child,” “parent physically expresses affection (e.g., hugging,
kissing, holding)” and “parent shows patience with the child” while demandingness is
assessed by statements such as “parent clearly states rules to be followed,” “parent provides
instructions to the child for appropriate behavior” and “parent has high expectations of child’s
behavior.” The extent of responsiveness is reflected through statements such as “my parents
help me with my school work if there is something I don’t understand.” The extent of strictness
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by often smiling at, praising and encouraging their children. They avoid criticizing, punishing
and disapproving children and provide more praise than criticism. Parents who are rated high
on warmth tend to be responsive to the needs and desires of their children and deeply commit
to welfare of their children. They spend more time and enjoy shared activities with their
children. Warm parents exhibit more active concern, involvement and affection, caretaking
and playful joking behavior toward their children. Accepting parents nurture, support and
love their children [40, 41]. Parents exhibit responsiveness and attune to the needs of their
children and serve as a secure base when children experience discomfort or stress [42]. Barnett
[43] has suggested that parental warmth is a criterion for socialization regarding empathy.
Parents can empathize with their children when they satisfy own emotional needs of the
children and encourage the children to experience and express broadly their emotions and
provides opportunities for the children to observe and interact with others and impede exces-
sive self-concern. Parental warmth provides an optimal environment for socialization because
children may attend to and care about more pleasing their parents when the relationships
generally are supportive [44]. Parental warmth/responsiveness can develop a secure attach-
ment between the caregiver and the child. Support leads to children feeling secure and mini-
mizing self-concern [45, 46]. Attachment relationships begin to develop when parents are
consistently sensitive to their children’s crises or their needs and they respond consistently,
sensitively and appropriately to distressed children [47]. Securely attached children exhibit
behaviors consistent with a loving, trusting relationship with their parents. They can be upset
by the absence of the parent and be calm by the presence of the parent and feel comfortable
enough to explore their surroundings. Children with secure attachments tend to differentially
attend and orient positively their parents and want to please them. They are familiar with and
reproduce their actions and accord with values, expectations of their parents. Children with
secure attachments tend to be responsive to parental controls and wish to avoid undesired and
deviated behaviors [45]. Children may pay more attention to them, look forward to interacting
with them, feel secure in the relationship and thus be more eager learners during the sociali-
zation process when they seem happy in their relationships with their parents. These tenden-
cies may enhance the effectiveness of parental attempts that encourage and foster empathy,
sympathy and prosocial behaviors [48, 49]. The quality of early attachments fosters sympa-
thetic responding within the parent-child relationships because it plays an important role in
developing connections to others and positive valuing other people’s characteristics [50].
Children who internalize secure relationship qualities engage empathically with others and
prepare to act on behalf of others [51]. Children with secure attachment histories can empa-
thize with the plight of that person when they see someone experiencing distress. These
children with secure attachments who have warm parents might be more prosocial. Parents
may bring up the children who engage with and respond to the needs of others by displaying
sensitivity, giving reliable responses toward their children and relieving them from distress
[38]. Dimensions of parenting styles not only include parental warmth/responsiveness but also
parental demandingness or control in socialization process. Parental demandingness or con-
trol indicates the degree of strictness and behavioral standards expressed by parents for their
children [52]. Parents who engage in authoritative parenting exercise control by combining
with warmth, nurturance, democracy and open parent-child communication [3]. Parents play
a major role in displaying leadership and knowledge, determining rules and providing care by
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exerting their own authority. They accept and respect their children. The rational-authoritative
model balances control with warmth and judicious demands with responsiveness; it rejects the
false polarity between indulgence and tyranny in child-rearing ideology. Authoritative parents
tend to be both more demanding and more responsive, in contrast with authoritarian parents
[53]. Parents set high behavioral standards and monitor their children more closely when they
place strict demands on their children. Demanding parents might rear children who strongly
internalize moral values [54]. These parents set firm controls on their behavior for their
children [55] and apply or justify firm control by rationally explaining consistently enforced
rules [53]. Parents who exhibit authoritative or democratic attitudes and behaviors strongly
demand maturity and listen to viewpoints of their children and even adjust their behavior
accordingly [55]. These parents remain receptive to the views of the children and guide firmly
children for their actions. Authoritative parents communicate friendly and use reasoning and
discuss rationally with their children as tutorial and disciplinary in socialization practices.
They emphasize the rights and responsibilities in children [53]. Democratic parents carry out
socialization practices such as using less coercive methods and explaining rules, offering
reasons for desired behavior, pointing out the hurtful actions of children hold for others,
asking children to perform up to their ability, giving children the opportunity to make their
own decisions and expecting mature behavior and a high level of responsibility [2].

3. Method, data collection technique and research process in the studies
examined

Researchers obtain data via methods such as observing parents and children as they watch
empathy inducing clips, videotaping empathy shows during interactions between parent and
child, parents and children responding to questions that relate to empathy and observing
parents and children engaging with stories meant to produce empathic responses. They collect
data as nonverbal self-report measure as well as verbal reports by observing and interviewing
children and their parents, using measures such as the Authoritative Parenting index [56], the
Home Observation for Measurement of the Environment (the HOME inventory) [57], the
Prosocial Tendencies Measure-Revised (PTM-R; [58]) and Prosocial Reasoning Objective Mea-
sure (PROM; [59]). Participants are asked to rate the degree to which statements that describe
parent-child interactions in their families in order to obtain data concerning warmth/respon-
siveness or strictness/demandingness as components in authoritative parenting style. Parental
warmth and demandingness are described as the Authoritative Parenting index [56] and the
Home Observation for Measurement of the Environment (the HOME inventory) [57]. Parental
warmth is measured via items such as “parent makes the child feel better when something is
wrong,” “parent shows interest in child,” “parent physically expresses affection (e.g., hugging,
kissing, holding)” and “parent shows patience with the child” while demandingness is
assessed by statements such as “parent clearly states rules to be followed,” “parent provides
instructions to the child for appropriate behavior” and “parent has high expectations of child’s
behavior.” The extent of responsiveness is reflected through statements such as “my parents
help me with my school work if there is something I don’t understand.” The extent of strictness
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is also identified by statements such as “my parents really know what I do with my free time.”
Prosocial behaviors are obtained through observing the children at preschool and at the
laboratory, as well as self, parent and friend reports depending on the time point. Researchers
use the Prosocial Tendencies Measure-Revised in order to determine prosocial behaviors of the
participants (PTM-R; [58]). Prosocial behaviors are measured via items such as “You feel that if
you help someone, they should help you in the future,” “You can help others best when people
are watching you,” “It makes you feel good when you can comfort someone who is very
upset,” “You tend to help people who are in a real crisis or need,” “You prefer to donate
money without anyone knowing” and “You never wait to help others when they ask for it.”
Prosocial moral reasoning in participants is assessed by using the Prosocial Reasoning Objec-
tive Measure (PROM; [59]). Prosocial moral reasoning is defined as reasoning about dilemmas
in which one person’s needs, wants or desires conflict with those of another in a context in the
absence of laws, norms, rules, punishment, authorities and formal obligations [60]. Prosocial
Reasoning Objective Measure (PROM); Carlo, Eisenberg, and Knight [59] contains five stories
designed to invoke a conflict between the wants, needs and desires of the protagonist and
those of a needy other. These story dilemmas dealt with (1) getting an injured child’s parents
versus going to a friend’s party, (2) keeping food after a flood versus giving food to others so
that others have some, (3) helping handicapped children strengthen their legs by teaching
them to swim versus practicing for a swimming contest to win prize money, (4) continuing to
play in his or her yard versus trying to stop a bully that is picking on a peer and (5) donating
blood across an extended period of time to a needy other versus missing time at school and
money at work. For example, a story dilemma present to participants: One day Mary was
going to the party of a friend. She saw a girl who had fallen down and hurt her leg. The girl
asked Mary to go to the house of the girl and get her parents so the parents could come and
take her to a doctor. But if Mary did run and get parents of the girl, Mary would be late to the
party and miss the fun and social activities with her friends. After reading each story, partici-
pants are first asked to indicate whether the protagonist (a) should help the needy other, (b)
should not help the needy other or (c) whether they were not sure what the protagonist should
do (the PROM; [59]). Participants are asked to rate the importance of each of the reasoning
items on why the protagonist should or should not help the needy other in the story. The
PROM items are selected on the basis of frequently reported prosocial moral reasoning
responses to the open-ended interview format measure of prosocial moral reasoning. Partici-
pants can use (1) hedonistic reasoning that promotes own needs or desires of one, (2) approval-
oriented reasoning in order to please others, (3) needs-oriented reasoning that focuses primar-
ily on concern for the physical and psychological needs of others, (4) stereotypic reasoning that
base on expected behaviors and (5) internalized reasoning in terms of personal beliefs and
principles. Child-rearing behavior is also assessed using the information obtained from obser-
vations at home and interviews with the parents. For example, in school, the children are
individually told three stories containing conflicts, which the child is asked to solve. The
parents are observed while working together with their children on two puzzles in order to
record the parenting style. Both puzzles are quite difficult for the children to complete alone.
Parents are told to help their children without touching the pieces of the puzzle. Parental
verbal behavior is coded in three categories as support, authoritative control and restrictive
control [2]. Support indicates behaviors that include offering help, active concern, sympathy,
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affection and encouragement with statements such as “It is good.” or “It is difficult, isn’t it?”
Authoritative control refers to behaviors that contain giving explanations or suggestions,
asking questions stimulating the children about a solution with statements such as “Maybe
you should try to find corners first.” or “How should the block at the corner look like?”
Restrictive control describes behaviors that include negative commands, restrictions, explicit
or implicit commands or orders with statements such as “Don’t do that” or “Put it down.”
Following the observation session, the researchers present each parent with 10 hypothetical
child-rearing situations that involve failures to act prosocially such as hurting the children,
teasing the peers or being teased. The parents are then asked to imagine that the main
character of each story is their own child and are asked questions regarding how to deal with
the hypothetical situation. The anticipated strategies are coded in three categories. (1) Support
includes behaviors such as physical affection, praising the children, comforting the children,
accepting offers of the children and showing understanding for behavior of the children with
statements such as “I know it must be difficult for you.” (2) Authoritative control indicates
behaviors such as asking and giving explanations; pointing out their consequences and behav-
iors of the children for others, explanations referring to needs or motives of others; stimulating
the children to take perspective of the other; encouraging the children to solve the problem on
their own, or to think about a solution, or to make a decision; reminding the children of their
own or mutually agreed decisions and pointing out own responsibility of the children for their
behavior, references to social or moral values and norms with statements such as “You must
learn to share with others.” (3) Restrictive control indicates behaviors such as isolating or
ignoring the children, reprimands, disapprovals, reproaches, directives, imperatives, physical
punishment, deprivation of privileges and threats of punishment with statements such as “If
you do it again, I will hit you” [2].

4. Findings and discussions

4.1. Findings and discussions related to socialization processes toward children and
adolescents for developing empathy, sympathy and prosocial behaviors

Researchers have argued that parental inductions and explanations are an important disciplin-
ary practice to attain prosocial behaviors. Parental conversations or inductive reasoning point
to the needs of others, communicate notions regarding moral issues and broaden social per-
spectives in children [61]. Parents socialize their children to attain prosocial behaviors by
highlighting the needs or well-being of others, illuminating their effects and actions of children
on others, explaining why rules are necessary and informing children about norms and prin-
ciples [38]. Parents can promote more prosocial behaviors in children by directly teaching the
children about right and wrong in social relationships and by pointing out the social norms,
rules or expectations and the considerations and their consequences and behaviors of individ-
uals on others through they use inductive reasoning [3, 62]. Parental inductions appeal justice
and legitimate authorities in order to be fair to consequences and behavior of the children for
another or provide moralistic information and non-moralistic information [63]. Children may
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is also identified by statements such as “my parents really know what I do with my free time.”
Prosocial behaviors are obtained through observing the children at preschool and at the
laboratory, as well as self, parent and friend reports depending on the time point. Researchers
use the Prosocial Tendencies Measure-Revised in order to determine prosocial behaviors of the
participants (PTM-R; [58]). Prosocial behaviors are measured via items such as “You feel that if
you help someone, they should help you in the future,” “You can help others best when people
are watching you,” “It makes you feel good when you can comfort someone who is very
upset,” “You tend to help people who are in a real crisis or need,” “You prefer to donate
money without anyone knowing” and “You never wait to help others when they ask for it.”
Prosocial moral reasoning in participants is assessed by using the Prosocial Reasoning Objec-
tive Measure (PROM; [59]). Prosocial moral reasoning is defined as reasoning about dilemmas
in which one person’s needs, wants or desires conflict with those of another in a context in the
absence of laws, norms, rules, punishment, authorities and formal obligations [60]. Prosocial
Reasoning Objective Measure (PROM); Carlo, Eisenberg, and Knight [59] contains five stories
designed to invoke a conflict between the wants, needs and desires of the protagonist and
those of a needy other. These story dilemmas dealt with (1) getting an injured child’s parents
versus going to a friend’s party, (2) keeping food after a flood versus giving food to others so
that others have some, (3) helping handicapped children strengthen their legs by teaching
them to swim versus practicing for a swimming contest to win prize money, (4) continuing to
play in his or her yard versus trying to stop a bully that is picking on a peer and (5) donating
blood across an extended period of time to a needy other versus missing time at school and
money at work. For example, a story dilemma present to participants: One day Mary was
going to the party of a friend. She saw a girl who had fallen down and hurt her leg. The girl
asked Mary to go to the house of the girl and get her parents so the parents could come and
take her to a doctor. But if Mary did run and get parents of the girl, Mary would be late to the
party and miss the fun and social activities with her friends. After reading each story, partici-
pants are first asked to indicate whether the protagonist (a) should help the needy other, (b)
should not help the needy other or (c) whether they were not sure what the protagonist should
do (the PROM; [59]). Participants are asked to rate the importance of each of the reasoning
items on why the protagonist should or should not help the needy other in the story. The
PROM items are selected on the basis of frequently reported prosocial moral reasoning
responses to the open-ended interview format measure of prosocial moral reasoning. Partici-
pants can use (1) hedonistic reasoning that promotes own needs or desires of one, (2) approval-
oriented reasoning in order to please others, (3) needs-oriented reasoning that focuses primar-
ily on concern for the physical and psychological needs of others, (4) stereotypic reasoning that
base on expected behaviors and (5) internalized reasoning in terms of personal beliefs and
principles. Child-rearing behavior is also assessed using the information obtained from obser-
vations at home and interviews with the parents. For example, in school, the children are
individually told three stories containing conflicts, which the child is asked to solve. The
parents are observed while working together with their children on two puzzles in order to
record the parenting style. Both puzzles are quite difficult for the children to complete alone.
Parents are told to help their children without touching the pieces of the puzzle. Parental
verbal behavior is coded in three categories as support, authoritative control and restrictive
control [2]. Support indicates behaviors that include offering help, active concern, sympathy,
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affection and encouragement with statements such as “It is good.” or “It is difficult, isn’t it?”
Authoritative control refers to behaviors that contain giving explanations or suggestions,
asking questions stimulating the children about a solution with statements such as “Maybe
you should try to find corners first.” or “How should the block at the corner look like?”
Restrictive control describes behaviors that include negative commands, restrictions, explicit
or implicit commands or orders with statements such as “Don’t do that” or “Put it down.”
Following the observation session, the researchers present each parent with 10 hypothetical
child-rearing situations that involve failures to act prosocially such as hurting the children,
teasing the peers or being teased. The parents are then asked to imagine that the main
character of each story is their own child and are asked questions regarding how to deal with
the hypothetical situation. The anticipated strategies are coded in three categories. (1) Support
includes behaviors such as physical affection, praising the children, comforting the children,
accepting offers of the children and showing understanding for behavior of the children with
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learn to share with others.” (3) Restrictive control indicates behaviors such as isolating or
ignoring the children, reprimands, disapprovals, reproaches, directives, imperatives, physical
punishment, deprivation of privileges and threats of punishment with statements such as “If
you do it again, I will hit you” [2].

4. Findings and discussions

4.1. Findings and discussions related to socialization processes toward children and
adolescents for developing empathy, sympathy and prosocial behaviors

Researchers have argued that parental inductions and explanations are an important disciplin-
ary practice to attain prosocial behaviors. Parental conversations or inductive reasoning point
to the needs of others, communicate notions regarding moral issues and broaden social per-
spectives in children [61]. Parents socialize their children to attain prosocial behaviors by
highlighting the needs or well-being of others, illuminating their effects and actions of children
on others, explaining why rules are necessary and informing children about norms and prin-
ciples [38]. Parents can promote more prosocial behaviors in children by directly teaching the
children about right and wrong in social relationships and by pointing out the social norms,
rules or expectations and the considerations and their consequences and behaviors of individ-
uals on others through they use inductive reasoning [3, 62]. Parental inductions appeal justice
and legitimate authorities in order to be fair to consequences and behavior of the children for
another or provide moralistic information and non-moralistic information [63]. Children may
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increase their understanding of their own agency, responsibility to avoid harm and ability to
make reparations because inductions clarify cause-and-effect relations such as the adverse
effects of hurtful actions and because inductions can lead to emphasizing the needs of other
persons serve to clarify understanding of children about situations of others when it gives
necessary support for children to attain ability to identify distress of others [38]. Researchers
asserted that inductive reasoning and explanations induce an optimal arousing level for
learning prosocial behaviors. Other-oriented inductive reasoning techniques point out their
effects and behaviors of the children on others by giving explanations such as “if you push
him, he’ll fall and cry,” “don’t yell at him, he was only trying to help” or “he feels bad because
he was proud of his tower and you knocked it down” ([64], p. 247). When moderately arousing
children through inductive reasoning and explanations, they orient their parents and do not
feel fear or anger of punishment and more effectively attend to socialization message of the
parents. Children can attend to and process and internalize the information, meaning embed-
ded in inductive statements and messages transmitted by parents because inductive reasoning
can arouse enough to elicit attention and do not produce high anxiety or anger levels in
children [54, 63]. Children over time experience and internalize inductive messages and may
remember the causal link between their actions and consequences for others because they play
an active role in processing the information and in encoding and integrating with information
contained in other inductions and because inductions focus on action of the children and its
consequences. Children can experience emotions of empathy and guilt when they recall the
stored information at later time in a similar situation [63]. Parental inductions encourage
children to think about how their misbehaviors hurt another person in a less coercive atmo-
sphere that does not lead to fear and anger in children [65]. Children experience guilt for their
deviating behaviors that harm to another and feel another’s negative emotion by inductions
focusing children’s attention on consequences of their behavior for others. Parental induction
motivates children to pay attention to harm or distress of the victim. It can help to promote
empathy in the offending children toward a victim or a hurt person. Inductions and explana-
tions may induce empathy-based guilt in the children by specifically highlighting conse-
quences of the deviating behavior in the children for the victim such as a peer or the parent
and by concentrating on the consequences and behavior of the children for the parent or for the
other person. Children evoke an empathic response when they understand themselves are the
cause of that harm or distress. Children empathize with the victim and try repair the harm or
to relieve the distress by experiencing empathic distress and an affectively unpleasant and
cognitive self-blaming or guilt response [66]. The values are internalized through empathy-
based guilt that can lead to a moral emotion. Prosocial motives and behavior especially among
highly empathic adolescents associate with guilt. Feelings of empathy and concern lead to
altruistic motivation and feelings of guilt motivate reparative actions [13, 63, 67]. Parents may
lead to children and adolescents experiencing positive and guilt emotions by using inductive
socialization practices [68, 69]. Children and adolescents can better focus the parental message
and increase accepting the parental message, thereby promote internalizing the values through
they feel a positive and guilt-related response toward inductive reasoning and explanation
[54, 69]. The effectiveness of inductive reasoning and likelihood of internalizing parental
messages depends on children perceiving the messages accurately, that is, understanding the
rules expressed in the message, intentions, investment of the parent in the messages and children
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accepting the messages. Children can perceive and accept the messages accurately when
parental messages are clear, redundant and consistent and comply with developmental levels
of the children, and the messages motivate them and they believe messages. Parents contribute
prosocial development through children’s internalizing parental expectations and societal
values in socialization processes [70]. According to researchers children understand and accept
its use when they perceive inductive discipline as appropriate [54]. Hoffman [63] asserted that
some pressure is sometimes needed to perform an effective induction. It directs the children
toward more self-oriented concerns and away from the consequences of their actions for the
victim because the frequent use of power assertive and love-withdrawal techniques can elicit
anger and fear of punishment or invoke fear of reduction/loss of parental love. Some children
can be more incline to stop, attend and process inductive messages when the messages are
made more salient with the occasional use of power assertion. Adolescents perceive and
evaluate appropriately, favorably induction. When parenting practices are perceived as appro-
priate, adolescents tend to experience positive and guilt-related reactions [69], as children
grow older, guilt-related experiences become more internalized and moral identity [71]. The
adolescents increase the likelihood that they pay attention to, accept and internalize the
parental messages in socialization practices when they favorably evaluated induction as fair
and appropriate [13, 54, 68, 72, 73]. Adolescents may pay particular attention to perceive
discipline techniques when parents express disappointment expectations within the induction
category. Parental socialization practices can be effective for adolescents help to understand
the reflections of their deviating behaviors for others by expressing disappointment. When
adolescents view disappointment as appropriate, this increases their receptivity toward the
parent and motivate the person to engage in the reflective process in socialization process.
Adolescents who receive parental feedbacks favorably may reflect on the disappointment of
parents and feel disappointment in their self for not living up to an ideal personality [74].
Adolescents who perceive messages to the disappointed expectations of their parents as fair
may develop and internalize moral values. They feel guilt over their deviating behaviors that
harm others and appropriate disappointed expectations of their parents. Parental inductions
convey messages toward adolescents to make better behaviors and behave appropriately [75].
Parents contribute adolescents in order to develop a good personality or morality by
expressing disappointment. Researchers found that 10th graders were higher in moral self-
relevance scores than the younger students. Students in early and mid-adolescence began to
use moral principles and qualities to depict and appraise the self [76]. For adolescents who do
experience parental disappointment and who react with positive and guilt emotions or view
these expressions as appropriate or fair, there is a greater likelihood of high morality.
Researchers indicate that this finding relates to the broader positive relationship found
between parental disappointment and prosocial action [46, 67]. Adolescents who received
inductive reasoning and explanations as their primary discipline and those who evaluated
appropriately or fairly inductive reasoning and explanations responded with positive and
guilt-related emotion to this technique in parental socialization practices and felt that generally
accepted by the parent also reported higher morality. Perceiving inductive discipline as favor-
able facilitates the impact of this technique on morality and prosocial values. Evaluating induc-
tion as appropriate or fair and with positive or guilt-related emotion may make adolescents
more receptive to this technique, thereby increasing its effectiveness in value transmission [77].
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harm others and appropriate disappointed expectations of their parents. Parental inductions
convey messages toward adolescents to make better behaviors and behave appropriately [75].
Parents contribute adolescents in order to develop a good personality or morality by
expressing disappointment. Researchers found that 10th graders were higher in moral self-
relevance scores than the younger students. Students in early and mid-adolescence began to
use moral principles and qualities to depict and appraise the self [76]. For adolescents who do
experience parental disappointment and who react with positive and guilt emotions or view
these expressions as appropriate or fair, there is a greater likelihood of high morality.
Researchers indicate that this finding relates to the broader positive relationship found
between parental disappointment and prosocial action [46, 67]. Adolescents who received
inductive reasoning and explanations as their primary discipline and those who evaluated
appropriately or fairly inductive reasoning and explanations responded with positive and
guilt-related emotion to this technique in parental socialization practices and felt that generally
accepted by the parent also reported higher morality. Perceiving inductive discipline as favor-
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Adolescents espoused more values consistent with those socialization practices or authorita-
tive parenting style of their parents when their parents carried out authoritative parenting
style or socialization practices [78]. The authoritative parenting style that entails prominently
using inductions facilitates internalizing values and develops moral identity among adoles-
cents over time [79]. Hoffman asserted that parental warmth is essential for modeling and
inductions to take effect and should use and blend frequent inductions, occasionally power
assertions and more affection in order to socialize children [63]. When parental modeling of
prosocial behaviors was accompanied by parental warmth, children could internalize and
engage in the prosocial behaviors. Modeling or observational learning as well as inductions
or verbal reasoning plays a significant role in developing prosocial behaviors in children.
According to social learning theory, children may learn through observing and imitating the
behaviors they see in others, such as their parents [80]. Most human behavior is learned
through observation or modeling [80]. Children who exposed to models of prosocial behavior
can emulate those acts especially when they see positive consequences for the models they
observe [81]. Parents socialize their children to behave prosocially by providing information
about expected and desirable behaviors and modeling, encouraging prosocial behavior and
pointing out appropriate behavior by constituting an effective environment or atmosphere
that stimulate empathy development [63, 82]. Parents may foster prosocial behaviors in chil-
dren by modeling and concerning for the needs of others through they engage in volunteer
work or care and help the other person in distress. Parents increase the likelihood that the
children will emulate behaviors of their parents by conveying prosocial messages and foster-
ing a connection toward children. Researchers found that children could engage in prosocial
behaviors themselves when they saw their parents engaged in prosocial behaviors such as
philanthropic and volunteering behaviors and doing chores in the home [83]. Parental model-
ing of volunteer behaviors was positively correlated with volunteerism in their children [84,
85]. In a large survey research, adolescents engaged in volunteerism when parents monitored
activities of adolescents. Adolescents who reported that their parents closely monitored their
activities subsequently could exhibit more engagement in volunteer community work [86].
Stukas and his colleagues [87] indicated that students who reported that their parents modeled
helping behaviors could have more altruistic personality and become helpful people in the
future. In another study, mothers had children who could volunteer their time more to aid a
patient child when they were more empathetic and sympathetic. Mothers had daughters who
had prosocial personality than daughters/children of mothers who did not win score as highly
when they had high score in empathy concern [88]. Similarly, mothers with more empathic
children significantly empathized highly with the others. They exhibited more empathy and
understanding for their children and followed more prosocial goals than mothers of children
who won lower score on empathy scales [89]. Supportive parents transmit the desires and
tendencies to take their perspective and to empathize and sympathize with their experiences
and feelings toward their children. Hence, supportive parents themselves take perspective and
empathize and sympathize with children within the parent-child relationships or interactions
and can model empathic capacities for their children [90]. Parental warmth or affection was
linked with prosocial characteristics in children [91]. Children can attend to and care about
parental messages when parents behave warmly and supportively toward their children in
socialization practices. Thereby parental warmth enhances socialization for children [92].
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Children may attend more to their behaviors when their parents are warm. Children who need
to feel the security of a warm, loving relationship attend to the behaviors modeled by their
parents [93]. Parental warmth plays an essential role in prosocial moral development for
children by increasing the positive emotional bond between parents and children that facili-
tated children’s attention to and regarded for messages from their parents about prosocial
behaviors. Children internalize their parents’ values about prosocial behavior when parents
convey warmth to them [63]. Children can more understand and internalize prosocial values
when parents behave warmly, responsively for their children and respond to their prosocial
behaviors that children perceive as appropriate [94]. Warm or accepting parents use authori-
tative parenting or inductive discipline [13, 92]. Theorists and researchers have argued that
this increases the effectiveness of parental inductions and enhances the likelihood that they
attend to, accept and internalize the socialization or inductive messages and values when
parents use inductive discipline by exhibiting warmth toward their children and adolescents
[13, 54, 71]. Inductive messages seemed to be more effective when received by adolescents who
perceived the parents as generally warm and accepting, thereby fostered their morality. When
inductions used in the context of a warm parent-child relationship has been linked to prosocial
behavior and moral values of children and adolescents [13, 92, 95]. Hoffman asserted that
nurturance or warmth fosters the children’s receptivity to parental inductive reasoning and
explanations [96] and hence the effectiveness of the parent’s messages in socialization practices
[54]. Authoritative parenting style or inductive reasoning and explanations entail reciprocal
trust and caring [97]. Thus, parental induction may promote internalization or facilitate moral-
ity to the self via the children generally feels accepted or loved by the parent. The insecure
bond or lack of emotional attachment between the parent and child may hinder transmitting
moral values [98]. Parental feelings toward children and discipline practices of parents predict
prosocial behavior. Children exhibit more prosocial behaviors when parents orient more
positively the affect and discipline toward their children. The more parents direct negatively
the affect and discipline toward their children, the lower prosocial behaviors are displayed by
their children [1]. Supportive parenting style facilitates prosocial behaviors because warm
parenting or socialization practices tend to foster perspective-taking, empathy, emotional
sensitivity and behaviors aimed at helping others [43]. Researchers indicated that parental
affection positively related to empathy in children [5] and that the empathy experienced at a
certain time associated with the desire to help the victim. They found that empathy correlated
with prosocial behavior in the children aged 5–13 years [99]. Components such as parental
warmth, connectedness, reciprocal parent-child positive engagement and happy emotional
climate associated with prosocial tendencies reported by kindergartners [100]. Janssens and
Dekovic [2] found that democratic or authoritative parenting style that includes parental
warmth, support, responsiveness, nurturance with demandingness and induction could
develop prosocial behavior in children. They examined 125 children within aged 6–11 years
and their parents in their homes. Children choose between satisfying their own needs and
needs of others by reasoning concerning prosocial moral dilemmas. Pratt et al. [95] found that
inductions play an effective role in inculcating the morality to the self as children reach and
enter adolescence via they conducted a research on contributions of parenting practices to
prosocial development in adolescents ranged from 13 to 21 years. Parental inductions become
an effective socialization practice to internalize values and foster the morality in adolescents.
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Adolescents adopt values consistent with those of their parents through suggesting an appro-
priation, internalization or value transmission when their parents carry out authoritative
parenting style or inductive reasoning. Warmth and strictness that included the authoritative
socialization practices predicted the similarity of values between adolescents and parents.
Authoritative parents tried to acquire prosocial, moral values and social responsibility in their
ideals for the adolescent by emphasizing values such as good citizen, honest/truthful, trust-
worthy, fair and just, kind and caring, shows integrity. Both parent and peer value emphases
perceived by the adolescent played an important role in relations between parenting style and
own values of adolescents. When parents were seen as more authoritative to emphasize social
responsibility in their ideals for the adolescent, this perceived emphasis by parents could
mediate any relations between parenting style and an adolescent’s focusing more on moral
qualities or endorsing a moral, socially responsible ideal personality for the self [95]. In a study
conducted by Carlo and her colleagues [11] examined the impact of parental inductions on
prosocial behavior in the early adolescent. They determined a sample of 207 Mexican Ameri-
can children and 108 European American fourth and fifth grade elementary school students.
The adolescent participants filled out a questionnaire designed to measure their own prosocial
tendencies. Researchers found that parent inductions were significantly positively related to
prosocial behaviors. Supportive parenting practices containing verbal reasoning enhanced
ability to engage in perspective-taking in children and instilled prosocial values in socializa-
tion process for children. A similar study conducted by Shen and his colleagues [10] also
examined 504 early adolescents, including 106 European Americans, 202 Mexican Americans
and 196 Taiwanese in the fifth or sixth grade. Researchers investigated the influence of induc-
tion or parent socializing behaviors on early adolescent using prosocial moral reasoning that
entailed giving judgments to assist another person in need, in the absence of norms and rules
about helping through perspective-taking and sympathy. Perspective-taking and sympathy of
early adolescents were measured using the perspective-taking and sympathy subscales of the
Davis Interpersonal Reactivity Index [101]. The results of the study indicated that parental
inductions were associated with prosocial moral reasoning in early adolescent children and
predicted prosocial moral reasoning indirectly through the increased perspective-taking and
sympathy of the adolescents as the mediating processes. In their studies, Krevans and Gibbs
[67] revealed that parental induction positively correlated with empathy and prosocial behav-
ior in children. Inductions stimulated prosocial behaviors by emphasizing how parents and
others reacted to behaviors of children through reasoning and explanations. Authoritative
parents could lead to more moral reasoning, moral conscience and prosocial behaviors in
children by using inductive socialization practices that referred to verbal reasoning and expla-
nations. Children and adolescents tended to experience more vicarious empathy and guilt
when their parents used more inductive socialization practices [67]. Parental sensitive behav-
ior was viewed as the important condition for predicting empathy in children. Parents treated
their children with sensitivity and empathy. Mothers exhibited sensitivity by reflecting posi-
tivity and warmth toward children, meeting developmental level of the children, responding
rapidly and accurately to changing marks and successfully negotiating conflictual instants.
Children began to internalize and incorporate the parental messages into their own behavior
toward their parents and others within socialization process. They could behave in empathic
and prosocial ways toward others. Children showed stronger and more affective and prosocial

Socialization - A Multidimensional Perspective86

behaviors for distress of their mothers than the distress of strangers [102]. In their studies,
Zahn-Waxler and Radke-Yarrow [103] indicated that children exhibited prosocial behaviors
such as attending, providing comfort, sharing and helping to other persons in distress by
empathizing with them when their mother, father or caregiver behaved sadly or stress out.
Young children tried to help them in some way when parents looked upset by embracing or
caressing their backs. Children tended to empathize with their parents or caregivers through
they tried to understand the attitudes and facial expressions shown by their parents or care-
givers. Parents helped to socialize preschoolers in order to teach behaviors affecting other
persons. They aimed to develop a concern for other persons in their children via inductions
that explained the consequences of their behaviors to interpersonal dilemmas. Preschoolers
could demonstrate prosocial behaviors in order to respond to other persons in distress when
they are informed about the expected and appropriate behaviors or unexpected and inappro-
priate behaviors that adversely affected others. Children could respond empathetically to the
pain of another more when mothers conveyed socialization messages with strong emotional
overtones such as when you bite me, it hurts and I don’t want to be near you. I am going away
from you until you stop biting me [104]. Kochanska and his colleagues [105] looked at the
relationship between rule-compatible behavior and moral emotions such as empathic distress
and guilt in young children at 33 and 45 months. Mutually responsive orientation directly
affected their moral emotions through mothers behaved sensitively toward infants and
predicted higher empathic distress in toddlers at 22 months and later guilt reactions in chil-
dren at 45 months. Parental responsiveness and shared positive emotions between parent and
children were associated with conscience and empathy development in children. Young chil-
dren could respond more empathically to a person experiencing negative emotions in distress
when they had more responsive parents. The ability to empathize with distress of others was
viewed as an important factor to develop prosocial behaviors in children. Children positively
internalized values and developed early conscience when parents behaved warmly and
responsively in mutual relationships and interactions with children [105]. Moral emotions
and rule-adjusted behavior were associated with the development of the conscience. Children
who felt more guilt when doing wrong and who exhibited empathic distress for the distress
experienced by another could more follow given rules such as cleaning up toys without
supervision [106]. Children who continued their early developments and who were brought
up within warm and responsive relationships and interactions embraced more eagerly values
of their parents and could develop a stronger conscience through shared cooperative relation-
ships. Mutually responsive orientation could develop conscience in children by fostering
enjoyment that they received from interactions with their parents, by promoting committed
compliance and internalization and through parent reduced to use power assertion [105, 107].
Waters and his colleagues [49] also indicated that children who enjoyed their interactions with
their parents developed stronger conscience and behaved by complying with rules and
prosocial values rather than focusing on selfish concern in their moral judgments. They could
behave to continue good feelings by engaging in pretty behaviors. They could act to maintain
good feelings by engaging in good behaviors that stemmed from their own positive emotions.
In their studies, Laible and Thompson [108] found that emotion-laden discourses that children
shared with their caregivers contributed to emotion understanding and fostered early
advances in conscience. Children increased their willingness for accepting parental messages
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Adolescents adopt values consistent with those of their parents through suggesting an appro-
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qualities or endorsing a moral, socially responsible ideal personality for the self [95]. In a study
conducted by Carlo and her colleagues [11] examined the impact of parental inductions on
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could demonstrate prosocial behaviors in order to respond to other persons in distress when
they are informed about the expected and appropriate behaviors or unexpected and inappro-
priate behaviors that adversely affected others. Children could respond empathetically to the
pain of another more when mothers conveyed socialization messages with strong emotional
overtones such as when you bite me, it hurts and I don’t want to be near you. I am going away
from you until you stop biting me [104]. Kochanska and his colleagues [105] looked at the
relationship between rule-compatible behavior and moral emotions such as empathic distress
and guilt in young children at 33 and 45 months. Mutually responsive orientation directly
affected their moral emotions through mothers behaved sensitively toward infants and
predicted higher empathic distress in toddlers at 22 months and later guilt reactions in chil-
dren at 45 months. Parental responsiveness and shared positive emotions between parent and
children were associated with conscience and empathy development in children. Young chil-
dren could respond more empathically to a person experiencing negative emotions in distress
when they had more responsive parents. The ability to empathize with distress of others was
viewed as an important factor to develop prosocial behaviors in children. Children positively
internalized values and developed early conscience when parents behaved warmly and
responsively in mutual relationships and interactions with children [105]. Moral emotions
and rule-adjusted behavior were associated with the development of the conscience. Children
who felt more guilt when doing wrong and who exhibited empathic distress for the distress
experienced by another could more follow given rules such as cleaning up toys without
supervision [106]. Children who continued their early developments and who were brought
up within warm and responsive relationships and interactions embraced more eagerly values
of their parents and could develop a stronger conscience through shared cooperative relation-
ships. Mutually responsive orientation could develop conscience in children by fostering
enjoyment that they received from interactions with their parents, by promoting committed
compliance and internalization and through parent reduced to use power assertion [105, 107].
Waters and his colleagues [49] also indicated that children who enjoyed their interactions with
their parents developed stronger conscience and behaved by complying with rules and
prosocial values rather than focusing on selfish concern in their moral judgments. They could
behave to continue good feelings by engaging in pretty behaviors. They could act to maintain
good feelings by engaging in good behaviors that stemmed from their own positive emotions.
In their studies, Laible and Thompson [108] found that emotion-laden discourses that children
shared with their caregivers contributed to emotion understanding and fostered early
advances in conscience. Children increased their willingness for accepting parental messages
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and values when mother behaved mutually, harmoniously and shared positive affects in
relationships and interactions with children. Mother contributed to his/her early conscience
development that involved acquiring the multiple components such as committed compliance,
behavioral internalization and guilt through mother shared positive affect with the child.
Children could experience guilt, remorse and related reactions to deviating behaviors or
mishap, with committed adaption when mothers referred to needs, feelings or purposes and
social, moral rules and moral assessing statements such as “do not harm others,” “say thank
you,” “good bye” and “this is a nice thing to do” through mother conversed with their 4-year-
old children ([108], p. 1428). Emotion-laden discourses by the mother contributed to early
conscience development in children because it fostered emotional understanding that was
prerequisite for empathy and prosocial behaviors. Children internalized moral values and
standards of their parents when they engaged in conversations about moral issues with their
children [109]. In his study, Feldman [110] revealed that mother-infant synchrony measured at
3 and 9 months in the first year of life was directly correlated with empathy level at 6 years in
childhood and at 13 years in adolescence. He measured time and activities shared by mothers
with their children. Children and adolescents experienced more empathy during their middle
childhood and adolescence when mothers more matched and influenced each other in rela-
tionships and interactions with infants through face-to-face play in their infancy. Parents
matched effects of their infants during interaction and children provided important experi-
ences in these processes. Children could internalize feelings and experiences of the other
persons by imitating emotion-laden expressions and behaviors of the other persons. Children
could feel that another or the parent felt what they felt during interaction on the one hand, they
attained an understanding that affectively motivated behaviors that influenced another person
and promoted the necessary feelings for activating a desire to aid other individuals on the
other hand [111]. In their studies, Hastings and his colleagues [8] pointed out that children
displayed prosocial behaviors more observed, reported by mothers and teachers 2 years later
when mothers behaved in more authoritative ways and were less authoritarian with pre-
schoolers. Mothers brought up children who displayed less empathy and prosocial behavior
2 years later by reflecting disappointment, anger and criticism to preschoolers. Mothers who
experienced or expressed negative affect, anger, disappointment and conflict with their chil-
dren and who displayed authoritarian approaches that practiced strict control, discouraged
the emotion-laden expressions, exercised physical punishment or set prohibitions and repri-
mand had children who won lower score related to guilt such as reparation, apology, confes-
sion, concern about deviating behaviors of other persons and internalized behavior when their
children came from age 5 to age 7 when compared to democratic approaches that used
inductive reasoning and guiding, encouraged independence and supported the open
expressing feelings in socialization processes [8]. Eisenberg and her colleagues examined the
prosocial moral reasoning in elementary school children and adolescents in longitudinal and
cross-sectional studies [32, 34, 62]. In a research, they conducted on Euro-American children
(4- and 5-year-old 40 girls and 34 boys), Eisenberg and her colleagues [112] addressed relation-
ship between moral reasoning, vicarious emotional responding and prosocial behavior. Chil-
dren’s facial reactions for watching the films were videotaped while children watched both a
boy and a girl who leaped from a large tire and who injured themselves and cried in one film
and a different girl and boy who felled from a playground in the another film. Researchers
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found that children exhibited prosocial behavior for both peers and adults by responding
vicariously and emotionally. Children reported their own sad emotions and helped peers in
distress. It has been revealed that preschool children use highly moral reasoning by talking
about self-reported and by demonstrating facial expressions related the vicarious responsive-
ness towards peers and adults. Prosocial behavior toward others of children depends on their
moral reasoning and vicarious emotional reactions. Eisenberg-Berg [113] designed four
prosocial moral dilemmas in order to assess level of prosocial moral reasoning. She observed
and interviewed 125 second, fourth, sixth, ninth, eleventh and twelfth graders and described
their reasoning as hedonistic reasoning, needs-oriented reasoning, approval/stereotyped rea-
soning and self-reflective empathic responding and role-taking. These moral judgment cate-
gories reflected the development of prosocial moral judgment. Preschool and elementary aged
school children reasoned in a hedonistic and self-oriented manner and used prosocial moral
reasoning fewest. Hedonistic reasoning promoted own needs or desires of one. Individual in
needs-oriented reasoning focused primarily on the physical and psychological needs of other
persons. Reasoning in this phase reflected a more developmentally mature type of moral
consideration. It increased while hedonistic reasoning decreased with age. Young children
tended to use hedonistic and needs-oriented prosocial reasoning. Their reasoning started to
reflect concern for approval of others and they reasoned in stereotypic ways such as good, bad
and mean when children reached elementary school age. Approval/stereotyped reasoning in
ways to please others was identified as the next of prosocial moral reasoning. Approval/
stereotyped reasoning was based on images of good and bad persons and maintained the
approval of others. The next stage of prosocial moral reasoning was characterized by self-
reflective empathic responding and role-taking. Youths with advanced cognitive abilities in
adolescence behaved in accord with more self-reflective, empathic and internalized values,
norms and principles in judgments. Prosocial moral reasoning developed with age and
transformed from hedonistic, approval-oriented and needs-oriented forms in early childhood
to relatively more sophisticated stereotyped, empathic and internalized forms in middle child-
hood and adolescence. Elementary school children reasoned at lower levels of prosocial moral
reasoning that was identified more hedonistically, stereotypically or approval-oriented, while
high school students’ reasoning reflected more abstract and empathic moral concerns [62].
Higher level other-oriented and not hedonistic prosocial moral reasoning in preschool, ele-
mentary or high school students was correlated more positively, frequently with costly
prosocial behaviors such as donating or volunteering time after school than with behaviors
low in cost such as helping pick up dropped paper clips [32].

5. Conclusion

Socialization practices such as parental support, warmth and sensitivity combine with parental
inductions and reasoning, demandings and control and contribute to prosocial development in
children and adolescents. Parental support, warmth and sensitivity provide an appropriate
environment for socialization that encourages empathy, sympathy and prosocial behaviors.
Warm and sensitive parents exhibit more active concern, involvement and affection toward
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and values when mother behaved mutually, harmoniously and shared positive affects in
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Children could experience guilt, remorse and related reactions to deviating behaviors or
mishap, with committed adaption when mothers referred to needs, feelings or purposes and
social, moral rules and moral assessing statements such as “do not harm others,” “say thank
you,” “good bye” and “this is a nice thing to do” through mother conversed with their 4-year-
old children ([108], p. 1428). Emotion-laden discourses by the mother contributed to early
conscience development in children because it fostered emotional understanding that was
prerequisite for empathy and prosocial behaviors. Children internalized moral values and
standards of their parents when they engaged in conversations about moral issues with their
children [109]. In his study, Feldman [110] revealed that mother-infant synchrony measured at
3 and 9 months in the first year of life was directly correlated with empathy level at 6 years in
childhood and at 13 years in adolescence. He measured time and activities shared by mothers
with their children. Children and adolescents experienced more empathy during their middle
childhood and adolescence when mothers more matched and influenced each other in rela-
tionships and interactions with infants through face-to-face play in their infancy. Parents
matched effects of their infants during interaction and children provided important experi-
ences in these processes. Children could internalize feelings and experiences of the other
persons by imitating emotion-laden expressions and behaviors of the other persons. Children
could feel that another or the parent felt what they felt during interaction on the one hand, they
attained an understanding that affectively motivated behaviors that influenced another person
and promoted the necessary feelings for activating a desire to aid other individuals on the
other hand [111]. In their studies, Hastings and his colleagues [8] pointed out that children
displayed prosocial behaviors more observed, reported by mothers and teachers 2 years later
when mothers behaved in more authoritative ways and were less authoritarian with pre-
schoolers. Mothers brought up children who displayed less empathy and prosocial behavior
2 years later by reflecting disappointment, anger and criticism to preschoolers. Mothers who
experienced or expressed negative affect, anger, disappointment and conflict with their chil-
dren and who displayed authoritarian approaches that practiced strict control, discouraged
the emotion-laden expressions, exercised physical punishment or set prohibitions and repri-
mand had children who won lower score related to guilt such as reparation, apology, confes-
sion, concern about deviating behaviors of other persons and internalized behavior when their
children came from age 5 to age 7 when compared to democratic approaches that used
inductive reasoning and guiding, encouraged independence and supported the open
expressing feelings in socialization processes [8]. Eisenberg and her colleagues examined the
prosocial moral reasoning in elementary school children and adolescents in longitudinal and
cross-sectional studies [32, 34, 62]. In a research, they conducted on Euro-American children
(4- and 5-year-old 40 girls and 34 boys), Eisenberg and her colleagues [112] addressed relation-
ship between moral reasoning, vicarious emotional responding and prosocial behavior. Chil-
dren’s facial reactions for watching the films were videotaped while children watched both a
boy and a girl who leaped from a large tire and who injured themselves and cried in one film
and a different girl and boy who felled from a playground in the another film. Researchers
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found that children exhibited prosocial behavior for both peers and adults by responding
vicariously and emotionally. Children reported their own sad emotions and helped peers in
distress. It has been revealed that preschool children use highly moral reasoning by talking
about self-reported and by demonstrating facial expressions related the vicarious responsive-
ness towards peers and adults. Prosocial behavior toward others of children depends on their
moral reasoning and vicarious emotional reactions. Eisenberg-Berg [113] designed four
prosocial moral dilemmas in order to assess level of prosocial moral reasoning. She observed
and interviewed 125 second, fourth, sixth, ninth, eleventh and twelfth graders and described
their reasoning as hedonistic reasoning, needs-oriented reasoning, approval/stereotyped rea-
soning and self-reflective empathic responding and role-taking. These moral judgment cate-
gories reflected the development of prosocial moral judgment. Preschool and elementary aged
school children reasoned in a hedonistic and self-oriented manner and used prosocial moral
reasoning fewest. Hedonistic reasoning promoted own needs or desires of one. Individual in
needs-oriented reasoning focused primarily on the physical and psychological needs of other
persons. Reasoning in this phase reflected a more developmentally mature type of moral
consideration. It increased while hedonistic reasoning decreased with age. Young children
tended to use hedonistic and needs-oriented prosocial reasoning. Their reasoning started to
reflect concern for approval of others and they reasoned in stereotypic ways such as good, bad
and mean when children reached elementary school age. Approval/stereotyped reasoning in
ways to please others was identified as the next of prosocial moral reasoning. Approval/
stereotyped reasoning was based on images of good and bad persons and maintained the
approval of others. The next stage of prosocial moral reasoning was characterized by self-
reflective empathic responding and role-taking. Youths with advanced cognitive abilities in
adolescence behaved in accord with more self-reflective, empathic and internalized values,
norms and principles in judgments. Prosocial moral reasoning developed with age and
transformed from hedonistic, approval-oriented and needs-oriented forms in early childhood
to relatively more sophisticated stereotyped, empathic and internalized forms in middle child-
hood and adolescence. Elementary school children reasoned at lower levels of prosocial moral
reasoning that was identified more hedonistically, stereotypically or approval-oriented, while
high school students’ reasoning reflected more abstract and empathic moral concerns [62].
Higher level other-oriented and not hedonistic prosocial moral reasoning in preschool, ele-
mentary or high school students was correlated more positively, frequently with costly
prosocial behaviors such as donating or volunteering time after school than with behaviors
low in cost such as helping pick up dropped paper clips [32].

5. Conclusion

Socialization practices such as parental support, warmth and sensitivity combine with parental
inductions and reasoning, demandings and control and contribute to prosocial development in
children and adolescents. Parental support, warmth and sensitivity provide an appropriate
environment for socialization that encourages empathy, sympathy and prosocial behaviors.
Warm and sensitive parents exhibit more active concern, involvement and affection toward
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their children. They nurture, support, love, approve and praise their children. They spend
more time and enjoy shared activities with their children. Parents foster secure attachment
relationships by satisfying own physical and emotional needs and desires of the children.
Children with secure attachments can be more receptive to efforts to socialize them and they
tend to attend parental messages and accord with values and expectations of their parents.
Induction is viewed as another socialization practice uses for socializing children to behave in
prosocial ways. Parents can foster empathy, sympathy and prosocial behaviors in children by
giving prosocial messages through practices such as transmitting notions regarding moral
issues, focusing children’s attention on positive or negative consequences of their behavior for
others and highlighting the needs or well-being of others. Parents try to socialize their children
in order to attain ability to empathize with the victim or identify distress of others by focusing
children’s attention on consequences of their behavior for others and by specifically highlight-
ing consequences of the transgressing behaviors through inductions. Children can experience
empathy-based guilt when they empathize with the victim. This empathy-based guilt also
plays an important role in internalizing the values and developing prosocial motives and
behaviors such as reparative actions. Parents model their children to exhibit empathy, sympa-
thy and prosocial behavior through parents, take their perspective and sympathize with their
experiences and feelings toward their children. Parentmodeling of prosocial behavior contributes
prosocial development in children.

Author details

Turhan Şengönül

Address all correspondence to: turhan.sengonul@ege.edu.tr

Faculty of Education, Ege University, İzmir, Turkey

References

[1] Eisenberg N, Fabes RA. Prosocial development. In: Eisenberg N, Damon W, editors.
Handbook of Child Psychology. Social, Emotional, and Personality Development. New
York: Wiley; 1998. pp. 701-778

[2] Janssens JMAM, Dekovic M. Child rearing, prosocial moral reasoning, and prosocial
behaviour. lnternational Journal of Behavioral Development. 1997;20:509-527

[3] Maccoby EE, Martin JA. Socialization within the context of the family: Parent-child
interaction. In: Mussen PH, Hetherington EM, editors. Handbook of Child Psychology;.
Socialization, Personality and Social Development. New York: Wiley; 1983. pp. 1-101

[4] Darling N, Steinberg L. Parenting style as context: An integrative model. Psychological
Bulletin. 1993;113:487-496

Socialization - A Multidimensional Perspective90

[5] Zhou Q, Eisenberg N, Losoya SH, Fabes RA, Reiser M, Guthrie IK, Murphy BC, Cum-
berland AJ, Shepard SA. The relations of parental warmth and positive expressiveness to
children’ empathy-related responding and social functioning: A longitudinal study.
Child Development. 2002;73:893-915

[6] Barber BK, Stolz HE, Olsen JA. Parental support, psychological control, and behavioral
control: assessing relevance across time, method, and culture. Monographs of the Soci-
ety for Research in Child Development. 2005;70:7. Serial 276

[7] Baumrind D. Parenting styles and adolescent development. In: Brooks J, Lerner R,
Peterson AC, editors. The Encyclopedia of Adolescence. New York: Garland; 1991. pp.
758-772

[8] Hastings PD, Zahn-Waxler C, Robinson J, Usher B, Bridges D. The development of
concern for others in children with behavior problems. Developmental Psychology.
2000;36:531-546

[9] Foster SL, Robin AL. Parent-adolsencent conflict. In: Mash EJ, Barkley RA, editors.
Childhood Disorders. New York: Guildfron; 1989. pp. 493-528

[10] Shen Y, Carlo G, Knight GP. Relations between parental discipline, empathy-related
traits, and prosocial moral reasoning: a multicultural examination. Journal of Early
Adolescence. 2013;33:994-1021

[11] Carlo G, Knight GP, McGinley M, Hayes R. The roles of parental inductions, moral
emotions, and moral cognitions in prosocial tendencies among Mexican American and
European American early adolescents. Journal of Early Adolescence. 2011;31:757-781

[12] Eisenberg N. Emotion, regulation, and moral development annual review of psychol-
ogy. 2000;51:665-697

[13] Eisenberg N, Fabes RA, Spinrad TL. Prosocial development. In: Damon W, Lerner RM,
Eisenberg N, editors. Handbook of Child Psychology. Social, Emotional, and Personality
Development. New York: Wiley; 2006. pp. 646-718

[14] Batson CD. These things called empathy. In: Decety J, Ickes W, editors. The Social
Neuroscience of Empathy. Cambridge, MA: MIT Press; 2009

[15] de Vignemont F, Singer T. The empathic brain: how, when and why? Trends in Cognitive
Sciences. 2006;10:435-441

[16] Decety J, Jackson PL. The functional architecture of human empathy. Behavioral and
Cognitive Neuroscience Reviews. 2004;3:71-100

[17] Singer T, Lamm C. The social neuroscience of empathy. The Annals of the New York
Academy of Sciences. 2009;1156:81-96

[18] Preston SD, de Waal FBM. Empathy: its ultimate and proximate bases. Behavioral and
Brain Sciences. 2002;25:1-72

[19] Goldman A. The Simulating Mind. New York: Oxford University Press; 2006

Socialization Processes toward Children and Adolescents for Developing Empathy, Sympathy and Prosocial…
http://dx.doi.org/10.5772/intechopen.74132

91



their children. They nurture, support, love, approve and praise their children. They spend
more time and enjoy shared activities with their children. Parents foster secure attachment
relationships by satisfying own physical and emotional needs and desires of the children.
Children with secure attachments can be more receptive to efforts to socialize them and they
tend to attend parental messages and accord with values and expectations of their parents.
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giving prosocial messages through practices such as transmitting notions regarding moral
issues, focusing children’s attention on positive or negative consequences of their behavior for
others and highlighting the needs or well-being of others. Parents try to socialize their children
in order to attain ability to empathize with the victim or identify distress of others by focusing
children’s attention on consequences of their behavior for others and by specifically highlight-
ing consequences of the transgressing behaviors through inductions. Children can experience
empathy-based guilt when they empathize with the victim. This empathy-based guilt also
plays an important role in internalizing the values and developing prosocial motives and
behaviors such as reparative actions. Parents model their children to exhibit empathy, sympa-
thy and prosocial behavior through parents, take their perspective and sympathize with their
experiences and feelings toward their children. Parentmodeling of prosocial behavior contributes
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Abstract

Bullying is a very common, complex and important public health problem among school 
students. Dovigo describes the school as a place where the conflict can emerge among 
relational dynamics and involve students, teachers and families. Through the description 
of an Italian pilot project “Mediamente Bullo,” this chapter examines two tools for pre-
venting bullying: empathy, the ability to share and understand emotional states of others, 
and mediation, useful to cope interpersonal conflicts. Using the mediation tool, students 
can learn that many forms of conflicts, including violence, can be solved by identify-
ing the causes, discussing them and practicing nonviolent methods and behaviors. This 
process helps students to become more aware of positive aspects during the conflict and 
the power that they have in making important and positive choices. In addition, using 
the empathy tool, they can better understand the experience of social exclusion. In fact, 
several studies show that children with higher levels of empathy show less aggressive 
and more prosocial behaviors and they are more able to regulate their emotions. The goal 
of this chapter is to provide a contribution about integrated application of two important 
tools, mediation and empathy, in bullying among school-aged youth for future directions 
and intervention efforts.

Keywords: bullying, empathy, mediation, conflict, prosocial behavior

1. Introduction

“A person is bullied when he or she is exposed, repeatedly and over time, to negative actions 
on the part of one or more other persons, and he or she has difficulty defending himself or 
herself” [1]. This is commonly accepted definition for bullying given by Dan Olweus, editor 
of the Olweus Bullying Prevention Program [2]. Instead, a synthetic and effective definition is 
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that of Sharp and Smith [3] that speaks of “peer abuse,” that is, social relationships between 
friends based on power and control roles. This phenomenon is characterized by aggressive 
behavior repeated over time. Shelley and Swearer [4] underlined that the pioneering contri-
bution of Olweus [5–7] has allowed to define this social problem as a subcategory of inter-
personal aggression characterized by intentionality, repetition and an imbalance of power, 
distinguishing bullying from other forms of violence [8–17]. In detail, its characteristics are 
given as follows:

• Intentionality: Aggressive behavior is guided by the need to overwrite the other to the 
 possibility of creating physical harm.

• Systematicity: Bullying becomes persecutory because it manifests itself systematically at 
every encounter between a victim and a persecutor.

• Asymmetry of power: To be classified as a bullying phenomenon, the victim is unable to 
defend himself or to react or seek help.

Bullying has always existed, but was once considered to be a natural manifestation of aggres-
sion experienced by young people linked to a process of growth and maturity, but today, it 
is known as a real social emergency. Bullying comes from a series of factors, such as culture, 
stereotypes, family, school, social networking, individual characteristics and ways of manag-
ing emotions and conflicts [10, 12, 18].

Offensive action can be exercised in a variety of ways: through the use of the word (offenses, 
teasing, threats) by resorting to physical force and contact (in these cases, it is referred to 
as direct bullying), talking badly about him/her with other comrades (indirect bullying) or 
excluding the victim from the group using social pain caused by social exclusion [20–23]. 
The experience of social exclusion is distressing and can induce people to feel strong nega-
tive feelings. In fact, the emotion more associated with low perceived relational value, com-
promised interpersonal relationship or exclusion experience is called “hurt feelings” [19]. 
Neuroscientists discovered that during the experience of social exclusion, the brain areas 
involved in this interpersonal condition are similar to those of physical pain [20–27], these 
results may explain why people report negative feelings and that they are “hurt” when other 
people devalue or excluded them.

The experience of social exclusion, even more bullying, may cause various emotional, psy-
chological and interpersonal consequences. For example, the victim usually appears as an 
anxious and insecure person who suffers from poor self-esteem and tends to have a nega-
tive self-esteem. These kids at school are usually isolated and have few friends inside the 
 classroom. The passive or submissive victim, in particular, seems incapable and insecure to 
react in the face of insults, has a reactive model of anxious behavior, submissive and associ-
ated with physical weakness, ability to assert themselves [28–31].

Bully is usually characterized by the use of aggression, which in some cases does not only 
address mates, but also parents and teachers. It has an impulsive behavior and deficit of 
empathy for its victims. According to Olweus, at the base of violent behavior, there is no 
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tendency to anxiety or poor self-esteem, on the contrary bully often has a positive image of 
itself [1, 2].

Passive bullies are those who participate in bullying without actively taking part and usually 
take on the role of gregarious, followers or sobers. Each bully is surrounded by at least two 
to three peoples who act as supporters. Bullying causes a series of disease that if they persist 
in time they can turn into dramatic situations as well. In fact, according to some researches 
there is a relationship between bullying and suicidal behaviors [11, 30, 31]. It seems to be 
many factors: the presence of self-reliant behavior during the previous year seems to be 
the most important predictor for the subsequent appearance of suicidal behaviors in all the 
groups of subjects being examined that were involved in bullying episodes (victims, bullies 
and persecutory victims) [11]. In addition, recent research conducted in 168 schools through-
out Europe focused on the study of what appears to be the main predictor of suicidal behav-
ior in adolescents, namely self-injury [12]. All three types of bullying considered (physical, 
verbal, relational) are associated with the appearance of self-reliant behavior, both casual 
and repetitive, and gender effects have not been significant. Research shows that there is a 
relationship between bullying and depression, this relationship does not have a clear direc-
tion, that is, it is still unknown if boys who are bullied are depressed, or if depressed teen-
agers are more likely to be bullied [30]. Summarizing, in the victim, this leads to states of 
anxiety, depression, low self-esteem, school dropouts and suicide in the most serious cases. 
In the bully, there is difficulty in awareness of their behaviors due to lack of sense of guilt 
and empathy.

Bullying represents a social emergency not only to people directly involved (bullies and 
victims) but it is a problem that involves everyone, the whole society. The lack of awareness 
of their own emotions and the consequences of their actions and their inability to handle 
conflict with each other are two key points from which to start preventing. Bullying can be 
fought through the prevention, that is, information and training to prevent the phenom-
enon from arising and spreading, and intervention, that is care and support of all people 
involved [32].

2. How prevalent is bullying?

The bullying has been studied since 1973 by the Norwegian Dan Olweus and since 1991 in 
England by Peter K. Smith. In Italy in 1995, researchers [33–42] started researches about it and 
confirmed the presence of this social problem in different Italian contexts and cultural and 
social backgrounds. Ada Fonzi [33] reported that in Italy 41% of children attending elemen-
tary schools was victims of bullying and compared to those of other European countries, 27% 
in England, 20% in Canada, 15% in Spain, 6% in Finland, respectively.

The Italian National Institute for Statistics (ISTAT), the main supplier of official statistical 
information in Italy, published the latest bullying data [43], just over 50% of 11–17-year-
olds has suffered some episode of offensive, disrespectful and/or violent by other boys or 
girls in the previous 12 months. A 19.8% is a victim of one of the “typical” acts of bullying, 
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that is, it suffers them several times a month. In total, 9.1% acts of bullying are repeated on 
a weekly basis. They behave repeatedly offensive, not respectful and/or violent between 
11-13 years (22.5%) and 14–17 years (17.9%); females (20.9%) and males (18.8%). Among 
school students, high-school students are in the lead (19.4%); followed by the students of 
the professional institutes (18.1%) and those of the technical institutes (16%). The most com-
mon consist of bullying offenses with ugly nicknames, swearing or insults (12.1%), derision 
for their physical appearance and/or how to talk (6.3%), defamation (5.1%), exclusion for 
their own opinions (4.7%), aggression with pusher, kick, kick and punch (3.8%). A 16.9% 
of 11–17-year-olds have been victims of direct bullying, characterized by some relationship 
between the victim and the bully and 10.8% of indirect actions without physical contact. 
Among the girls, the difference between “direct” and “indirect” (16.7 and 14%, respectively) 
is minimal. In contrast, direct male forms (17%) are more than double the indirect (7.7%). 
Olweus [44] found that males acted more physical and direct aggressive bullying, while 
females were more exposed to behaviors of indirect bullying. In this way, he has traced 
the precise profiles of the subjects involved in this phenomenon and their roles within this 
social problem.

3. Empathy

The empathy, ability to share and understand emotional states of others, is defined as the 
process through which an individual understands the emotions of others by generating an 
isomorphic affective state and knowing that the cause of one’s emotional state belong to the 
other person [45–49].

Empathic process does not mean to become like the other (i.e., think like him) but to be with 
the other, trying to fully understand the subjective experience of another person, from his 
point of view without assuming it as his own. Entering into resonance with the emotional 
state of another individual undoubtedly leads to a strong bond for sharing experiences and 
thoughts. Being able to understand the mind and emotional states of our conspecifics is 
fundamental to life, contributes to the success of social relationships because it allows us to 
communicate, understand and predict the behaviors and reactions of others. This ability to 
resonance within others’ feelings allows a better understanding and the ability to promote 
prosocial behaviors [50].

Edith Stein, a student of Husserl, addressed the theme of empathy in a phenomenological 
point of view, trying to outline the characteristics of the human subject from his inter-subjec-
tivity and relationship with other people [51].

According to researchers [45, 46], it is important to distinguish empathy from the theory 
of mind, sympathy or compassion and emotional contagion: (1) emotional contagion: the 
 precursor of empathy cannot be considered as an empathic response as it does not involve 
emotions, but merely physiological responses to the emotional state expressed by another 
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person (i.e., pupil dilation); (2) empathy: the ability to understand/participate in the feelings 
of others; (3) theory of mind: the ability of a person to represent the mental states of others 
including the affective ones; (4) compassion: ability to experience feelings but not necessarily 
the same as being tried by another person.

Summarizing the concept of empathy is considered a multidimensional construct that rep-
resents an emotional aspect composed of two main components: affective empathy, ability to 
experience and share the emotions of others, and a cognitive trait, cognitive empathy, abil-
ity to understand the emotions of others. Both of them can coexist in the empathic process. 
Haviland and Lelwica [52] have showed behavioral evidences during ontogenetic develop-
ment that demonstrated how the affective component of empathy develop before that cogni-
tive, because for adaptive questions can be very important to experience feelings and emotions 
as information about what others feel [52–56].

Researchers [58, 59] described as higher level of affective empathy (i.e., share an emotional 
state) can predict constructive conflict resolution when encountering problems with friends 
and cognitive empathy (i.e., understanding emotional states of others) can predict higher reci-
procity and stability in social relationships with friends. A very interesting aspect is that if it 
is present only cognitive empathy without the affective component can predict higher levels 
of bullying [60]. The lack of empathy can cause the development of problematic interpersonal 
behaviors.

In addition, several studies [5, 60] showed  bullying intervention programs that have incorpo-
rated empathy concept as an essential element, reduce bullying behaviors in the classroom. 
Overall, empathy is important for preventing bullying.

4. Mediation

Dovigo [61] defines the school as a place where conflict can emerge very easily in which many 
social and dynamic relational actors are involved. At the same time, the issues involved in 
school context can be multiple and cover different aspects, such as organizing activities and 
schedules, teaching design, behavior rules, homework, and so on. In this complex social 
system, students undergo the pressures of the most skilled and experienced actors in social 
interaction, and this leads them to experience the feeling of inadequacy, especially for those 
who are less capable of communicating, who manifest this discomfort using inadequate 
behaviors (i.e., marked aggression or liability and self-closure). This aspect is combined with 
a widespread approach in many school contexts that considers the student exclusively as a 
subject that has only needs and not even ideas, emotions, proposals and therefore tends to 
evaluate him pliability to instructions and directions of scholar system rather than its ability 
to find autonomous solutions to problems. In fact, when a conflict arises, the disciplinary 
tool that is often applied is that of sanction in order to bring order back to class without 
giving  students the ability to create shared and discussed rules and dynamics. Instead, the 

I Teach You to Quarrel - Empathy and Mediation: Tools for Preventing Bullying
http://dx.doi.org/10.5772/intechopen.76882

103



that is, it suffers them several times a month. In total, 9.1% acts of bullying are repeated on 
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person (i.e., pupil dilation); (2) empathy: the ability to understand/participate in the feelings 
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including the affective ones; (4) compassion: ability to experience feelings but not necessarily 
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experience and share the emotions of others, and a cognitive trait, cognitive empathy, abil-
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a widespread approach in many school contexts that considers the student exclusively as a 
subject that has only needs and not even ideas, emotions, proposals and therefore tends to 
evaluate him pliability to instructions and directions of scholar system rather than its ability 
to find autonomous solutions to problems. In fact, when a conflict arises, the disciplinary 
tool that is often applied is that of sanction in order to bring order back to class without 
giving  students the ability to create shared and discussed rules and dynamics. Instead, the 
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mediation approach seeks instead to draw attention to the contribution that everyone, start-
ing with students, can create a positive and satisfying atmosphere of cooperation for pro-
moting general health [62]. Mediation is a concrete instrument to manage conflict and to 
avoid escalation. Through mediation litigants can meet themselves in front of a third person, 
impartial about the conflict [56]. Mediator must not judge them, interpret what they tell and 
give them advices: he has to welcome them, make them feel heard and lead them toward 
a solution. Its goal is to restore their communication and he should suggest them what to 
do: only litigants will be able to find the best solution possible [56]. Therefore, mediation is 
the best practice to face the conflict because it cares about relationship and prevents escala-
tion to ruin it. In fact, mediation is increasingly complicated as escalation progresses. In 
conclusion, in mediation path, students can learn that there are many forms to react to the 
conflict, including violence that is certainly the least effective. Identifying the causes of the 
conflict, discussing them and practicing nonviolent dispute resolution methods helps stu-
dents become aware of the positive aspects of the conflict, and above all of the power they 
have in making important and new choices.

Bertoluzzo and Bouquiè [62] described in depth the concept of conflict the various ways in 
which one can handle it. They pointed out that the term conflict is always associated with 
that of resolution because the first aim is to resolve it, but they put the emphasis not on the 
usefulness and effectiveness of the resolution that if forced can lead to other problems but to 
change the prospective and to focus on the emotional aspects such as fears and suffering of 
the person involved in the conflict. Considering aspects such as individual sensitivity, inter-
personal relationship, story, fragility can be useful for effective conflict management. One of 
the typical features of the conflict is the predisposition to grow. In fact, from the moment it 
begins, it naturally tends to convolve all energies and resources in a vortex characterized by 
increasing intensity, this tendency is called escalation [63]. It represents the process by which 
conflicts grow through various stages in severity over time, driven by incompatible point of 
views and goals; it can lead to destructive social and interpersonal dynamics. To describe 
this escalation mechanism, Path Pathfoort [63] used the so-called MN model. According to it, 
in the relationship, one of the two persons assumes superior position (M = higher) while the 
other that of inferiority (m = minor). This can be humiliated and offended and can accumu-
late a lot of tension that will push him/her to assume a superior position over the other. This 
mechanism creates a situation that tends to increase the level of aggression until it reaches a 
point of rupture and often to violent behaviors [62]. Often escalation has already reached such 
a level as to make it difficult, if not impossible, to restore the peaceful situation from which 
it is started. All conflicting dynamics, especially those affecting bullying, are fuelled by the 
inability of the main actors (victims, bullies, and observers) to recognize themselves inside or 
outside these dynamics.

In particular, in bullying events, mediation can represent an efficacy practice to face the con-
flict because it cares about relationship and prevents escalation to aggressive behaviors. In 
conclusion, mediation can represent a tool for preventing bullying.
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5. The relationship between empathy and bullying

Empathy is the ability to understand and experience how another person feels [24–27, 45, 46] 
and bullying as a subtype of aggressive behavior in which an individual or group of individu-
als intentionally attacks, humiliates, and/or excludes a relatively powerless person repeatedly 
and over time [33–37].

During the last 30 years, it has been well established that elevated levels of empathy are 
associated with prosocial behavior [53]. The association between empathy and antisocial 
behavior has been the focus of numerous studies: empathy’s affective component was mea-
sured in several ways, including story presentation, facial and gesture reactions, question-
naires. Eisenberg [59] reviewed these studies and found affective empathy was negatively 
associated with antisocial behavior, especially when it was detected by questionnaires. In 
a more recent study, Joliffe and Farrington [60] studied links between empathy, in both 
her affective and cognitive components and offending: they found a negative association 
between empathy and offending that was stronger for cognitive component. Moreover, 
3 years later, this negative association between empathy and offending was confirmed, 
though it was stronger in studying children and adolescent, and not so obvious in study-
ing younger children. The first study that assesses a direct link between empathy and bul-
lying was by Endresen and Olweus (2001) who found a negative association. After that, a 
number of bullying intervention programs have incorporated empathy as an essential ele-
ment to reduce bullying [60]. For these reasons, we have deepened the concept of bullying 
considering that of mediation and that of empathy strictly associated with the prosocial 
behavior.

6. An Italian example of preventing bullying: the “Mediamente 
Bullo” project

The “Mediamente Bullo” (“average bully”) is a pilot project for preventing bullying. It is 
based on two important theoretical backgrounds:

1. Morgagni’s theoretical approach [64] that highlights and distinguishes the exogenous (so-
cio-economic and cultural context) factors from endogenous (internal conditions). First, 
the social and cultural contexts play a very important role in establishing norms of behav-
ior and also of social cooperation because people who break the social norms of the group 
may be subjected to punishment or normative sanction by other ingroup members [65–67]. 
It has been shown by recent studies that it is transcultural behavior [65–67]. Second, the 
internal condition represents a very important aspect because it considers psychological 
characteristic, such as personality, empathy, ability of problem solving and so on, resourc-
es useful to cope the conflict.
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in the relationship, one of the two persons assumes superior position (M = higher) while the 
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mechanism creates a situation that tends to increase the level of aggression until it reaches a 
point of rupture and often to violent behaviors [62]. Often escalation has already reached such 
a level as to make it difficult, if not impossible, to restore the peaceful situation from which 
it is started. All conflicting dynamics, especially those affecting bullying, are fuelled by the 
inability of the main actors (victims, bullies, and observers) to recognize themselves inside or 
outside these dynamics.

In particular, in bullying events, mediation can represent an efficacy practice to face the con-
flict because it cares about relationship and prevents escalation to aggressive behaviors. In 
conclusion, mediation can represent a tool for preventing bullying.

Socialization - A Multidimensional Perspective104

5. The relationship between empathy and bullying

Empathy is the ability to understand and experience how another person feels [24–27, 45, 46] 
and bullying as a subtype of aggressive behavior in which an individual or group of individu-
als intentionally attacks, humiliates, and/or excludes a relatively powerless person repeatedly 
and over time [33–37].
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behavior has been the focus of numerous studies: empathy’s affective component was mea-
sured in several ways, including story presentation, facial and gesture reactions, question-
naires. Eisenberg [59] reviewed these studies and found affective empathy was negatively 
associated with antisocial behavior, especially when it was detected by questionnaires. In 
a more recent study, Joliffe and Farrington [60] studied links between empathy, in both 
her affective and cognitive components and offending: they found a negative association 
between empathy and offending that was stronger for cognitive component. Moreover, 
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though it was stronger in studying children and adolescent, and not so obvious in study-
ing younger children. The first study that assesses a direct link between empathy and bul-
lying was by Endresen and Olweus (2001) who found a negative association. After that, a 
number of bullying intervention programs have incorporated empathy as an essential ele-
ment to reduce bullying [60]. For these reasons, we have deepened the concept of bullying 
considering that of mediation and that of empathy strictly associated with the prosocial 
behavior.

6. An Italian example of preventing bullying: the “Mediamente 
Bullo” project

The “Mediamente Bullo” (“average bully”) is a pilot project for preventing bullying. It is 
based on two important theoretical backgrounds:

1. Morgagni’s theoretical approach [64] that highlights and distinguishes the exogenous (so-
cio-economic and cultural context) factors from endogenous (internal conditions). First, 
the social and cultural contexts play a very important role in establishing norms of behav-
ior and also of social cooperation because people who break the social norms of the group 
may be subjected to punishment or normative sanction by other ingroup members [65–67]. 
It has been shown by recent studies that it is transcultural behavior [65–67]. Second, the 
internal condition represents a very important aspect because it considers psychological 
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Morgagni [64] considered both of these aspects to be more effective. On the one hand, it 
can create a positive social environment by encouraging the integration of all students and 
avoiding the marginalization that often causes school dropouts, and on the other hand, it 
positively affects personal resources.

2. The concept of mediation, conceptualized as concrete instrument to manage conflict and 
to avoid escalation. Through mediation students can meet themselves in front of a third 
person, mediator, impartial about the conflict (Morineau, 2004; Morineau 2010). Mediator 
must not judge them, interprets the two point of views, that of the two students and what 
they tell and give them advices in order only students to be able to find the best solution 
[56].

In line with these theoretical backgrounds, the “Mediamente Bullo” project is applied in 15 
lower schools, in Piedmont region of Italy. A total of 1100 students were recruited (658 males; 
mean age = 13.6; SD = 0.53). For each of lower school, three classrooms of third-year students 
were involved. Data were collected in 2017.

The aim of this project was to teach the conflict management, in particular for bullying, using 
their own personal energies in order to create positive interpersonal relationships among 
students.

The project also intends to be a response to requests of schools for bullying on three levels:

• Primary prevention: information and awareness raising on the subject.

• Secondary prevention: intervention in contexts where the phenomenon is already born.

• Tertiary prevention or intervention: treatment and care of persons involved in bullying.

This project responds to two needs for bullying, prevention and intervention. In the first 
step, it was possible to form all scholastic actors (students, teachers, parents etc.) about 
this phenomenon and its effect on interpersonal relationships. Then, in a path consisting of 
three meetings for each class, students and teachers have learned and experienced in class 
as resolving conflicts using mediation and empathy processes applying them to classroom 
relationships. During Mediamente Bullo, made up of three meetings that last 2 h, in the class 
there is a trainer (professional mediator) and the teacher who do not play an active role 
usually.

In detail:

6.1. First meeting: conflict

After a brief introduction to the path of project, it worked on the meaning of the word conflict 
and the other words associated with it. In fact, the first meeting is focused on the meaning of 
“conflict”: kids write their ideas, then they match with their bench mate to reach an agree-
ment. In this way, they experience what a conflict is. After that, there is a plenary discussion 
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in which the trainer points out importance of emotional aspects (in particular what role could 
anger have and begins to explain what empathy is). This leads to considerate the conflict not 
necessarily a negative situation but it can become a new possibility to be both winners.

6.2. Second meeting: before the conflict

During the second meeting, the attention is focused on communicational aspects and through 
examples and stories he talks about relationships, prejudices, observation and needs. Then 
he highlights why it is important to know how to communicate their emotions and how 
to change point of view, to understand the other’s emotions. At the end of the meeting, a 
short movie called “The Cookie Thief” is watched and discussed (https://www.youtube.com/ 
watch?v=NK3WYvwbFrQ&t=43s). This meeting focuses on the change point of view about 
each member of classroom group and interpersonal relationships. The aim is to discover and 
better understand more positive qualities of each student belonging to own classroom. The 
ability to know and recognize more positive aspects about others represents a very important 
resource for preventing and better managing the conflict. This meeting can change point of 
view, trying to understand and feel the others, emphatic experience. This also allows for more 
inclusion rather than social exclusion.

6.3. Third meeting: after the conflict

The last meeting is focused on mediation: the trainer presents it as the best conflict manage-
ment tool and argues highlighting emotional aspects and the role of empathy, according to 
previous meetings. In the last part of the meeting, through different role playing, some kids 
can experience himself as a mediator or as a litigant [56]. In particular, this meeting focuses 
on two components. The first is to develop and improve communication skills, learning 
this expertise can have many benefits. For example, it can help better report feelings and 
thoughts experienced or those of other people, and to stay in own emotions to understand 
those of others. Furthermore, it can mean to try not to be judgmental or biased by precon-
ceived ideas or beliefs—instead can help to view situations and responses from the other 
person’s perspective. The second is to represent the different way of reacting to conflicts. 
This meeting considers role playing and discussion of real episodes experienced in own 
classroom.

After the explanation of who is the mediator and his role in a conflict, students improve their 
skills trying to manage example of problematic situation of conflict.

In this meeting, the points are: empathy (to share and understand emotional states of oth-
ers), neutrality (to identify causes, discussing them and practicing nonviolent methods and 
behaviors). It concludes with the graphic representation and explanation of what is and how 
it works, step by step, a mediation.

At the end of the path, all actors involved in this project discover different and new aspect 
about themselves and others. This can represent a possible tool for preventing any form of 
violence, in particular bullying.
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ment. In this way, they experience what a conflict is. After that, there is a plenary discussion 

Socialization - A Multidimensional Perspective106

in which the trainer points out importance of emotional aspects (in particular what role could 
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During the second meeting, the attention is focused on communicational aspects and through 
examples and stories he talks about relationships, prejudices, observation and needs. Then 
he highlights why it is important to know how to communicate their emotions and how 
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better understand more positive qualities of each student belonging to own classroom. The 
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resource for preventing and better managing the conflict. This meeting can change point of 
view, trying to understand and feel the others, emphatic experience. This also allows for more 
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can experience himself as a mediator or as a litigant [56]. In particular, this meeting focuses 
on two components. The first is to develop and improve communication skills, learning 
this expertise can have many benefits. For example, it can help better report feelings and 
thoughts experienced or those of other people, and to stay in own emotions to understand 
those of others. Furthermore, it can mean to try not to be judgmental or biased by precon-
ceived ideas or beliefs—instead can help to view situations and responses from the other 
person’s perspective. The second is to represent the different way of reacting to conflicts. 
This meeting considers role playing and discussion of real episodes experienced in own 
classroom.

After the explanation of who is the mediator and his role in a conflict, students improve their 
skills trying to manage example of problematic situation of conflict.

In this meeting, the points are: empathy (to share and understand emotional states of oth-
ers), neutrality (to identify causes, discussing them and practicing nonviolent methods and 
behaviors). It concludes with the graphic representation and explanation of what is and how 
it works, step by step, a mediation.

At the end of the path, all actors involved in this project discover different and new aspect 
about themselves and others. This can represent a possible tool for preventing any form of 
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To evaluate the effect of the project in each class, the level of bullying, prosocial behavior 
and mediation skills, two questionnaires were assessed before and after the path of three 
meetings.

6.4. Questionnaires

6.4.1. “My Life in School”: bullying and prosocial behavior

For the assessment of score of bullying and prosocial behavior, the questionnaire “My Life 
in School” [68, 69] was used. This questionnaire was originally designed by Arora [65] and 
resumed by Sharp and Smith [8] to implement prevention actions and intervention strategies 
in the school context. It allows you to identify the quality and quantity of bullying and pro-
social behaviors. The questionnaire composed by 39 items, which is related to different four 
indexes: (1) physical bullying (blows, punches, etc.); (2) verbal bullying (threats, offenses, etc.) 
defined as direct modes of bullying and are the most open and visible manifestations of abuse 
against the victim; (3) Indirect bullying, on the other hand, the most hidden and subtle bullying, 
and this is often more difficult to detect, for example, exclusion from the group and students’ 
defamation by other students; (4) prosocial behavior, action, evoked by empathy, intended to 
help others, such as helping, sharing, donating. For rating responses, students were presented 
each item with question: “How often have these things happened to you at school?” Students 
responded using a three-point Likert scale (1 = never, 2 = one time, 3 = more than once).

6.4.2. “You and the conflict”: mediation

For the assessment of mediation skills, the questionnaire “You and the conflict” (Comoglio, 
1998) was used. This questionnaire identifies five scales corresponding to five different types 
of conflict management: (1) Avoidant: avoidance of conflict, renunciation of personal goals and 
relationship with others (e.g., “I do everything to escape the situation”; (2) Aggressive: impos-
ing your solution in order to achieve your personal goals and despise the relationship (e.g., “If 
it’s something I do not give up absolutely”; (3) Compliant: conflict management with gentle 
and friendly ways to avoid going out of an interpersonal relationship (e.g., “I’m reliable and 
courteous in this way I get more and with a lot”); (4) Accommodating: the search for compro-
mise is not trying to pursue neither personal goals nor to preserve the relationship with others 
(e.g., “I am willing to give up something if he too shows the same intention”); (5) Shopkeeper: 
search for comparison both by pursuing one’s own goals and by preserving the relationship 
(for example “I believe that neither one of them has the truth perhaps”). For rating responses, 
students were presented each item with question: “if I have a conflict with someone I act this 
way?” Students responded using a five-point Likert scale (1 = never, 2 = rarely, 3 = a few times, 
4 = frequently, 5 = always).

This pilot project was planned as descriptive and exploratory study. The questionnaire was 
administered to teachers in collaboration with mediators. For statistical analysis, SPSS for 
Windows 22.0 was used. Variables have been presented on the basis of frequency (%) for each 
scales. In order to test the effect of Mediamente Bullo, the Wilcoxon test were used in the data 
analysis to compare all scales of two questionnaires before and after the project. P-value <0.05 
was considered significant.
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6.4.3. Pre-“MediaMente Bullo” project

For the questionnaire “My Life in School”: physical bullying: 80.45% never, 11.2% one time; 
7.63% more than once; verbal bullying: 61.6% never, 11.5% one time; 26.9% more than once; 
indirect bullying: 64.3% never, 12.2% one time; 23.3% more than once; prosocial behavior: 31.5% 
never, 20.4% one time; 48.1% more than once.

For the questionnaire “You and the conflict”: 24.4% avoidant; 8.1% aggressive, 23.2% compliant; 
18.3% accommodating; 23% shopkeeper.

6.4.4. Post-“MediaMente Bullo” project

For the questionnaire “My Life in School” [68, 69]: physical bullying: 82.1% never; 13.2% one 
time; 4.7% more than once; verbal bullying: 80% never, 11.8% one time; 8.2% more than once; 
indirect bullying: 80.9% never, 11.3% one time; 7.8% more than once; prosocial behavior: 16.3% 
never, 23.7% one time; 60% more than once.

For the questionnaire “You and the conflict”: 16.1% avoidant; 4.5% aggressive, 22.3% compliant; 
14.1% accommodating; 43% shopkeeper.

The general index of bullying of the sample is calculated by the average of these scales for 
the three bullying (physical, verbal and indirect) indices. Data analysis shows significant 
differences between before and after the project in bullying, mediation skills and prosocial 
behavior. After the evaluation of scores, distribution data did not follow a normal distribution 
that is, a Gaussian distribution. The main tests for the assessment of normality Kolmogorov–
Smirnov (K-S) was used to investigate it. According to the available literature, nonparametric 
statistical tests were considered. Considering this assumption, we applied the Wilcoxon test. 
We found significant differences between Pre and Post “MediaMente Bullo” project in physical 
bullying (p < .005); verbal bullying (p < .001); indirect bullying (p < .01); prosocial behavior (p < .05); 
avoidant (p < .05); aggressive (p < .05); shopkeeper (p < .001).

Descriptive results of percentages and data analysis indicate significant decrease in bullying 
scales (physical bullying; verbal bullying; indirect bullying) and increase prosocial scores and 
mediation skills after the path of project “MediaMente Bullo.”

These results indicate that this path, in which students have experienced empathy and media-
tion, can contribute to decrease phenomenon of prejudice, bullying, social exclusion for a 
system of inclusion.

7. Discussion

These results indicate that educational approach proposed in this project can represent a new 
cultural paradigm in the educational approach to conflicts because the attention is not on the 
balance that to be re-established after the dispute (resolution of conflict), but the central focus 
becomes the conflict itself and the goal is not to find a solution but possible solutions about it, 
to rediscover the relationship that has deteriorated and then to reach a shared (nonimposed) 
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To evaluate the effect of the project in each class, the level of bullying, prosocial behavior 
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meetings.

6.4. Questionnaires

6.4.1. “My Life in School”: bullying and prosocial behavior
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analysis to compare all scales of two questionnaires before and after the project. P-value <0.05 
was considered significant.
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agreement. In particular, for what concern prosocial behavior and empathy, our results are 
in line with the literature that show how elevated levels of empathy are associated with high 
scores of prosocial behavior  [53]. Several studies confirm these evidences, for example it is 
demonstrated that children with higher levels of empathy show less aggressive and more 
prosocial behaviors and they are more able to regulate their emotion [57, 58]. According to 
this concept, several studies found that empathic response is negatively related to bullying. 
This importance is supported also by a recent functional magnetic resonance imaging (fMRI) 
research. In fact, neuroscientists [70] discovered the role of empathy in social exclusion; social 
exclusion activates similar brain areas of physical pain when this is experienced personally or 
if it is the empathic response to another person’s social exclusion. In line with these scientific 
evidences, empathy is a very important component, important aspect to consider for prevent-
ing bullying. In conclusion, our results confirm that empathy can represent an important role 
in prevention of bullying, increasing the prosocial behavior.

For what concern the mediation aspect, our results are in line with the literature. In fact, dif-
ferent studies describe how the mediation skills improve the conflict resolution, communica-
tion abilities, management techniques [71], coping strategies and resiliency [72]. Mediation 
is important for acquiring the ability to use effective coping strategies to solve problems and 
conflict.

Finally, the most innovative aspect of the present project “Mediamente Bullo” is undoubtedly 
the opening to the theme of mediation in bullying, which can become a step in the future for 
peer mediation, after the formation of junior mediators. The students themselves can start an 
experimental form of mediation, which may be repeated during the following school year. 
This is, more specifically, a form of conflict resolution involving the participation of impartial 
and non-involved students in the dispute as mediators in order to help students who are 
involved in finding peaceful, fair and collaborative solutions.

The purpose of peer mediation is therefore to foster the empowerment of students by help-
ing them to strengthen their skills in successfully managing interpersonal conflicts. Another 
interesting aspect is the feedback received at the end of the project by the students: the greatest 
awareness emerged thanks to this path. We think that it is important also to underline the posi-
tiveness expressed by students during this experience, they reported that most acknowledged 
and methods used were useful in promoting prosocial relationships not only with their peers 
but also with people outside the school context. Some of them have expressed profound reflec-
tions about the value of mediation in social interpersonal interactions; others have expressed 
interesting links between difficult social situations and the possibility of violent behaviors.

In summary, we think that this example project, even with its limitations, can be a method-
ological model for verifying the effectiveness of prevention interventions for the promotion of 
prosocial relationships and the reduction of aggressive behavior among peers.

8. Conclusion

In this chapter, for the first time we examined the phenomenon of bullying, very common, 
complex and important public health problem among school students. Then, we described 
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two tools for preventing bullying. The first tool is represented by the empathy, ability to share 
and understand emotional states of others. This construct helps to better understand the expe-
rience of social exclusion because it allows to change point of view.

Subsequently, we explain the importance of the mediation, useful to cope interpersonal conflicts. 
Using the mediation tool, students can learn that many forms of conflicts, including violence, 
can be solved by identifying the causes, discussing them and practicing nonviolent methods 
and behaviors. This process helps students to become more aware of positive aspects present 
during the conflict and the power that they have in making important, positive and new choices. 
Through the description of an Italian project “Mediamente Bullo,” we examine an example of 
integrated application of this two tools, empathy and mediation. Results demonstrated that both 
of them can decrease level of bullying and thus improve the level of cooperation among students 
The goal of this chapter is to provide a contribution about preventing and intervention to bully-
ing among school-aged youth for future directions and intervention efforts.

“I like to listen. I have learned a great deal from listening carefully. Most people never listen.” - Ernest 
Hemingway.
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Abstract

This chapter aims to describe the central features of some conditions that enable the 
socialization of children and adolescents in Argentina as a possible example of them in 
the Global South, from the perspective of a sociology of the body/emotion. To achieve 
this goal, we propose the following argumentative strategy: (1) first, we will present a 
general approach to a sociology of bodies/emotions that allows us to access the phenom-
enon of socialization in an “oblique” way; (2) we will present general data related to the 
transformation of the educational institution as processes associated to the conditions of 
possibility/obstacle to the connection education-socialization; (3) we present and ana-
lyze data on the status of child poverty in order to render some central features of the 
processes that condition the possibilities from which children and adolescents “become 
part” of society; (4) the same is done regarding the nutritional deficit in Argentina; (5) to 
conclude, the re-constructed scenario is completed by identifying and describing intersti-
tial forms from which maternal “love” is constituted as a platform for the possibility of 
certain axes of socialization in spaces of socio-segregation and expropriation.

Keywords: socialization, poverty, body, emotions, love, Argentina
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sociology. In his opinion, the investigation of the forces, forms, and development of socialization, of co-
operation, of association of individuals, should be the single object of sociology as a special science. This 
definition is substantially equivalent to the conception of sociology as the fundamental social  science. 
By socialization, however. Dr. Simmel apparently means chiefly the formation of social groups and 
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the development of the forms of association. In the following pages, socialization is conceived as the 
development of a social nature or character—a social state of mind—in the individuals who associate. 
Socialization, as thus conceived, is furthermore regarded as an effect of association, and of the formation 
of social groups, and as a cause of the developed forms of association.” [1]

As it is possible to observe in the affirmation of Giddings for more than 120 years, the social-
ization interests to the sociology since it are one of the axes of the constitution of the society.

Social agents apprehend the content of social norms—about the adequate/acceptable and the 
inadequate/unacceptable—through a systematic process of making body/emotion the social 
history, which social sciences have called socialization. These processes begin in childhood 
and take place throughout the subject’s whole lifetime, which must incorporate social man-
dates, as well as the epochal modifications.

From the perspective of systemic integration and social integration, socialization processes 
become basic devices not only for the “incorporation” of individuals into society, but also, 
and fundamentally, for the arrangement of necessary and sufficient feeling practices in order 
to create, manage, and reproduce a particular type of social order.

In a very general way, socialization is in many cases analyzed in terms of the times and agents 
involved: the primary is linked to family and belief institutions such as religion, school, etc., 
while the secondary ones are linked to the market and friends/peers such as clubs, public 
spaces, etc. In the processes of socialization, states, cities, and corporations—through the so-
called corporate democracy or corporate social responsibility—often participate with variable 
intensity. In all cases, the aforementioned participation implies the identification, elaboration, 
distribution, and reproduction of values and goals that the subjects and society will take for 
granted as “valuable objectives.”

It is in these processes that emotions become crucial for the subjects’ lives, and for the con-
stitution of the society in terms of the social bearability mechanisms and the devices for the 
regulation of the sensations. These mechanisms and devices are directly related to the social 
phantoms and fantasies that structure the politics of the sensibilities of a particular state of the 
political economy of morality [2].

In this context, it is easy to see that the set of convergent processes in socialization is embed-
ded in a specific surface and in regimes of truth, as well as, centrally, in their material condi-
tions of existence. That is, socialization varies according to the regimes of accumulation, the 
forms of State, and the spatial-temporal contexts.

There is evidence of the changes that have occurred in the processes of socialization, the different 
times/spaces and the various agents of socialization. For example, what Jőrg Dűrrschmidt and his 
colleagues wrote about “Families, Social Capital and Migration in Time and Space: An exploration 
of strategies of getting by and getting ahead in comparative context – Germany and Britain” [3].

In the same direction, Annette Lareau has argued: “What we found was that although all 
parents want their children to be happy and to thrive, social class makes a very substantial 
difference in how this universal goal is met” [4].

From another perspective and recently it is possible to observe research on: socialization practices 
of Asian American second generation parents [5], perception of cross-generational differences  
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in child behavior and parent socialization in China [6], the socialization experiences of Afghan 
adolescent refugees in an Iranian context [7].

It is from this setting that the central question of this chapter emerges: What is the situation of 
the process of socialization of children, adolescents, and young people in the current Global 
South structural conditions?

The question points to a very simple direction: to analyze concretely the material conditions 
of existence of children, adolescents, and young people that make socialization practices pos-
sible or difficult.

The Global South has become a temporary/spatial metaphor of the processes of expulsion, 
dispossession, and surplus expropriation that upset or re-mold boundaries, borders, and 
frontiers. Concrete examples of this re-spatialization are preventive war, forms of expulsion 
from migration, and dispossession of commons goods. All these indicate both the direction of 
“dangerous subjects” in all types of territory and groups/individuals living in conditions of 
double expulsion in other countries (and their own countries), and to the corporate ventures 
which, for example, capture water and virtual water in the four corners of the planet. Where 
the conditions of imposition, heteronomy, and segregation are updated, the Global South is 
instantiated as a planetary form of the expansion of the market as the only measure of things.

Given space constraints, we do not explain here the reason for “the existence” of the Global 
South under the assumption that the reader will grant us his/her agreement with two argu-
ments: (a) the fact that we understand by Global South what social discourse captures when 
it is referred to, for example, at the World Social Forum and (b) although the present writing 
mainly refers to Argentina, this does not mean that we do not accept and suppose the proxim-
ity and distances with other scenarios of the Global South.

Thus, this chapter aims to describe the central features of some conditions that enable the 
socialization of children and adolescents in Argentina as a possible example of them in the 
Global South, from the perspective of a sociology of the body/emotion.

To achieve this goal we propose the following argumentative strategy: (1) first, we will pres-
ent a general approach to a sociology of bodies/emotions that allows us to access the phe-
nomenon of socialization in an “oblique” way; (2) we will present general data related to the 
transformation of the educational institution as processes associated to the conditions of pos-
sibility/obstacle to the connection education-socialization; (3) we present and analyze data on 
the status of child poverty in order to render some central features of the processes that con-
dition the possibilities from which children and adolescents “become part” of society; (4) the 
same is done regarding the nutritional deficit in Argentina; (5) to conclude, the re-constructed 
scenario is completed by identifying and describing interstitial forms from which maternal 
“love” is constituted as a platform for the possibility of certain axes of socialization in spaces 
of socio-segregation and expropriation.

Thus, in this chapter we make clear how insufficient and unequal distribution of nutrients, 
accumulation of deficiencies, and structural deficits in education clearly indicate the existence 
of a process that we will call disallowance of socialization, like a form of socialization: socialization-
in-the-non. The multiplication and impact of the impossibilities of living in a “world-of-no”  
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the development of the forms of association. In the following pages, socialization is conceived as the 
development of a social nature or character—a social state of mind—in the individuals who associate. 
Socialization, as thus conceived, is furthermore regarded as an effect of association, and of the formation 
of social groups, and as a cause of the developed forms of association.” [1]

As it is possible to observe in the affirmation of Giddings for more than 120 years, the social-
ization interests to the sociology since it are one of the axes of the constitution of the society.

Social agents apprehend the content of social norms—about the adequate/acceptable and the 
inadequate/unacceptable—through a systematic process of making body/emotion the social 
history, which social sciences have called socialization. These processes begin in childhood 
and take place throughout the subject’s whole lifetime, which must incorporate social man-
dates, as well as the epochal modifications.

From the perspective of systemic integration and social integration, socialization processes 
become basic devices not only for the “incorporation” of individuals into society, but also, 
and fundamentally, for the arrangement of necessary and sufficient feeling practices in order 
to create, manage, and reproduce a particular type of social order.

In a very general way, socialization is in many cases analyzed in terms of the times and agents 
involved: the primary is linked to family and belief institutions such as religion, school, etc., 
while the secondary ones are linked to the market and friends/peers such as clubs, public 
spaces, etc. In the processes of socialization, states, cities, and corporations—through the so-
called corporate democracy or corporate social responsibility—often participate with variable 
intensity. In all cases, the aforementioned participation implies the identification, elaboration, 
distribution, and reproduction of values and goals that the subjects and society will take for 
granted as “valuable objectives.”

It is in these processes that emotions become crucial for the subjects’ lives, and for the con-
stitution of the society in terms of the social bearability mechanisms and the devices for the 
regulation of the sensations. These mechanisms and devices are directly related to the social 
phantoms and fantasies that structure the politics of the sensibilities of a particular state of the 
political economy of morality [2].

In this context, it is easy to see that the set of convergent processes in socialization is embed-
ded in a specific surface and in regimes of truth, as well as, centrally, in their material condi-
tions of existence. That is, socialization varies according to the regimes of accumulation, the 
forms of State, and the spatial-temporal contexts.

There is evidence of the changes that have occurred in the processes of socialization, the different 
times/spaces and the various agents of socialization. For example, what Jőrg Dűrrschmidt and his 
colleagues wrote about “Families, Social Capital and Migration in Time and Space: An exploration 
of strategies of getting by and getting ahead in comparative context – Germany and Britain” [3].

In the same direction, Annette Lareau has argued: “What we found was that although all 
parents want their children to be happy and to thrive, social class makes a very substantial 
difference in how this universal goal is met” [4].

From another perspective and recently it is possible to observe research on: socialization practices 
of Asian American second generation parents [5], perception of cross-generational differences  
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in child behavior and parent socialization in China [6], the socialization experiences of Afghan 
adolescent refugees in an Iranian context [7].

It is from this setting that the central question of this chapter emerges: What is the situation of 
the process of socialization of children, adolescents, and young people in the current Global 
South structural conditions?

The question points to a very simple direction: to analyze concretely the material conditions 
of existence of children, adolescents, and young people that make socialization practices pos-
sible or difficult.

The Global South has become a temporary/spatial metaphor of the processes of expulsion, 
dispossession, and surplus expropriation that upset or re-mold boundaries, borders, and 
frontiers. Concrete examples of this re-spatialization are preventive war, forms of expulsion 
from migration, and dispossession of commons goods. All these indicate both the direction of 
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it is referred to, for example, at the World Social Forum and (b) although the present writing 
mainly refers to Argentina, this does not mean that we do not accept and suppose the proxim-
ity and distances with other scenarios of the Global South.

Thus, this chapter aims to describe the central features of some conditions that enable the 
socialization of children and adolescents in Argentina as a possible example of them in the 
Global South, from the perspective of a sociology of the body/emotion.

To achieve this goal we propose the following argumentative strategy: (1) first, we will pres-
ent a general approach to a sociology of bodies/emotions that allows us to access the phe-
nomenon of socialization in an “oblique” way; (2) we will present general data related to the 
transformation of the educational institution as processes associated to the conditions of pos-
sibility/obstacle to the connection education-socialization; (3) we present and analyze data on 
the status of child poverty in order to render some central features of the processes that con-
dition the possibilities from which children and adolescents “become part” of society; (4) the 
same is done regarding the nutritional deficit in Argentina; (5) to conclude, the re-constructed 
scenario is completed by identifying and describing interstitial forms from which maternal 
“love” is constituted as a platform for the possibility of certain axes of socialization in spaces 
of socio-segregation and expropriation.

Thus, in this chapter we make clear how insufficient and unequal distribution of nutrients, 
accumulation of deficiencies, and structural deficits in education clearly indicate the existence 
of a process that we will call disallowance of socialization, like a form of socialization: socialization-
in-the-non. The multiplication and impact of the impossibilities of living in a “world-of-no”  
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generate socialization in the non as a practice of feeling. The impressions and perceptions 
associated and produced by the negation become the sensations that are socialized; the nega-
tion happens to be the axis of what society “teaches” to the majority of the subjects.

By showing evidence in this respect, we also strongly emphasize that love, in terms of intersti-
tial practice, is the hiatus of the politics of sensibilities that rejects the aforementioned denial.

2. Approach to a sociology of body/emotion

By looking into reflections and theories about affection, emotions and feelings [8], we found 
references to seventeenth, eighteenth and nineteenth century social philosophers, including 
Descartes, Montesquieu, Bentham, Pascal, La Mettrie and Darwin, among others.

Early sociologists like Comte, Durkheim, Fourier, Marx, Sombart, Simmel and Weber also 
stated that emotional control is yet another form of discipline, one which affects social prac-
tices, relationships and worldviews in a reciprocal and dynamic way [9]. To a great extent, 
such concerns are also addressed in contemporary social theory, from different perspectives, 
by Bourdieu, Giddens, Foucault, Agamben and Esposito. In this context, Brian Turner and 
David Le Breton have been regarded as forerunners of social studies on the body, including 
the inquiries about emotions made by Kemper, Hochschild, Scheff, Collins and Illouz [10, 11].

A different perspective toward understanding the theoretical traditions that usually support 
the studies in this field of inquiry is to turn to the classic authors on this theme: Nietzsche, 
Merleau-Ponty, Spinoza and Marx. An additional view is gained in the presence of contempo-
rary authors of sociology such as Goffman, Simmel and Elias, from the philosophy of Derrida, 
Butler and Deleuze, or the psychoanalysis of Freud, Lacan and Zizek.

From another perspective, it is necessary to also consider what Lisa Blackman and Mike 
Featherstone have recently stated. As editors of the journal Body & Society, they have empha-
sized the need to repair the multiple connections between life and affects:

“In our role as editors we have identified a number of emergent themes that are shaping the field, and 
these include a renewed interest in relation to life and affect across the social sciences and humanities. 
The paradigms of both life and affect break down the distinction between humans and other life forms, 
as we find in various forms of vitalism (Bergson, Deleuze, Massumi) and echoe in debates across the 
biological and ‘environmental’ sciences (Varela, Oyama, Lewontin, Margulis, Rose). This is a new post-
humanism that examines our communality with other forms of creaturely life and companion species 
(Haraway), and the need for a non-anthropocentric ethics (Derrida). The focus upon life recognizes the 
governance and regulation of bodies (bio-politics), as well as investments across diverse practices (me-
dia, consumer, biotechnological) in both the materiality and immateriality of bodies as biocapital and 
bio-media (code, information).” [12]

As is often seen in Latin America as well as in other regions of the world, body(ies) and 
society(ies) are systematic objects of research where affectivity and sensitivity are strongly 
present.

Smith and Schenider [13] maintain that the numerous theories on emotions can be grouped 
within a tripartite classification: determinism, social constructionism, and social interaction.
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Gross and Feldman Barrett [14], with an intent to evaluate the differences of perspective on 
the “generation” and/or “regulation” of emotions, classify current perspectives for studying 
emotions into four large groups: models of basic emotions, evaluative models, models of psy-
chological construction and models of social construction.

For more than a decade Scribano have been aiming to account for the importance of the “exis-
tential turn” in social theory [15], advocating a close connection between the studies of the 
body and emotions [16–20] and also supporting the importance of exploring a line of study 
regarding the intersection of these works, by investigating the place and feeling of colors in 
relation to the issues that they raise [21].

Social agents experience the world through their bodies. Impressions of objects, phenomena, 
processes and other agents structure the perceptions that subjects accumulate and reproduce. 
From this point of view, a perception constitutes a natural means of organizing an agent’s 
set of impressions. This configuration consists of a logic built by impression, perception, and 
the result of these, which gives a sense of surplus of sensations. That is to say, it locates them 
on both sides of the aforementioned logic. Sensations, as causes and results of perceptions, 
give place to emotions as the effect of the process of assigning and matching between per-
ceptions and sensations. Emotions, seen as consequences of sensations, can be seen as the 
completed puzzle coming together between sensations and action. So identifying, classifying, 
and completing the connection between perceptions, sensations and emotions are vital for 
understanding the mechanisms for regulating sensations, used by capitalism as a contempo-
rary means of social domination.

Now, the connections and disconnections between perceptions, sensations, and emotions 
ordinarily operate in a “pre-reflective” state and become concrete practices amid the flow of 
social life, permeated by individuals’ class and status and their belonging groups. The need to 
distinguish and link the possible relations between sociability, experience and social sensibili-
ties becomes crucial at this point.

Sociability is a way of expressing the means by which agents live and coexist interactively. 
Experience is a way of expressing the meaning gained while being in physical proximity with 
others. It is a result of experiencing the dialog between the individual body, the social body 
and the subjective body on the one hand, and the natural appropriation of bodily and social 
energies on the other.

For the body to be able to reproduce experience and sociability, it is necessary for the bodily 
energy [to be] an object of production and consumption. Such energy can be understood as the 
necessary force to preserve the state of ‘natural’ affairs in a systemic functioning. At the same 
time, the social energy shown through the social body is based on bodily energy, and refers to 
the allocation processes of such energy as the basis of the conditions of movement and action.

Thus, sensations are distributed according to the specific forms of bodily capital. And 
the body’s impact on sociability and experience shows a distinction between the body of 
appearance, body of flesh and body of movement. The forms of sociability and experience 
are intertwined and twisted in a Moebius band with the sensibilities that arise as a result of 
mechanisms for regulating sensations.
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generate socialization in the non as a practice of feeling. The impressions and perceptions 
associated and produced by the negation become the sensations that are socialized; the nega-
tion happens to be the axis of what society “teaches” to the majority of the subjects.

By showing evidence in this respect, we also strongly emphasize that love, in terms of intersti-
tial practice, is the hiatus of the politics of sensibilities that rejects the aforementioned denial.

2. Approach to a sociology of body/emotion

By looking into reflections and theories about affection, emotions and feelings [8], we found 
references to seventeenth, eighteenth and nineteenth century social philosophers, including 
Descartes, Montesquieu, Bentham, Pascal, La Mettrie and Darwin, among others.

Early sociologists like Comte, Durkheim, Fourier, Marx, Sombart, Simmel and Weber also 
stated that emotional control is yet another form of discipline, one which affects social prac-
tices, relationships and worldviews in a reciprocal and dynamic way [9]. To a great extent, 
such concerns are also addressed in contemporary social theory, from different perspectives, 
by Bourdieu, Giddens, Foucault, Agamben and Esposito. In this context, Brian Turner and 
David Le Breton have been regarded as forerunners of social studies on the body, including 
the inquiries about emotions made by Kemper, Hochschild, Scheff, Collins and Illouz [10, 11].

A different perspective toward understanding the theoretical traditions that usually support 
the studies in this field of inquiry is to turn to the classic authors on this theme: Nietzsche, 
Merleau-Ponty, Spinoza and Marx. An additional view is gained in the presence of contempo-
rary authors of sociology such as Goffman, Simmel and Elias, from the philosophy of Derrida, 
Butler and Deleuze, or the psychoanalysis of Freud, Lacan and Zizek.

From another perspective, it is necessary to also consider what Lisa Blackman and Mike 
Featherstone have recently stated. As editors of the journal Body & Society, they have empha-
sized the need to repair the multiple connections between life and affects:

“In our role as editors we have identified a number of emergent themes that are shaping the field, and 
these include a renewed interest in relation to life and affect across the social sciences and humanities. 
The paradigms of both life and affect break down the distinction between humans and other life forms, 
as we find in various forms of vitalism (Bergson, Deleuze, Massumi) and echoe in debates across the 
biological and ‘environmental’ sciences (Varela, Oyama, Lewontin, Margulis, Rose). This is a new post-
humanism that examines our communality with other forms of creaturely life and companion species 
(Haraway), and the need for a non-anthropocentric ethics (Derrida). The focus upon life recognizes the 
governance and regulation of bodies (bio-politics), as well as investments across diverse practices (me-
dia, consumer, biotechnological) in both the materiality and immateriality of bodies as biocapital and 
bio-media (code, information).” [12]

As is often seen in Latin America as well as in other regions of the world, body(ies) and 
society(ies) are systematic objects of research where affectivity and sensitivity are strongly 
present.

Smith and Schenider [13] maintain that the numerous theories on emotions can be grouped 
within a tripartite classification: determinism, social constructionism, and social interaction.
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For more than a decade Scribano have been aiming to account for the importance of the “exis-
tential turn” in social theory [15], advocating a close connection between the studies of the 
body and emotions [16–20] and also supporting the importance of exploring a line of study 
regarding the intersection of these works, by investigating the place and feeling of colors in 
relation to the issues that they raise [21].

Social agents experience the world through their bodies. Impressions of objects, phenomena, 
processes and other agents structure the perceptions that subjects accumulate and reproduce. 
From this point of view, a perception constitutes a natural means of organizing an agent’s 
set of impressions. This configuration consists of a logic built by impression, perception, and 
the result of these, which gives a sense of surplus of sensations. That is to say, it locates them 
on both sides of the aforementioned logic. Sensations, as causes and results of perceptions, 
give place to emotions as the effect of the process of assigning and matching between per-
ceptions and sensations. Emotions, seen as consequences of sensations, can be seen as the 
completed puzzle coming together between sensations and action. So identifying, classifying, 
and completing the connection between perceptions, sensations and emotions are vital for 
understanding the mechanisms for regulating sensations, used by capitalism as a contempo-
rary means of social domination.

Now, the connections and disconnections between perceptions, sensations, and emotions 
ordinarily operate in a “pre-reflective” state and become concrete practices amid the flow of 
social life, permeated by individuals’ class and status and their belonging groups. The need to 
distinguish and link the possible relations between sociability, experience and social sensibili-
ties becomes crucial at this point.

Sociability is a way of expressing the means by which agents live and coexist interactively. 
Experience is a way of expressing the meaning gained while being in physical proximity with 
others. It is a result of experiencing the dialog between the individual body, the social body 
and the subjective body on the one hand, and the natural appropriation of bodily and social 
energies on the other.

For the body to be able to reproduce experience and sociability, it is necessary for the bodily 
energy [to be] an object of production and consumption. Such energy can be understood as the 
necessary force to preserve the state of ‘natural’ affairs in a systemic functioning. At the same 
time, the social energy shown through the social body is based on bodily energy, and refers to 
the allocation processes of such energy as the basis of the conditions of movement and action.

Thus, sensations are distributed according to the specific forms of bodily capital. And 
the body’s impact on sociability and experience shows a distinction between the body of 
appearance, body of flesh and body of movement. The forms of sociability and experience 
are intertwined and twisted in a Moebius band with the sensibilities that arise as a result of 
mechanisms for regulating sensations.
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Social sensibilities are continually updating the emotional schemes that arise from the accepted 
and acceptable norms of sensations. They are just a little closer or distanced from the inter-
relationships between sociability and experience. Sensibilities are shaped and reshaped by 
contingent and structural overlaps of diverse forms of connection/disconnection among vari-
ous ways of producing and reproducing the policies of the body and the emotions. As such, 
the policies of the body—that is to say, the strategies that a society accepts in order to respond 
to the social availability of individuals—are part, and not a small one, of the power structure.

From what has been put forth above, it is possible to understand that the logic of capital means 
that each subject is a potential merchandise and that, for them to become so, it is necessary 
to regulate sensations. That is to say, causing these subjects to become merchandise requires 
shaping the perception they have of themselves, annulling the sense that their lives are a set of 
objectifications, and which implies the dispossession and plundering of themselves.

Sociability, experience and sensibilities form a space of practices of the feeling that build and 
are built by the processes of socialization.

There are three fundamental features that contribute to understanding the context of social-
ization of children in the territories of what here we refer to as Global South: the situation of 
education, poverty and nutritional deficits. Undoubtedly, the “cut” that is presented here is 
not exhaustive regarding the complexity of socialization processes in the region.

However, these features are paradigmatic insofar they condense a sensitive point in the structur-
ing of the politics of the bodies/emotions in the Global South: that is, they allow re-constructing a 
possible outlook at the game of availability of the corporeal and social energies. They also make 
possible to glimpse the consequences that this “state of relations” has in the configuration of the 
daily experiences of millions of children in these territories.

In this context, it is possible to understand how the reproduction of devices for the regulation of 
sensations is the contents of socialization processes creating the conditions for a specific politics 
of sensibilities. The regulation of sensations is the basic process that shapes the affective cogni-
tive modalities by which subjects learn what is socially acceptable and what is allowed to them.

The complex interconnection between social bearability mechanisms and the devices for the 
regulation of sensations expresses and produces all the socialization process that derives from 
the material conditions of life. Poverty, denegation and “no real school access” make up of 
the deepest platforms from which denial and disallowance becomes a form of socialization. 
Disallowance of socialization like a form of socialization implies that negation “is the medium 
that becomes a message” (sensu Marshall McLuhan).

3. Socialization context I: education and politics of sensibilities

The policies of the body and the emotions are within and developed in specific geopolitical 
and geocultural contexts. In the current situation of the Global South, we can partly character-
ize such context by understanding the transformation of two of the most important axes: the 
social accumulation regime and the political regime. The former refers to a set of economic, 
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social, cultural and judicial institutions through which the process of production, distribution 
and accumulation (reproduction) of material goods and values of a society are performed. 
While the political regime can be understood as a set of governmental and non-governmental 
institutions and processes carried out by social actors vested with a measure of power. It is 
through this measure that the political domination of society is exercised. One axis through 
which the policies of bodies and emotions are connected with the political regime is educa-
tion. The educational processes, together with the family, are the pillars of all socialization. 
The social possibilities/impossibilities to have access to education are the basic features neces-
sary to build the long-awaited inclusion of children in society.

Through these conceptual vectors, the processes of socialization can be analyzed from their 
inscription—as a condition of possibility and as a result—of specific social sensibilities. In 
this way, there is no doubt that the “school” has been a privilege actor in the processes which 
society regulates for its own reproduction: it shapes the bodies and the passions for “life in 
society.” Next, we will address some significant data about the recent transformations in our 
country’s educational system, as a way of understanding the complex perspective that is pro-
posed here on socialization.

In this regard, we must point out that although the institution of education has lost its monop-
olizing role in the establishment of knowledge after the transformations that took place in 
Latin American countries during the last decades, it still retains an important role in the pro-
cesses of socialization. However, it is necessary to determine its scope and characterize the 
impact of recent transformations. Under our perspective in particular, this becomes of inter-
est as regards to the relations that can be established between these transformations—for 
example, in the formal education system—and the configurations of the subjects’ dispositions 
linked to a certain policies of the bodies/emotions.

Focusing on the relationship between the body/emotions and education is not a novelty; on 
the contrary, several authors have emphasized the same function of characterizing central 
connections in the processes of social change. In this regard, pointing out the role of schools 
and the education system in modern society, Carranza observes:

“The success of such an endeavor [constructing other behaviors, other habitats] means nothing less 
than the confirmation of the regulatory role of the school, and through it the confirmation of the State’s 
role, on group and individual behaviors; so that through the ‘inculcation’ of the new values, the subject 
inscribes ‘in his body’ what the State imposes.” [22]

Such regulatory function acquires certain characteristics in Argentina, due to the impact of 
public policies promoted by the State during the industrialization period and within the frame-
work of a social pact between the capital and labor—first half of twentieth century. In this 
social formation—and despite an incomplete absorption of the workforce by the modern sec-
tors—work held some centrality associating to a stable social condition, through its connection 
to rights and guarantees that did not exist so far. In this context, and along with the process of 
economic growth, the expansion of enrollment at all levels reached large segments of the popu-
lation. Although this expansion had some limitations—and it is compelling to point out that 
these processes of social mobility and educational coverage have marginalized large groups of 
the population—the permanence of several sectors in the education system contributed to the 
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Social sensibilities are continually updating the emotional schemes that arise from the accepted 
and acceptable norms of sensations. They are just a little closer or distanced from the inter-
relationships between sociability and experience. Sensibilities are shaped and reshaped by 
contingent and structural overlaps of diverse forms of connection/disconnection among vari-
ous ways of producing and reproducing the policies of the body and the emotions. As such, 
the policies of the body—that is to say, the strategies that a society accepts in order to respond 
to the social availability of individuals—are part, and not a small one, of the power structure.

From what has been put forth above, it is possible to understand that the logic of capital means 
that each subject is a potential merchandise and that, for them to become so, it is necessary 
to regulate sensations. That is to say, causing these subjects to become merchandise requires 
shaping the perception they have of themselves, annulling the sense that their lives are a set of 
objectifications, and which implies the dispossession and plundering of themselves.

Sociability, experience and sensibilities form a space of practices of the feeling that build and 
are built by the processes of socialization.

There are three fundamental features that contribute to understanding the context of social-
ization of children in the territories of what here we refer to as Global South: the situation of 
education, poverty and nutritional deficits. Undoubtedly, the “cut” that is presented here is 
not exhaustive regarding the complexity of socialization processes in the region.

However, these features are paradigmatic insofar they condense a sensitive point in the structur-
ing of the politics of the bodies/emotions in the Global South: that is, they allow re-constructing a 
possible outlook at the game of availability of the corporeal and social energies. They also make 
possible to glimpse the consequences that this “state of relations” has in the configuration of the 
daily experiences of millions of children in these territories.

In this context, it is possible to understand how the reproduction of devices for the regulation of 
sensations is the contents of socialization processes creating the conditions for a specific politics 
of sensibilities. The regulation of sensations is the basic process that shapes the affective cogni-
tive modalities by which subjects learn what is socially acceptable and what is allowed to them.

The complex interconnection between social bearability mechanisms and the devices for the 
regulation of sensations expresses and produces all the socialization process that derives from 
the material conditions of life. Poverty, denegation and “no real school access” make up of 
the deepest platforms from which denial and disallowance becomes a form of socialization. 
Disallowance of socialization like a form of socialization implies that negation “is the medium 
that becomes a message” (sensu Marshall McLuhan).

3. Socialization context I: education and politics of sensibilities

The policies of the body and the emotions are within and developed in specific geopolitical 
and geocultural contexts. In the current situation of the Global South, we can partly character-
ize such context by understanding the transformation of two of the most important axes: the 
social accumulation regime and the political regime. The former refers to a set of economic, 
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social, cultural and judicial institutions through which the process of production, distribution 
and accumulation (reproduction) of material goods and values of a society are performed. 
While the political regime can be understood as a set of governmental and non-governmental 
institutions and processes carried out by social actors vested with a measure of power. It is 
through this measure that the political domination of society is exercised. One axis through 
which the policies of bodies and emotions are connected with the political regime is educa-
tion. The educational processes, together with the family, are the pillars of all socialization. 
The social possibilities/impossibilities to have access to education are the basic features neces-
sary to build the long-awaited inclusion of children in society.

Through these conceptual vectors, the processes of socialization can be analyzed from their 
inscription—as a condition of possibility and as a result—of specific social sensibilities. In 
this way, there is no doubt that the “school” has been a privilege actor in the processes which 
society regulates for its own reproduction: it shapes the bodies and the passions for “life in 
society.” Next, we will address some significant data about the recent transformations in our 
country’s educational system, as a way of understanding the complex perspective that is pro-
posed here on socialization.

In this regard, we must point out that although the institution of education has lost its monop-
olizing role in the establishment of knowledge after the transformations that took place in 
Latin American countries during the last decades, it still retains an important role in the pro-
cesses of socialization. However, it is necessary to determine its scope and characterize the 
impact of recent transformations. Under our perspective in particular, this becomes of inter-
est as regards to the relations that can be established between these transformations—for 
example, in the formal education system—and the configurations of the subjects’ dispositions 
linked to a certain policies of the bodies/emotions.

Focusing on the relationship between the body/emotions and education is not a novelty; on 
the contrary, several authors have emphasized the same function of characterizing central 
connections in the processes of social change. In this regard, pointing out the role of schools 
and the education system in modern society, Carranza observes:

“The success of such an endeavor [constructing other behaviors, other habitats] means nothing less 
than the confirmation of the regulatory role of the school, and through it the confirmation of the State’s 
role, on group and individual behaviors; so that through the ‘inculcation’ of the new values, the subject 
inscribes ‘in his body’ what the State imposes.” [22]

Such regulatory function acquires certain characteristics in Argentina, due to the impact of 
public policies promoted by the State during the industrialization period and within the frame-
work of a social pact between the capital and labor—first half of twentieth century. In this 
social formation—and despite an incomplete absorption of the workforce by the modern sec-
tors—work held some centrality associating to a stable social condition, through its connection 
to rights and guarantees that did not exist so far. In this context, and along with the process of 
economic growth, the expansion of enrollment at all levels reached large segments of the popu-
lation. Although this expansion had some limitations—and it is compelling to point out that 
these processes of social mobility and educational coverage have marginalized large groups of 
the population—the permanence of several sectors in the education system contributed to the 
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consolidation of a certain “inclusive” societal matrix. This consolidation is associated not only 
with the universalization of the ideal of progress and social advancement linked to study and 
knowledge, but also with “the school’s” ability to shape the bodily and emotional dispositions 
necessary to ensure certain relations between the production of the social aspect and the social 
aspects of production [23].

Thus, if education is taken as one of the basic components of socialization in Argentina, 
looking at today’s scene is discouraging, and at the same time it is informative regarding its 
“enabler” or “hindering” character. In this sense, Alieto Guadagni acknowledges that:

“(…) our high schools [24] not only have a very low graduation rate, but also display inequality: out of 
100 children enrolling first grade in a private school, 70 finish secondary school, while out of 100 who 
enroll first grade in a state school, only 30 complete middle school. But now we know the results of the 
2016 Learning Assessment, which last year examined 6366 state schools and 3959 private schools for 
319,000 students in fifth and sixth grade in high school. These results are conclusive because, unfortu-
nately, they indicate that our school system is not breaking the negative cycle of the intergenerational 
reproduction of poverty. In other words, the knowledge of senior students in high school depends, es-
sentially, on the socioeconomic status of their parents.” [25]

“School performance” data from the “Evaluación Aprender 2016” report (Learning Assessment 
2016) indicates that students attending public high school institutions have poorer levels of 
mathematical knowledge (Figure 1); and it shows that most of the students who do not achieve 
basic knowledge levels in this area come from the lower socioeconomic sectors (Figure 2).

A similar perspective is gained by observing coverage at the primary level. If primary school 
enrollment is observed, the information follows the already outlined trend:

Figure 1. Percentage of high school seniors with lowest level of mathematical knowledge, according to management 
system [26].
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In 2015, 434,000 fewer students enrolled in primary school at state level compared with 2003—a 
decrease of 12%. This decline in primary school enrollment at state level is particularly noticeable 
in first grade, since, in 2015, 18% fewer students enrolled in these schools than in 2003. We are 
witnessing a steady state school exodus process. It is the first time this phenomenon occurs since 
the sanction of law 1420 in 1884 (of universal, free and compulsory education) [27].

Finally, considering the initial one, it is possible to see that 25% of the children do not attend 
the initial level (Figure 3), while at the general level, coverage of publicly managed education 
reaches the 76% of children.

This brief review of some significant data about recent transformations in the educational sys-
tem allows us to notice one of the most important changes of the last decades: the privatiza-
tion of the school institution in a country with a strong state public tradition. This implies that 
one of the main agents of socialization is left “de facto” in the hands of the market, producing 
a turn not only in the qualitative inequalities but also, and fundamentally, in the politics of 
sensibilities associated with them. The paradox of the increase in the public education budget 
with the concomitant increase of the private enrollment rates implies a set of modifications 
for the possible socializations.

In this way, this first glance at one of the essential components in analyzing socialization 
processes leads us to reflect on those policies of the bodies/emotions. These sustain and, at 
the same time, are instantiated as a result of the mentioned transformations in educational 
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status [26].

Socialization, Poverty and Love: Contributions from the Sociology of the Body/Emotion
http://dx.doi.org/10.5772/intechopen.74391

125



consolidation of a certain “inclusive” societal matrix. This consolidation is associated not only 
with the universalization of the ideal of progress and social advancement linked to study and 
knowledge, but also with “the school’s” ability to shape the bodily and emotional dispositions 
necessary to ensure certain relations between the production of the social aspect and the social 
aspects of production [23].

Thus, if education is taken as one of the basic components of socialization in Argentina, 
looking at today’s scene is discouraging, and at the same time it is informative regarding its 
“enabler” or “hindering” character. In this sense, Alieto Guadagni acknowledges that:

“(…) our high schools [24] not only have a very low graduation rate, but also display inequality: out of 
100 children enrolling first grade in a private school, 70 finish secondary school, while out of 100 who 
enroll first grade in a state school, only 30 complete middle school. But now we know the results of the 
2016 Learning Assessment, which last year examined 6366 state schools and 3959 private schools for 
319,000 students in fifth and sixth grade in high school. These results are conclusive because, unfortu-
nately, they indicate that our school system is not breaking the negative cycle of the intergenerational 
reproduction of poverty. In other words, the knowledge of senior students in high school depends, es-
sentially, on the socioeconomic status of their parents.” [25]

“School performance” data from the “Evaluación Aprender 2016” report (Learning Assessment 
2016) indicates that students attending public high school institutions have poorer levels of 
mathematical knowledge (Figure 1); and it shows that most of the students who do not achieve 
basic knowledge levels in this area come from the lower socioeconomic sectors (Figure 2).

A similar perspective is gained by observing coverage at the primary level. If primary school 
enrollment is observed, the information follows the already outlined trend:

Figure 1. Percentage of high school seniors with lowest level of mathematical knowledge, according to management 
system [26].

Socialization - A Multidimensional Perspective124

In 2015, 434,000 fewer students enrolled in primary school at state level compared with 2003—a 
decrease of 12%. This decline in primary school enrollment at state level is particularly noticeable 
in first grade, since, in 2015, 18% fewer students enrolled in these schools than in 2003. We are 
witnessing a steady state school exodus process. It is the first time this phenomenon occurs since 
the sanction of law 1420 in 1884 (of universal, free and compulsory education) [27].

Finally, considering the initial one, it is possible to see that 25% of the children do not attend 
the initial level (Figure 3), while at the general level, coverage of publicly managed education 
reaches the 76% of children.

This brief review of some significant data about recent transformations in the educational sys-
tem allows us to notice one of the most important changes of the last decades: the privatiza-
tion of the school institution in a country with a strong state public tradition. This implies that 
one of the main agents of socialization is left “de facto” in the hands of the market, producing 
a turn not only in the qualitative inequalities but also, and fundamentally, in the politics of 
sensibilities associated with them. The paradox of the increase in the public education budget 
with the concomitant increase of the private enrollment rates implies a set of modifications 
for the possible socializations.

In this way, this first glance at one of the essential components in analyzing socialization 
processes leads us to reflect on those policies of the bodies/emotions. These sustain and, at 
the same time, are instantiated as a result of the mentioned transformations in educational 

Figure 2. Percentage of high school students with lowest level of mathematical knowledge based on socioeconomic 
status [26].

Socialization, Poverty and Love: Contributions from the Sociology of the Body/Emotion
http://dx.doi.org/10.5772/intechopen.74391

125



institutions. The state public education sends a clear message: the private is more effective, 
thus socializing an aspect of negativity that implies denial.

Next, we will go on identifying some of these general features that contribute to define the 
limits of the transformations described so far, expanding the range of the issues/actors that 
shape the possibilities/obstacles of socialization in the Global South.

4. Socialization context II: poverty and nutritional deficit

Poverty in terms of deprivation implies the second feature of denial conditions of socialization. 
UNICEF’s report “Well-being and poverty among children and adolescents in Argentina,” 
recognizes the need to focus on multidimensional and dynamic hardship to “measure” pov-
erty among children and adolescents. According to this well-known methodology, poverty 
has to do with the “deprivation of the material, spiritual and emotional resources needed to 
survive, develop and thrive…” [29].

Thus, by analyzing the structure of poverty among children and adolescents based on the survey 
of indicators by multiple clusters carried out in the country in 2011–2012, and based on the sec-
ond quarter of 2015 of the Permanent Household Survey, the Report concludes that Argentina 
presents between a 25 and 32% of child poverty—that is, between 3.3 and 4 million subjects 
between 0 and 17 years old. Specifically for 2015, the UNICEF/ECLA methodology (2010) indi-
cates that 31.7% of the children had experienced some kind of deprivation, with the highest 
values of “extreme deprivation” concentrating in the segment 0–5 years old [30] (Figure 4):

Figure 3. Indicators of deficit in the education setting and in the coverage of public education [28].
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The implemented methodology selects 10 dimensions (nutrition, health, education, informa-
tion, sanitation, housing, environment, protection against violence, protection against child 
labor and leisure) linked to 28 indicators (e.g., regarding nutrition: those not exclusively fed 
with breast milk, those who do not receive at least 2 meals a day, etc.), from which certain 
“deprivation thresholds” are established. [30]

Even though the report focuses on different quantitative measurements of the above men-
tioned dimensions, we are interested in considering them as a whole to analyze to what 
extent these “deprivations” inform us about the state and distribution of body energies in 
almost one third of children and adolescents in Argentina. In this way, we could make a 
map of the experience of these subjects from the indicators defined in the report for each 
dimension-deprivation:

By piecing together the “clues” from Table 1, we can start giving shape to the idea of denial to 
illustrate the context in which the experiences of almost a third of the country’s children are 
configured, in relation to the successive “deprivations” described: boys, girls, and adolescents 
who are unprotected and exposed to “avoidable” conditions and deaths, “condemned” to 
school failure and suffering from disinformation; boys, girls, and adolescents who live in unfit 
environments where they settle in precarious houses that do not have sanitation conditions, 
and who are subject to labor exploitation and physical and psychological violence.

Instead of emphasizing the absence of the causing factor linked to deprivation, the notion 
of denial seeks to identify a process from which the impossibilities of the constitution of the 
individual, subjective and social bodies are configured. The idea of denial is then linked to 

Figure 4. Total and etreme child and adolescentet poverty, Argentina, 2015 [30].
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Dimension Gathered indicators Values Bodily/social energies

Nutrition Breastfeeding, do not 
have at least 2 or 3 
meals a day

22.4% of children 
between ages of 0 and 
4 experience at least 
one deprivation in 
this dimension

“(…) they are unprotected from 
gastrointestinal and other kind of infections, 
and they have higher neonatal mortality and 
death from diarrhea rates” “(…) those who 
were not breastfed perform more poorly in 
intelligence tests” [31]

Health Diarrhea or cough

(they are “easily 
avoidable” indicators)

27% of children 
“would be deprived 
of their right of life”

“(…) they are easily avoidable dysfunctions 
that could be eliminated with simple measures 
and at practically no cost” [31]

Education Repetition, overage and 
school dropouts

23.4% of children 
suffer some 
deprivation in 
education

“a child that lives in a household that displays 
low-education levels triples the chances (of 
experiencing deprivation) in comparison with 
that who lives in a household with a higher 
education level” [31]

Information Air TV, cable TV, 
computer, landline, 
cellphone, Internet 
access

30% of children 
experience 
deprivation in at least 
one of the indicators

A child’s access to information is related 
to “(…) her/his social, spiritual and moral 
wellbeing as well as her/his physical mental 
health” [31]

Sanitation Public and open bucket 
latrines

28% of the children 
would be deprived of 
access to sanitation

“The germs that develop in stools and that 
are not ingested orally are the main cause of 
diarrhea. This occurs more frequently when 
the elimination of the feces is deficient or 
when there is no drinking water available 
(…)” [31]

Housing Overcrowding, floor 
and type of housing

19.5% of the children 
is deprived of this 
dimension

“Overcrowding is key in measuring housing 
quality, and cohabitation with too many 
people per room increases the risk of losing 
dignity, contracting infectious diseases, and 
favoring domestic violence. More specifically, 
for children, this involves, among other things, 
poor sleep, contracting illnesses and being 
victims of abuse and violence” [31]

Environment Habitat in areas close to 
landfill, likely to flood, 
do not have a regular 
waste collection service

28.3% of the 
children experience 
deprivation in this 
dimension

Disaster areas (with “inclusive urbanization” 
policies seeks to “significantly reduce the 
number of deaths and people affected by 
disasters (…)” [31])

Protection against 
violence

Verbal and physical 
violence

31% of the children 
suffer deprivation of 
an environment free 
of verbal and physical 
violence

“Violence against women has repercussions 
in their children through maternal stress, 
anxiety, and depression. Children who 
witness violence are at greater risk of 
developing emotional, behavioral, and 
educational problems. When abuse occurs 
during pregnancy, the risk of complications 
increases, including preterm birth, low birth 
weight, miscarriage, and fetal death” [31]
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the capacity of the mentioned indicators to communicate about the policies of the bodies/
emotions that are configured as conditions of possibility—as territory—for the (possible) pro-
cesses of socialization distributing a sensation: impossibility. In this context, it is necessary to 
ask ourselves about what possibilities of socialization, of “incorporation,” are linked to the 
existence of subjects who, for example, have not received the amount of basic nutrients for 
their development in their first years of life.

5. Socialization context III: nutritional deficit and weak bodies

In order to think about socialization in the Global South contexts, in addition to the education 
and poverty situation, it is necessary to highlight some central features about the persistence 
of nutritional deficits in the context of children’s food policies.

In Argentina, since the beginning of the last century, at least, there exists state practices aimed 
at remedying the so-called market failures (and/or the State’s) in the allocation of resources 
whose central objective is food. The scenario of its emergence can be described in a very 
simple way: along all these decades the State has recognized that a variable but important 
number of citizens cannot or have problems having an adequate food intake. The mere fact 
of maintaining such state practices over time, despite the obvious modifications they have 
undergone over the decades, points to the persistence of the problem: a significant part of 
Argentine citizens cannot meet their food needs through the free sale of their labor.

In Argentina—after a number of discourses about the profound transformations and the han-
dling of sensibilities of the food problem [33]—nowadays there are clear indications that in 
the last 20 years, at least, the “same” food policies have been around, whose results continue 
not only to be insufficient but also inadequate in nutritional terms.

Dimension Gathered indicators Values Bodily/social energies

Protection against 
child labor

Economic activity 
carried out by a child

Around 7% of the 
children between ages 
5 and 15 work

“it deprives them of carrying out activities 
typical of their age, which affects their dignity 
and which, moreover, is detrimental to their 
physical and psychological development” [31]

Leisure Time devoted to 
recreational activities

33% of children 
experience 
deprivation in this 
dimension

“(…) they have to do with the development 
of children and their well-being. Thus, 
development is acknowledged as a 
multidimensional process that includes the 
motor, the cognitive (ability to integrate, think, 
and reason), the emotional (self-confidence 
and ability to feel) and the social, where the 
capacity to relate to others appears” [31]

Table 1. Context of deprivation as a condition for socialization [32].
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Two of the upheld characteristics of the policies mentioned are their continuity with similar 
criteria and their massification. Maceira and Stechina, in an article published in 2011, describe 
the food policy from 1983 to 2010 and argue that:

“With some exceptions, national food programs have been implemented in all Argentine 
provinces. This accounts for the broad coverage they provide. The stage of increasing decen-
tralization and targeting of social policy, which began in the 90s, had systematically been 
eroding the universality that had characterized, for example, the school canteens program 
and the Mother and Child Program. In the analyzed period, the main criterion for the selec-
tion of beneficiaries has been, in general terms, the unsatisfied basic needs of the population. 
Some have kept considering the organization of civil society in relation to the community as 
a criterion of inclusion. Since 2001, food programs have tried to unify the beneficiary popula-
tion, keeping children, women, and the elderly as a priority. The way of providing the benefit 
has been basically through the food packages supplemented, in the last years, with tickets or 
vouchers. The content, frequency of delivery, and nutritional value of the components of the 
packages have not been efficient or adequate, generally speaking. Both support to the can-
teens—with PRANI and FOPAR, continued by the PEA and PNSA [34]—and production in 
family, community and school gardens—ProHuerta, continued under the UNIDOS Program, 
PEA and PNSA—have been upheld since the early 90s onwards.” [35]

From another perspective and in a quantitative research, Longhi states very clearly:

“Far from being a thing of the past, child malnutrition is one of the most significant prob-
lems today; different territories with dissimilar living conditions that coexist within the same 
nation are identified, at least, from their concentration. The evidence found shows that mal-
nutrition, despite having decreased, represents such an enormous problem that it is ranked 
as one of the most important national public health problems, greatly influencing high rates 
of infant morbidity and mortality, as well as prevalence of certain chronic diseases, which 
are difficult to quantify. Furthermore, the economic cost of the disease is very high—hospital 
expenses, productivity, education expenses, lower purchasing power, etc.—and the irrevers-
ible brain damage that it generates is also complicated to quantify.” [36]

Another study on early lactation yields similar results to those already mentioned:

“In short, the nutritional status of children and their subsequent development and health is 
related to the correct feeding from the mother, the duration of breastfeeding, the quantity and 
quality of food consumed by the child and the health conditions in which they live. The data 
prove that much remains to be done since, for example, there are too many children who do 
not receive exclusive breastfeeding during the first 6 months of age, there exist deficiencies 
in the consumption of food that are sources of essential nutrients among children from ages 
2 to 5. Pregnant women suffer from nutritional deficiencies that could be avoided, childhood 
obesity has become more frequent, and there are still cases of food shortening, acute malnu-
trition, and low early childhood weight. In addition to all these, there are great inequalities 
between socio-economic strata.” [36]

In the inquiry about the connection between food programs and the diet improvement of the 
“beneficiaries,” the results are also negative:
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“Regarding the objective considered in this paper, as a conclusion, it is highlighted in general 
lines that even though food programs should improve child feeding, there is no significant 
difference in the quality of the diet of children who receive food programs and those who do 
not receive them. There are even some negative aspects regarding crucial nutrients such as 
calcium intake and energy consumption among the program beneficiaries.” [37]

In short, we could say that: the more help they receive, the less energy they have and the more 
handling of weak bodies there is. The more lasting the help is, the greater are the epigenetic 
consequences. The more massive the help is, the more generalized/vast is the non-overcoming 
of the limits of life’s physical reproduction: the reproduction of the “programs” implies stabi-
lization toward the fall of the corporal energy available and this becomes a disadvantage. In 
this way, “soup kitchens” keep on existing in communities, schools and institutions as a place 
to have a meal, which proves the persistence of malnutrition in women in their fertile age.

In the current conditions of the massive strategies used in food assistance, what is addressed is 
satiety and not nutrition. Therefore, these strategies do not consider how much energy people 
spend, and they are not even designed accordingly. They imply an intraclass and intergenera-
tional reproduction of levels not yet explored. The need that the “program beneficiaries” of 
food products have to “cook,” “look for the powdered milk,” “take the program’s certificates,” 
“go to a workshop in the neighborhood,” “help at the community center,” among others is not 
a minor issue. In sum, there is no energy, no growth, no movement. There is an enshrinement 
of a “it’s what there is” and the State handles millions of weak bodies that undergo deficiency 
in nutrients intake. This way, the idea of denial of socialization in the contexts of Global South 
is related with the handling of weak bodies. These rules out any possibility of reproduction of 
corporal and social energies that exceed the metabolic processes of the capital.

It is not new in Latin America to find testimonies of families that receive governmental or 
NGOs’ food assistance. However, it becomes significant to realize that three or four genera-
tions are benefited from different social programs related to the management of nutritional 
deficit, considering the causes and consequences of this process as those that produce a spe-
cific modality of sensibilities. Therefore, this situation is an inescapable topic to understand 
the complexity of the current socialization processes.

The frequent expressions of the “world-of-no,” which are part of the multiple needs that chil-
dren and adolescents experience, together with the unavailability of the energies of the “weak 
bodies,” constitute a framework where the processes of socialization, as we know them, 
should be questioned taking into account the aforementioned conditions. Far from being “new 
issues,” these are particularly significant because of their persistence in time and the conse-
quences they imply. If we add the educational deficits to this situation, we have as a result a 
triangle of denial of socialization. Then, the weak bodies, the accumulation of needs and the 
difficulty in having access to education are hindrances to the social effort to socialize its mem-
bers into “shared values,” which are just a way of non-socialization taken as socialization.

However, it should be noticed that denial in the contexts of weak bodies does not depict a 
single scenario of socialization in the Global South. Certainly, the perspective we introduce 
here allows us to identify a series of interstitial practices [38] which refutes the “extinction” 
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“Regarding the objective considered in this paper, as a conclusion, it is highlighted in general 
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of the limits of life’s physical reproduction: the reproduction of the “programs” implies stabi-
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of large social groups as an inevitable end. Indeed, this perspective originates a side of the 
socialization sometimes underestimated of the aforementioned contexts. Thus, in the last sec-
tion we will address love as one of the practices that “organize” children’s and adolescents’ 
life in society.

6. “Everything for the children”: love as a life organizer

We want to depict in this section the role of maternal love whose main and practical objective 
is to guarantee the children’s present and future as much as possible. It is one of the funda-
mental features of the fracture, the fold, and the hiatus of the politics of sensibilities that the 
world-of-no education, nutrition and work—builds as socialization axes in segregation and 
expropriation spaces.

In the heyday of the Welfare State, a political economy of morality was consolidated and deep-
ened based on work as an everyday life organizer: time to wake up, time to leave and go back 
home, having a credential to belong to a group—labor unions or associations-, among others. 
In this way, work organized the personal and familiar past, present and future: vacations, 
births and retirements. The central axes of socialization processes were the way adults dealt 
with the juggling of actions according to their work, their learning at school of capacities to 
get and keep a job, and their sharing with friends their first experiences of “earning money.”

In the crisis of the welfare models, the capacity to organize the everyday life differentiated those 
who still had a job—though unstable—from the ones who had to accept State’s assistance as a 
supply to reproduce their material conditions of existence. Within this framework, the social 
policies competed against work regarding their distinguishing impacts in the structure of the 
routine. Since 2000 mainly up to now, the social policies imply the creation of new guidelines 
in the economy of the moral where the receptors “adopt” a set of “feeling practices”; it is in 
their cognitive affective facet that they draw guidelines and color their everyday life. Thus, 
social policies, on the one hand, involve a hidden curricula and a pedagogic ambition; on the 
other hand, they involve methodologies of “working-as-a-beneficiary” which shape the every-
day life organization of millions of people and hence becoming new ways of socialization.

It is precisely in the interstices of these last practices that maternal love is produced and repro-
duced as hiatus of the set claim for totality installed in the politics of sensibilities that involve 
social policies of resignation, propaedeutic to some extent.

Love is a fold that disputes resignation, as it turns the Me-You-Other relation into an object of 
desire. Our point of view here is based on the social approach of W.I. Thomas on desire as an 
organizer of social relations. In this light, the logic of response appears when the Me-You-Other 
relation is within the “energy” of desire. Love is a response structured in the intimacy and contact, 
which dialectically intertwines exteriority and interiority. A logic of response is made, between 
what is biological and what is social, as a structuring desire, as an action of wanting to get con-
sent. That desire of being answered is part of a logic that has to do with the reproduction of the 
self and the reproduction of the surroundings. The key to answering and being answered is, as a 
result of the energy of desire, the potentiality that originates in the breaking with abandonment.
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In the same way that the sociodicy of frustration implies impotence as a feature of what is 
social, love as an interstitial practice involves the energy of knowing oneself with others in the 
world as a springboard for action.

Resignation is another side of love as an affective state that turns the Me-You-Other relation 
into a main goal, that is, when “being with other(s)” becomes the goal of daily life production 
and reproduction, not only in reflective ways but also, and mainly, as an “unnoticed” compo-
nent of the life we live every day.

We could say, from this perspective, that in the same way that there is a libidinal structure of 
capital, there is also an erotic processuality of the resistance. That erotic processuality of the 
resistance is crossed by the recognizing ability, as the first choice, and by the main goal that 
involves an affective state focused on the Me-You-Other relation. This, in turn, finds helically 
its interstitial abilities in the folds of the “non-human” necessity (sensu Marx).

Let us review now, in a preliminary and schematic way, that love consists of an interstitial 
practice. The complex and contradictory parent-child relations represent the first scenario 
where the actors grasp and reproduce the “practices of wanting.” Care, protection, safety and 
continuity are some of the manifestations of these practices. The asymmetry between children 
and parents establishes, among many other things, the social and genetic mandates of the 
reproduction of human species. Within the framework of the current structuring, we must 
emphasize that the practices that we want to conceptualize do not depend only on the genetic 
or blood relations. Care is one of the most basic practices of the wanting where by attending 
and assisting we relate to each other. Protection relates to shelter and safeguard. Continuity 
relates to persistence and lengthening. It is this way that, within the context of neo-colonial 
religion that involves the experience of millions of individuals from the sociodicy of frustra-
tion and from the world of “no,” the only thing they (we) “have left” is family. We cannot 
insist enough on the fact that we understand this as a “trench,” as a small leaking point where 
the oppressive totality is not structured or makes no sense: the “practices of the wanting” are 
a shelter from where hope is daily exercised. Precisely, this is so because filial love means, in 
any case, care, protection and continuity. These are what parents and children give each other, 
including, of course, parents and children without blood relation—that is to say, among all 
those who play the role of parents and children. Care has a lot to do with what future means. 
Why? Because that is what we care about. What is the bourgeois logic? It is misuse and acetic 
consumption. What does taking care mean in the You/Me/Other relation? It means to protect 
from harm. It means to protect in order to avoid getting hurt and hurting others. It is that 
pore that “stays there” and that resignation that does not manage to go through entirely. In 
other words, there is a point where the constitution of filial love works as a pivot point, as a 
platform where the relation “jumps” to another state as “practice of the wanting.”

Filial love, as an interstitial practice that “moves” toward a collective practice, is what Goffman 
calls “turns” in the dramaturgy of life experiences.

Yves Winkin, in its introductory study of “Erving Goffman Moments and their men,” holds 
that one of the events Goffman uses to exemplify his concept of “turning point” is “Love 
intervenes in a moment of people's crisis and ‘redirects’ all its conduct. ‘Reorientation that 
love conducts can be called ‘turn’” [39].
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Year Expression Experienced 
connection

Women’s features

2014 “…I set aside half of what we save to put it there and the other half 
in case they need something (for the children).” (1, …)

Need 26 years old 
Argentinian

“… then, having a card to buy food, I buy yoghurt and milk for my 
children, because… my children had suffered a lot, my children saw 
how they had yoghurt and they ask for that, they wanted to beg 
and I hit them because of that, then I felt a lot of pity…”(3, …)

Suffering 32 years old 
Argentinian

“In my case, it is useful for me. I do not know about the other 
cases… in my case I thank for it, but if there is another person who 
does not need it and cannot take advantage of it… because I can 
take advantage of it… I buy food or stuff that my children do not 
have.” (6,)

Gratitude 42 years old Peruvian

2015 “Well, like any mother that wants the best for their children, right… 
in my case, I’d like to get out from here in a near future, to give 
them a better life, and I do not know… because I think that in slum 
areas, the slum areas are not for the children, unfortunately, it’s like 
that… (2,)

The best for the 
children

43 years old 
Argentinian

“The prenatal care… I just devote myself to my children, I buy them 
clothes, tennis shoes, stationeries, just and only for the children. 
And my salary, apart from my salary, yes, I have to pay the rent, 
I have to pay the electricity or cable, because here sometimes I am 
charged for cable, and [I have to pay] to eat. I manage at home with 
that. And expenses that we women have, you know? But what I 
have to spend on the children is separated, that’s true.” (7)

Children’s 
expense

25 years old 
Argentinian

2016 “I really do not like that my child stays here all the time, all his life. 
Here there is too much danger.” (…) “I tell you that a person can 
leave, for example, young people go out and party out there. And 
you do not know if they are coming back, because you get killed for 
any stupid thing (…).” “Erh, are you scared, that this will happen 
to you too, right? It’s like that, but well. And they want to stay, but 
well. Their future here.” (3,)

Danger 50 years old 
Paraguayan

“I am only in charge of my family and that’s it. (…) Once you have 
children it’s like you just lean on them, because your family is not 
like you said it was before… No, that’s that, your children are your 
children.” (1,)

Leaning on the 
children

23 years old 
Argentinian

Table 2. Feeling practices, love and features of socialization from an interstitial view [40].

Most mothers, fathers, wives, relatives, and friends we refer to in the studies mentioned in 
this work said that their loss-situations “have changed their lives”: their everyday interac-
tions, their bodily hexis, and the material ways of reproducing their existence have changed, 
in some cases, radically.

Filial love is extra energy that manifests as a result of the tensions among the family’s insti-
tuted features: legitimacy of the unequal gender trafficking, reproduction of private property, 
instructive process to the basic components of the political economy of moral principles, and 
material reproduction of the bodies/emotions.
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In this context, to round up our paper on socialization, we want to present briefly some results 
about a set of interviews held in Buenos Aires, Argentina to women that receive some kind of 
State assistance. These interviews (29) were conducted in 2014, 2015 and 2016 with mothers 
that live in different slum areas in the city [41].

When we analyze the women’s answers, we find a recurrent connection across ages, nationali-
ties, number of children, and marital status; it is the living by the precept of [doing] “every-
thing for the children.” What we propose here is one of the axes of socialization that children 
who live in poverty and undergo diverse types of exploitation “have in common”: the corpo-
ral mark of their mothers’ love who give everything for them.

Beyond the fact that it is the moralization of the performed role of maternal care imposed 
by current social policies, the ones that complete the panorama of these complex politics 
of sensibilities, it is love as an interstitial practice the one that reorganizes the everyday 
life of millions of children, adolescents, and young people who see and realize how their 
mother does “everything for them.” Reciprocity, being free of charge, generosity in terms of 
achieving the minimal practices, shelter, clothing and food are, at least, seen and felt by the 
social subjects who, as we have shown in the previous sections, participate in expropriating 
socialization practices.

As we can see in Table 2, the connections between feeling practices, love and features of 
socialization from an interstitial view occupy a specific places in mothers and their children’s 
everyday life.

The filial love identifies and acts by breaking and re-establishing a network of practices of feel-
ing characterized by: Need, Suffering, Gratitude, Danger and “The best for them.” Mothers 
give their children and by giving them they teach how to give, mothers provide and by pro-
viding show them how to provide. Mothers shelter their children’s and given shelter sharing 
modes of action to care.

Patterns of feelings start forming in children in such a way that, perhaps, just like their mother, 
these actions are the only ones that they “repeat” while remembering their mother’s love.

7. Conclusion

Returning to the initial quote of Giddings, and re-thinking the processes of socialization in the 
current contexts of global restructuring continues to be a central mission for sociology.

In the particular spaces that we have defined as “Global South,” this task nevertheless acquires 
specific features that lead us to problematize the paradoxical situation from which millions 
of subjects live the tensions constituted between two apparently antagonistic forces. On the 
one hand, the inertia that drives various forms of association between individuals, and on the 
other, the expulsion forces that question not only the social nature of the subjects, but also 
their own individual existence.
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everyday life.

The filial love identifies and acts by breaking and re-establishing a network of practices of feel-
ing characterized by: Need, Suffering, Gratitude, Danger and “The best for them.” Mothers 
give their children and by giving them they teach how to give, mothers provide and by pro-
viding show them how to provide. Mothers shelter their children’s and given shelter sharing 
modes of action to care.

Patterns of feelings start forming in children in such a way that, perhaps, just like their mother, 
these actions are the only ones that they “repeat” while remembering their mother’s love.

7. Conclusion

Returning to the initial quote of Giddings, and re-thinking the processes of socialization in the 
current contexts of global restructuring continues to be a central mission for sociology.

In the particular spaces that we have defined as “Global South,” this task nevertheless acquires 
specific features that lead us to problematize the paradoxical situation from which millions 
of subjects live the tensions constituted between two apparently antagonistic forces. On the 
one hand, the inertia that drives various forms of association between individuals, and on the 
other, the expulsion forces that question not only the social nature of the subjects, but also 
their own individual existence.
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Thus, a concept of socialization that does not simplify the complexity involved in this para-
dox, should implies a compression framework that integrates the specific contributions that 
from various fields have been developed around the mutations of the practices from which 
societies “historically” con-form their members.

The proposal that we outline here—recovering some elements from the sociology of bodies/
emotions – address as an oblique look at the processes of socialization. That is, we ask our-
selves about certain practices of feeling that are constituted as conditions of possibility/impos-
sibility for the processes from which the dialectic relationship of “becoming part of a society” 
is structured in our societies of the Global South.

From our perspective, these practices can not be thought of in a way that is separate from the 
individual bodies that support them. Thus, it is the bodies of children and young people who 
provide us with clues about the updating of these tensions that concern sociology from its 
origins. In other words, the marks that print on the bodies the experiences of these subjects 
in the different areas (the school, the family, the secondary groups, etc.) constitute the con-
crete evidence of the processes that occupy us here. Addressing the obvious transformations 
in the actors, institutions and times of the processes of socialization from this perspective 
involves centrally linking the relationships between the conditions of existence of individuals 
and social forms specifically developed in terms of establishment and maintenance of certain 
proper ways of being and feeling socially.

As we have stated, the changes in educational institutions, the deprivations associated with 
poverty as well as the nutritional deficit suffered by children and adolescents, led us to the 
notion of denial of socialization. This notion constitutes a particular platform of practices that 
are at the same time product and process in production. That is, practices that are the result of 
living in a society where an important part of children and young people “have no education, 
are poor and can not access food.” And at the same time, these practices extend as a regime of 
truth associated with a political economy of morality that seems to traverse and shape institu-
tions and individuals, constituting a specific social order. The mediations between one and 
the other are an unavoidable point in the research agendas of a sociology committed to the 
construction of critical tools of knowledge.

Precisely in order to establish a possible research agenda about socialization, here we wanted 
to end this brief contribution highlighting a specific component of the observed processes: 
mother’s love as an organizer of life. In the scheme we propose, the denial as a central compo-
nent of an extended socialization platform in the Global South does not constitute a uniform 
and inexorable feature in the experiences of children and adolescents, but rather, based on the 
indeterminate logic of social processes, we find a series of specific, interstitial practices that 
deny “the lack of a future” as the only possible reality. Thus, even those who live the world-
of-no (not education, not nutrition, etc.) also experience the love of mother as a social force 
that, while it teaches other forms of “being” and “feeling,” poses certain brief parentheses of 
socialization in the face of expulsion inertias.

The mark of the interstitial practice nestled in the mother/child love is, at the same time, the 
most basic and persistent experience of humankind that a child can have. And fortunately, 
that is what occurs in the contexts of denial of socialization and of weak bodies such as the ones 
that millions of children suffer in the Global South.
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1. Introduction

In societies today, economic and financial literacy skills and the incorporation of entre-
preneurial skills are ever more relevant. As a result, around the world programs of 
financial and entrepreneurial education from elementary school to universities are being 
developed [1]. The aim of this is to develop entrepreneurial skills, such as persistence, 
creativity, and proactivity, tools that are becoming increasingly relevant in today’s labor 
market [2]. 

The definition of financial education is based on conceptualization from the Organization for 
Economic Cooperation and Development (OECD), plus three significant terms included by 
the Advisory Committee for Financial Inclusion, in charge of the National Financial Education 
Strategy: life cycle, attitudes, and welfare related not only to individual welfare but also to 
social interaction. In this way, the definition of financial education for the general population 
is:

“Process by the people, throughout their life cycle, to improve their comprehension of the 
financial world, concepts, and risks and, through information, education, and objective 
assessment, to develop skills, attitudes, and trust to become more aware of financial risks and 
opportunities, to make informed decisions, to know where to ask for help, and to take any 
effective action to improve their welfare and the welfare of society.”

In this manner, the definition seeks to realize that financial education has to be implemented 
taking into consideration the decisions that are made during the different stages of life, and 
not just as an adult or a consumer [3, 4].

That is why financial education is in an operational way a means to achieving economic and 
financial literacy. Understanding the combination of economic and financial knowledge, 
skills, and attitudes provides people with the tools to understand the economic world, to 
interpret events directly or indirectly, and make correct and informed judgments that allow 
effective decision making to determine consumer habits, use of money, and the efficient use 
of credit now and in the future [5–7].

1.1. Tweens population

Research has shown that 10 to 11 year olds have consolidated cognitive skills, relative auton-
omy, progressive interest in the social world, and an increased susceptibility to peer influ-
ence and mass media. At this stage of life especially, interest is focused on the strategies 
of economic and financial education. One particular impact at this stage of life is strategic, 
because for their own characteristics are three types of market: a present market, detail-
ing all the income they manage and the high level of autonomy they have when making 
decisions about consumption; a future market, because at that age they are establishing 
attitudes and consumer patterns, which can remain throughout youth and into adult life; 
and an influence market, which is the impact they have when making common decisions 
regarding  consumption. Therefore, the achievement of a responsible, informed, and efficient 
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consumption profile could impact not only in an individual way but also in a familiar way 
as well as socially [8].

1.2. Entrepreneurship

In addition to economic literacy, as mentioned before, entrepreneurial skills have become 
ever more relevant. Be able to became with something new with a different purpose, being 
with frequency obtain money the reward is understanding like entrepreneurship, without to 
be a need condition to refers to a business entrepreneurship, because a lot of activities are real-
ized with social, educational even environmental purposes, among other [9].

In this sense, an entrepreneur is a person who has skills that are different from other people’s. 
Entrepreneurs can generate innovative ideas and put them into practice, taking account of the 
risks involved, using support networks and generating successful entrepreneurship, which 
are all relevant to their own interests and to society in general. They are able to be persistent and 
have confidence in themselves, and in them own abilities on face of failure. These skills complement 
the approach of financial education from the OECD, considering in an implied way the abili-
ties of creativity, flexibility, self-confidence, risk, and tolerance to uncertainty, which are cur-
rently necessary to enter the working world and contribute to a greater overall perspective, 
taking into account the opportunities being offered by the environment [10].

Entrepreneurs are no longer considered as bearers and makers of individual interests, but 
rather as protagonists of a public interest, which not only depends on material progress, but 
also on the social solidarity of our time, which currently overlooks winning the fight against 
discrimination [11]. This important task is needed in our society along with the teaching of 
skills that could help to develop it.

From a psychological perspective, we can define entrepreneur behavior as multidimensional, 
considering social, environmental, personal, and cognitive factors. Social factors are related 
to socioeconomic status, education, family, culture, and laws from the country of origin. 
Personal factors consider skills related to emotional intelligence such as innovation, auton-
omy, and risk management. Finally, cognitive factors are intelligence, critical thinking, and 
creativity. While social environmental factors cannot be controlled, personal and cognitive 
ones can be developed through training, education, and projects, which provide opportuni-
ties to vulnerable students [12].

It is understood that the teaching of entrepreneurship should be included in education sys-
tems from the beginning as a new approach to training and basic skills. At certain levels it 
should be considered as a transversal and horizontal facet, which is assisted by an education 
methodology in accordance with the achievement of expected learning objectives, and, at 
other levels, it should be established as a concrete subject [13]. It is also true that education 
should always present the promotion of personal attributes, which are the basis of entre-
preneurial spirit, such as creativity, initiative, responsibility, risk management, and indepen-
dence or work autonomy. This kind of attitude could be taught from elementary school stage 
and should impart knowledge through an active learning process. For all of the above reasons 
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it is relevant that schools accept responsibility for teaching deliberate and  comprehensive 
 entrepreneurial education with the objective of developing entrepreneurial knowledge, atti-
tude, values, and behaviors in children, enabling them able to reach adulthood with the abil-
ity to manage their own and other people’s resources wisely and responsibly [14].

In elementary school, the development of entrepreneurial spirit is achieved through the 
inclusion of curricular elements in two areas: social sciences (core subjects) and social val-
ues (specific subjects). The first element, core subjects, encourages the development of both 
individuals and teamwork, as well as the essential element of the learning process and the 
responsibility of studying, for example, self-confidence, critical sense, individual initiative, 
curiosity, interest and creativity in learning, and entrepreneurial spirit [15].

Quite often practical entrepreneurship experiences include very precise guidelines to enable 
teachers to fit into the curricula of particular subjects (civic education, social sciences, inte-
grated research projects, business, and entrepreneurship), or for their development in hours 
of tutoring. This strategy significantly facilitates the level of implementation of certain initia-
tives as it develops during school hours [15].
The concept of entrepreneurial skills implies not only having knowledge and skills, but also 
defining the importance of an individual’s independence and creative capital. Training for 
the competitive world of entrepreneurship implies surpassing the mere definition of perfor-
mance. It is necessary that individuals generate other projects, new hopes for themselves, and 
other competences [16].

2. Teaching to Teach: Economics and Entrepreneurship?

Learning moments are specific moments of life that allow people to understand a specific subject 
in an easier way, since an experimental situation is directly related with what must be learned [17].

In that sense, the learning moments help to answer the next question: What life events allow 
people to learn more easily the prioritized financial education contents [17]?

From the Center of Excellence in Economic Psychology and Consumption (in Spanish the 
CEPEC), economic and entrepreneurial literacy has been assisting scholars through interdis-
ciplinary projects methodology, using a central axis of articulated pedagogical multidisci-
plinary interests and scholarly interests.

This is a methodology that organizes a teaching–learning process in a flexible way, consider-
ing diversity as a way to address a topic or problem. The emphasis of a project is the relation 
between the different disciplinary contents regarding a central axis topic, bringing together 
the pedagogical interest of teachers with their students’ interest, and acting like an organizer 
and articulator of varied aspects and disciplines that are part of the project, where there 
should exist coherence between the various curricula contents of the involved courses [18].

To develop classroom projects it is possible to use varied pedagogical methodologies, such as 
cooperative groups, concept maps, field trips, construction of models, laboratory work, and 
computer and audiovisual techniques [17].
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Before starting a project in the classroom it is important to establish a general sequence of 
main objectives, contents, and activities, which should orient the students’ learning process, 
and should be sufficiently flexible to accept specific suggestions and areas of interest from the 
students. Here, the teacher’s or teachers team’s role should be similar to an “orchestra direc-
tor” or “general manager” of the project [19].

What are the phases needed to develop an interdisciplinary project?

There exist three main phases of development:

1. Project formulation.

2. Implementation and execution.

3. Evaluation [17].

1. Project formulation

This phase focuses on organizing the interdisciplinary work team (teachers who are teaching 
in the selected course and assigning time to the work team in planning activities), its consoli-
dation, and the formulation of the project to be carried out together. The ideal is not more 
than four subjects or subsectors because it could be more difficult to coordinate interest and 
common working spaces.

Examples of activities to develop this stage are:

• The formation of the work team (“partnership) of teachers and the central topic.

• Justification of the relevance of the project for both teachers and students and the link with 
the profile of the students and mission of the school.

• Formulation of objectives and selection of curricular contents, which should incorporate 
conceptual, procedural, and attitudinal objectives expressed in expected learning.

• Selection of activities and timing.

• Design of evaluation strategies.

Finally, the format of the basic project formulation document should have at least:

• A topic and title.

• Involved subsectors or subjects.

• Justification of the project, considering its importance from a teaching and student 
perspective.

• Expected learning.

• Contents.

• Central activities to develop the project.

• Evaluation strategies and expected products.

• A timeline.
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2. Implementation and execution

In this phase, the project is implemented in a coordinated way by each teacher of the team in 
each of their respective subjects and schedules. Permanent coordination of the work team is 
necessary to permanently evaluate project development and incorporate the adjustments that 
are deemed appropriate.

In addition, it is necessary that the work carried out throughout the project (research, doc-
umentation, etc.) should be reflected in evidence or concrete products, such as a mural, a 
model, a monographic work, plays, exhibitions, the sale of products, and others.

Like the first phase, there are various activities to develop:

• Presentation and launch of project.

• Development of the classroom program of the project, incorporating students’ questions.

• Organization, coordination, and supervision of students work teams of each subject, which 
will be the same during the development of the project. A continuous review of the log-
books and project portfolios of each team should be carried out.

• Teachers team coordination meetings.

• Self-assessment and incorporation of necessary adjustments.

• Presentation of project products and shared reflection on these.

3. Evaluation

The evaluation phase is a permanent phase, which is organized into three subphases based 
on a series of questions:

A. Initial evaluation: What do students know about the topic? What are their hypotheses 
and learning references? What questions are asked? How are they organized initially to 
answer them?

B. Process evaluation: What are they learning? How are they following the meaning of the 
project? How are they organizing their logbooks? How do they solve the problems and 
conflicts inside each teachers team? How is critical reflection being promoted through the 
project?

C. Product evaluation: What have students learned in relation to the initial proposals? Are 
they capable of establishing new relationships? What have they reflected in the final report? 
What does self-assessment and coevaluation reflect? What have we learned as teacher team 
about teaching work? What has been our progress in developing or consolidating more effi-
cient economic attitudes and competences in our students and ourselves as a teaching team?

Suggested activities to carry out in the evaluation phase:

• Formulation of evaluation questions.

• Development of stages of evaluation and application of assessment tools and strategies.
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• Internal analysis of the team and preparation of corrective measures.

• Self-assessment of the teachers team.

• Elaboration of final project reports.

On the other hand, in relation to project tracking, guidelines are identified for the preparation 
of the project portfolio and the logbook:

A. Project portfolio or project group folder: This is an ideal tool for monitoring formative 
and summative evaluation of classroom projects. Ideally, each student team should have one, 
containing a register, evidence of file activities, and project products. In addition, this will 
allow the development of transversal values such as self-criticism, order, responsibility, and 
the ability to prioritize.

The portfolio should include at least:

• A script of the project.

• Materials.

• Registers.

• Intermediate and final products.

B. Activities register logbook: This is a personal document and students should develop their 
own to register progress and difficulties. Ideally, teachers should also prepare their own blog 
to evaluate the progress of the project, the students’ responses to each of the activities, and 
the difficulties and their solutions. Finally, the logbook has a basic structure for its evaluation: 
(1) Date, (2) Activity, (3) Results, and (4) Personal reflections.

The second version of the “Teaching to Teach: Economics and Entrepreneurship” program was 
launched in 2016 together with Juega+, which was created from the need to incorporate, in a 
playful and applied way, economic and financial literacy in school planning. For it to work, it 
is based on the development of entrepreneurship, so that this could be considered as a future 
option for self-employment. It seeks to promote financial knowledge as well as entrepreneur-
ial skills in children, which are developed through a project of social entrepreneurship.

2.1. To whom is it addressed?

The 123 program is aimed mainly at students between the second and third cycle, with a low 
socioeconomic level, belonging to municipal schools of the commune of Peñalolén, in the city 
of Santiago de Chile.

2.2. Why use interdisciplinary projects?

It has been determined that the best way to teach financial content and develop the fnonding 
competences is to use “learning moments” in the resources and pedagogical activities that the 
different educational programs design and implement [14].
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2. Implementation and execution
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cient economic attitudes and competences in our students and ourselves as a teaching team?

Suggested activities to carry out in the evaluation phase:
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• Development of stages of evaluation and application of assessment tools and strategies.
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2.3. How was it done?

First, it was realized that teachers in the participant schools would have to be trained in 
economic and financial concepts, entrepreneurial skills, and interdisciplinary project meth-
odology. As a part of this, teachers formulated their projects into interdisciplinary teams.

The projects were then communicated to students and a tutor assisted the teachers in the 
development of the projects.

The topics chosen by teachers to work with the projects were:

• “Radio: New Generation,” a radio station that was transmitted at recess and lunchtime; 
students broadcast news, music, and interviews of interest to them. The project will be 
replicated annually.

• “Healthy diet,” where students became familiar with the meaning of healthy food using 
samples of healthy snacks. In addition, students were made aware of the new law regard-
ing black seals in commercialized food. This law indicates that food that contains more 
than recommended amounts of calories, saturated fat, sodium, and sugar must have a 
black seal containing dietary information.

• “Entertain your recess,” a project that consisted of game stands made from recycled materi-
als, for example: throwing jars with a ball. Students from other courses paid to use it; if they 
won, they received an award, like a teddy.

• “3Rs” (Reduce, Recycle, and Reuse), a project that taught students how to make objects 
with recycled and reused materials.

• “Solidarity cooperative,” a project whose main objective was to create a solidarity coopera-
tive, which has a common fund to buy tools and elements that children can use in classes.

• “City,” a project that created a small city in the classroom with about 1,50 meter stands 
that represented different city services such as a bank, taxi service, bakery, and drugstore, 
among others. In this city, children could learn economic and financial concepts and how 
they are used in daily life.

The development and results of projects were presented in an exhibition by teachers and a 
number of students.

Finally, an evaluation of the experience through a focus group was realized with students 
from the participant courses.

3. Method

The methodology used to evaluate the students’ experience from the 123 emprender program 
had a qualitative, descriptive design.

It was a convenience sample of 48 students from participant schools, made up of six focus 
groups with eight students in each group; the participant students were randomly selected. 
Focus group topics were related to the experience of students in the program, who were asked 
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about their opinions, relevant topics, significant learnings, learnings used in daily life, learn-
ings used in family life, and which improvements they would like to make.

Focus groups were recorded and transcribed. Transcriptions were analyzed in the NVivo 
program, version 11. An open coding strategy was used to analyze the contents of the tran-
scriptions, which is a way of codifying whereby codes are not premeditated and appear at 
the same moment. Subsequently, a dendrogram was generated by joining related concepts.

4. Results

Based on a qualitative analysis of the information collected, in the dendrogram (Figure 1) it is possible 
to observe, in the first instance, a dichotomous classification referring to the experience of stu-
dents who are attending the second or third school cycle in the “123 emprender” program.

At first, considering the experience of the "123 entrepreneurship" program, it possible to iden-
tify some positive aspects such as the development of learning and future discourses. In rela-
tion to the development of learning, students identify the acquisition of concepts related to 
economic and financial literacy, such as savings, budgeting, planning, compare prices, and 
money. “We learn how to compare prices before we buy” and “We learn financial language.” 
In addition, they identify the acquisition of mathematically logical concepts, which were used 
for the development of the project; these included addition, subtraction, division, multiplica-
tion, interpretation of graphics, and others. “We saw percentages, graphics, and charts in 
mathematics class” and “We learn how to calculate a discount.”

Figure 1. Dendrogram.

Entrepreneurship and Interdisciplinary School Projects of Vulnerable Students in Santiago de…
http://dx.doi.org/10.5772/intechopen.74088

149



2.3. How was it done?

First, it was realized that teachers in the participant schools would have to be trained in 
economic and financial concepts, entrepreneurial skills, and interdisciplinary project meth-
odology. As a part of this, teachers formulated their projects into interdisciplinary teams.

The projects were then communicated to students and a tutor assisted the teachers in the 
development of the projects.

The topics chosen by teachers to work with the projects were:

• “Radio: New Generation,” a radio station that was transmitted at recess and lunchtime; 
students broadcast news, music, and interviews of interest to them. The project will be 
replicated annually.

• “Healthy diet,” where students became familiar with the meaning of healthy food using 
samples of healthy snacks. In addition, students were made aware of the new law regard-
ing black seals in commercialized food. This law indicates that food that contains more 
than recommended amounts of calories, saturated fat, sodium, and sugar must have a 
black seal containing dietary information.

• “Entertain your recess,” a project that consisted of game stands made from recycled materi-
als, for example: throwing jars with a ball. Students from other courses paid to use it; if they 
won, they received an award, like a teddy.

• “3Rs” (Reduce, Recycle, and Reuse), a project that taught students how to make objects 
with recycled and reused materials.

• “Solidarity cooperative,” a project whose main objective was to create a solidarity coopera-
tive, which has a common fund to buy tools and elements that children can use in classes.

• “City,” a project that created a small city in the classroom with about 1,50 meter stands 
that represented different city services such as a bank, taxi service, bakery, and drugstore, 
among others. In this city, children could learn economic and financial concepts and how 
they are used in daily life.

The development and results of projects were presented in an exhibition by teachers and a 
number of students.

Finally, an evaluation of the experience through a focus group was realized with students 
from the participant courses.

3. Method

The methodology used to evaluate the students’ experience from the 123 emprender program 
had a qualitative, descriptive design.

It was a convenience sample of 48 students from participant schools, made up of six focus 
groups with eight students in each group; the participant students were randomly selected. 
Focus group topics were related to the experience of students in the program, who were asked 

Socialization - A Multidimensional Perspective148

about their opinions, relevant topics, significant learnings, learnings used in daily life, learn-
ings used in family life, and which improvements they would like to make.

Focus groups were recorded and transcribed. Transcriptions were analyzed in the NVivo 
program, version 11. An open coding strategy was used to analyze the contents of the tran-
scriptions, which is a way of codifying whereby codes are not premeditated and appear at 
the same moment. Subsequently, a dendrogram was generated by joining related concepts.

4. Results

Based on a qualitative analysis of the information collected, in the dendrogram (Figure 1) it is possible 
to observe, in the first instance, a dichotomous classification referring to the experience of stu-
dents who are attending the second or third school cycle in the “123 emprender” program.

At first, considering the experience of the "123 entrepreneurship" program, it possible to iden-
tify some positive aspects such as the development of learning and future discourses. In rela-
tion to the development of learning, students identify the acquisition of concepts related to 
economic and financial literacy, such as savings, budgeting, planning, compare prices, and 
money. “We learn how to compare prices before we buy” and “We learn financial language.” 
In addition, they identify the acquisition of mathematically logical concepts, which were used 
for the development of the project; these included addition, subtraction, division, multiplica-
tion, interpretation of graphics, and others. “We saw percentages, graphics, and charts in 
mathematics class” and “We learn how to calculate a discount.”

Figure 1. Dendrogram.

Entrepreneurship and Interdisciplinary School Projects of Vulnerable Students in Santiago de…
http://dx.doi.org/10.5772/intechopen.74088

149



In addition, participants identifying the development of values learning focused on valu-
ing knowledge and learning about economics. “It’s important to learn how to take care of 
money.” Also, through the planning and execution of the project the students gave value to 
the importance of communicating, referred to the relevance of effectively communicating, 
were tolerant, and knew how to listen to and transmit information. “We learn to listen to oth-
ers” and “We listen to others’ opinions.”

According to the participants, behavioral learning emphasizes financial planning, the acquisi-
tion of new practices of using money, and favorable practices of saving, for example, there was 
an increase in students who actually save and have the ability to manage a business, mainly 
by collaborating in the administration of family businesses. “There are many children who 
previously did not save and now they do” and “To compare sales on shops in downtown.”

Considering the planning, development, and execution of an entrepreneurship, through the meth-
odology of interdisciplinary classroom projects, students can work and develop many compe-
tences related to teamwork, communication, and responsibility. “The course worked as a team.”

Also, in relation to learning, the students’ tendency for future declarations is observed, mainly 
linked to the support of a family business. Through the developed and acquired tools, the 
participants feel able to collaborate and/or take charge of a family business. “My mom has a 
Christmas decoration business, and now I will be able to help her.” In relation to this, with the 
knowledge and skills base acquired, they also feel capable of developing an entrepreneurship. “I 
want to be a veterinarian and open my own pet clinic.” Likewise, by increasing their participa-
tion as economic citizens, through the learnings of the project, they can prevent future bad finan-
cial practices. “It is interesting to learn about money and thus not make a mistake in the future.”

The development of the project had an impact on the social bonding of students with various 
actors in their environment. An important element of this was their families, for example, reverse 
resocialization, where they can transfer knowledge to members of their family, such as parents 
and grandparents, favoring certain positive financial practices and highlighting the usefulness of 
the new knowledge acquired. “I told my grandmother that the bottles she will not use can be used 
as flower pots” and “When I go shopping with my mom, I tell her not to buy without checking the 
price in other stores.” On the other hand, students identify union between peers and classmates, 
by working together using the skills they have developed. “We come together more as a course.”

Different emotions were experienced by the participants of the project; they described it as a fun, 
entertaining, cool, and incredible experience. They felt rewarded when observing the impact and 
results of a project of which they were a part and emphasized this emotion by referring to the 
program as a pleasant and beautiful, fantastic experience. “It was fun” and “It was really cool.”

Although the participants valued the initiative and development of the program, they sug-
gested improvements could be incorporated in future versions. For example, the project 
should be allowed to develop over a longer period of time, and while it was accessible, there 
should be more physical space for the planning and execution of the project, the participation 
of the establishment involving other courses should be increased, and, finally, to generate 
impact in other establishments, there should be diffusion and promotion of the developed 
projects. “I feel it was a short time and I would have liked it to last longer” and “Get together 
with other schools to tell them to eat healthily.” (The topic of this project was healthy diet.)
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Despite the fact that the majority of the participants valued positively the experience of the 
program, Some students could identified certain negative characteristics and evaluations, in 
relation to learning, could be inferred than students do not incorporate contents referred to 
the project. “I do not know I didn’t learn anything.” It possible observe than some students 
have a conceptual understand, but are not be able to apply it. “I'm not sure how to do the 
exercise” (referring to the calculation of a percentage of discount). Regarding to learning of 
values some students do not identify any value in the contents reviewed and developed in 
the project, not being able to identifying or useless to learn. “We didn’t learn anything but it 
was fun.”

There was a lack of involvement with some of the participants’ significant connections with 
others, such as lack of family and school support, lack of commitment and involvement of 
peers, and, finally, the individualism of certain peers, who considered the project competitive, 
especially during project development. “My mom told me to do it alone” and “They don’t care 
about our project.”

Finally, there were some who experienced participation in the program as negative; the pre-
dominant emotion in this case was stress. Participants considered the activities as boring and 
even showed indifference to them. “I don’t care” and “It was boring.”

5. Conclusions

There is generally a positive assessment of the program, but it is important to consider nega-
tive assessments, especially if improvements in the development of new versions are included.

The students emphasized the playful way of acquiring new knowledge and recognized in 
large part the effectiveness of this, since various means are used to facilitate learning, includ-
ing reading, debating, planning, teaching, creating, and developing, among other recom-
mended activities, for example, the learning pyramid.

Participation in programs focused on acquiring and developing knowledge, in this case, 
financial literacy, and focused on work with entrepreneurial skills, which could generate 
greater self-confidence, motivation for achievement, and projection both personally and pro-
fessionally. The ability to work in a team, the responsibility and development of diverse traits 
and/or styles of leadership, in addition to the link with students’ peers, the environment, and 
the generation of networks, applicable and useful both now and in the future, strengthen the 
development of economic world comprehension and entrepreneurial skills by bringing out 
the necessary implementation of this kind of program in formal education. In Chile, economic 
education is precarious, is developing on 20 or 22 weeks in the 12 years of formal education 
(contents like, economic market, limited resources and unlimited needs, some bank instru-
ments), and does not exist programmatic axes which organize the dispersed topics in the dif-
ferent subjects [8]. Also, the lack of a pedagogical model of economic education for guidance 
and organization is demonstrated. Economic education is more like an isolated instructional 
recommendation, which cannot effectively handle the world of consumption and manage-
ment of money [19].
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It is important to consider that even when some students did not experience the achieve-
ment of incorporation of the contents, it was possible to observe a gradual incorporation of 
these, where some achieved an attitude and behavioral change. However, one should not 
ignore the incorporation of technical language, values, and content, because these could be 
the first step to develop significant learnings, considering the necessary training and con-
struction of a systemic vision of the economic–social model in which they are placed and the 
acquisition of competences for the achievement of critical, reflexive, and socially responsible 
consumption[20].

It is also possible to consider how the teachers described the objectives of the project, how 
these were to be worked, and the learning involved, because some children may not recog-
nize as learning the incorporation of skills such as teamwork, leadership, self-confidence, and 
problem solving, among others; however, this could be achieved by incorporating an inter-
view with the teachers, which could be included in future versions of the program.

Finally, it is important to mention than this project provides a first approach to interdisciplin-
ary projects related to entrepreneurship topics, and allows continual research into its impor-
tance and how it is possible teach this important topic in schools. For the future, projects 
should consider further teacher training on issues such as conflict resolution, objectives plan-
ning and setting, curricular adaptation, and “soft skills.”
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It is important to consider that even when some students did not experience the achieve-
ment of incorporation of the contents, it was possible to observe a gradual incorporation of 
these, where some achieved an attitude and behavioral change. However, one should not 
ignore the incorporation of technical language, values, and content, because these could be 
the first step to develop significant learnings, considering the necessary training and con-
struction of a systemic vision of the economic–social model in which they are placed and the 
acquisition of competences for the achievement of critical, reflexive, and socially responsible 
consumption[20].

It is also possible to consider how the teachers described the objectives of the project, how 
these were to be worked, and the learning involved, because some children may not recog-
nize as learning the incorporation of skills such as teamwork, leadership, self-confidence, and 
problem solving, among others; however, this could be achieved by incorporating an inter-
view with the teachers, which could be included in future versions of the program.

Finally, it is important to mention than this project provides a first approach to interdisciplin-
ary projects related to entrepreneurship topics, and allows continual research into its impor-
tance and how it is possible teach this important topic in schools. For the future, projects 
should consider further teacher training on issues such as conflict resolution, objectives plan-
ning and setting, curricular adaptation, and “soft skills.”
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Abstract

In the worldwide Islamic diaspora today, how does the socialisation of women into 
Islamic belief and observance operate? This chapter considers such matters in the con-
temporary Finnish context. It deals with issues of bodily comportment and types of gar-
ments intended to be expressive of Islamic piety, and made available by the globalised 
Islamic fashion industry. The focus is on the means whereby sartorial objects are used 
to encourage females to adopt certain kinds of practices, thought to be expressive of the 
religious norms of particular diasporic communities. Attention is directed to what hap-
pens when one woman gives another woman an Islamic garment as a gift. The gift brings 
with it a set of obligations on the part of the receiver, which functions as often potent 
means of ensuring acceptance of group norms as to acceptable and unacceptable visual 
appearance and behaviour. We discuss this with reference to Marcel Mauss’s classical 
anthropological work on the institution of gift-giving. It is found that Mauss’s original 
insights continue to be valuable for understanding socialisation processes in globalised, 
diaspora contexts today.

Keywords: hijab, Muslim women, gift, veil, Islam, Mauss
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is how the socialisation of individuals into Islamic belief and observance operates. How the 
transnational migration of people, ideas and practices affect modes and methods of sociali-
sation requires careful consideration. This chapter considers such matters in relation to the 
socialisation of women into Islamic religious observance in a contemporary north-west 
European context, namely Finland. Any consideration of the relations between Islam, women 
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and gender has to deal with the sometimes controversial issues surrounding Islamic female 
dress and bodily comportment. This includes types of garments intended to cover parts of 
the female body in certain ways that are taken to be expressive of Islamic piety. Such cloth-
ing objects are often made available to women and their families by a complexly globalised 
Islamic fashion industry, the latter being part of broader trends towards the appearance of 
multiple Islamic cultural industries [1]. (For an extensive review of the production and con-
sumption of Islamic garments, see [2]).

Garments conventionally associated with Islamic observance are important tools for socialis-
ing individual women into the expectations of Islamic faith, as these are held by both local 
and transnational religious groupings. Garments can of course be used by women as means 
of individualisation and resistance to group norms [2]. Here, by contrast, we will focus on 
the means whereby such sartorial objects are used by representatives of religious groups to 
encourage females to adopt certain kinds of practices, which are thought to be expressive of 
the religious norms of a given community.

A potentially powerful means of socialisation and persuasion in this regard is the act of gift-
giving. We focus on what happens, or what is intended to happen, when one woman gives 
another the gift of some sort of Islamic garment. When such an object is rendered as a gift, it 
brings with it a set of obligations on the part of the receiver, and these obligations function 
as often potent means of ensuring acceptance of group norms as to acceptable and unaccept-
able visual appearance and behaviour. We consider the obligatory nature of gifts, which pull 
recipients into a broader social system (here, observance of religious rules and community 
norms), in light of Marcel Mauss’s classical anthropological work on the institution of gift-
giving [3].

Since Mauss’s time, gift-giving has been widely acknowledged by social scientists as an impor-
tant form of socialisation. For Islamic people today, gift-giving is tied up in various ways with 
diaspora, migration, and the Islamic fashion industry [4, 5]. Life in diaspora contexts necessar-
ily transforms the ways a religious or ethnic community operates, creating new practices that 
may be different from those back in the country of origin. Younger generations are engaged in 
different sorts of religious practices from earlier generations, as well as creating newer forms 
of gift-giving. One major innovation here is the ubiquity of giving low-cost Islamic garments, 
often with the aim of recruiting new believers into religious observance. The low prices of such 
garments are made possible by the ready availability of them made possible by the globalisa-
tion of the Islamic fashion industry [1]. The easy access to clothing of this sort makes some 
women’s wardrobes so large that charitable gift-giving becomes not just possible, but instead 
a practical necessity, as well as a religious imperative, as we will see below.

The empirical material that we consider here is drawn from ethnographic fieldwork carried 
out by one of the authors (Almila) in 2011–2012 among Islamic diaspora groupings in Finland 
[6]. The particular groups in question are Finnish-born converts to Islam, and Iraqi Shi’a and 
Somali Sunni migrants to Finland.1 In each case, gift-giving and gift-receiving functioned as 

1Migration of these ethnic groups into Finland is a relatively recent phenomenon [7], and all the women cited here are 
first generation immigrants.
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important ways in which the broader religious group to which women already belonged, or 
were about to enter, sought to invite, encourage, and compel those women to dress in certain 
ways, and thus to act and think in manners felt to be appropriate by the group at large or by 
the moral leaders within it. Standing behind such micro-level practices of gift-exchange stand 
a range of macro-level and often transnational factors, including competing interpretations 
of Islam. Through gift-giving, these interpretations are projected onto material objects, which 
in turn work as subtle but compelling tools of socialisation of individuals into community 
norms and relations.

Garments, as material objects invested through gift-giving with deep religious significance, 
are taken out of both the capitalist commodity economy and the realm of the globalised 
Islamic fashion system, and come to operate within more localised moral economies char-
acteristic of particular migrant and convert groups. This allows us to focus on a relatively 
under-researched area, that of the micro-politics of Islamic veiling within communities, in 
contrast to much of the academic literature, which often focuses on Islamic cultural industries 
and the intrusion of macro-level politics into everyday life [4–5, 8]. We also show the ongo-
ing relevance of Mauss’s ideas about gift-giving for understanding phenomena of religious 
socialisation.

2. Thinking about gift-giving

Since the initial publication in 1925 of Mauss’s Essai sur le don (translated into English as 
The Gift) [3], there has been a huge amount of critical responses to his claims about the roles 
played by gifts in human societies, some being sympathetic extensions of his arguments, oth-
ers involving sometimes severe refutations of the work on theoretical or empirical grounds 
[9]. Nonetheless, the central arguments remain influential in understanding how gifts operate 
within particular social contexts.

The general thrust of Mauss’s argument is that the phenomenon of the gift is highly ambiv-
alent. Gifts operate in the socio-psychological spaces that exist between sets of opposed 
values: kindness and aggression, disinterestedness and self-interest, cooperation between 
individuals and conflict between them, care for others and endeavours to control them, giv-
ing away wealth and making personal gain, the power of the giver over the receiver (and 
vice versa), inner volition and social obligation and interior piety and the social display of 
virtue [10, 11]. Gifts are uneasily, yet dynamically, located within a complex social-psycho-
logical terrain.

For Mauss, in most if not all societies, a great deal of ‘everyday morality is concerned with 
the question of obligation and spontaneity in the gift’ [3]. On this view, the act of one person 
giving a gift to another is at one level a spontaneous and self-willed act of kindness, and 
may very well be experienced as such by the giver. But the giving and receiving of gifts is a 
social, rather than individual-psychological, phenomenon par excellence. Gifts, ‘which are in 
theory voluntary, disinterested and spontaneous … are in fact obligatory and interested … 
the gift [may be apparently] generously offered … [but] the transaction itself is [in fact] based 
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on obligation’ [3]. Thus surface-level generosity masks tacit, subterranean but nonetheless 
powerful forms of obligation, whether or not the giver is explicitly conscious of this fact, or 
whether s/he intends it to have that effect.

The receiver of the gift is in fact under two forms of obligation, sanctioned by the social group 
to which (often but not always) both giver and receiver belong. First, there is an obligation to 
accept the gift being offered. Refusing to accept a gift is like ‘a declaration of war’, because it 
involves ‘refusal of friendship’ and other forms of positive social intercourse [3]. Moreover, 
a person ‘does not have the right to refuse a gift … [because to] do so would show fear of 
having to repay … admitting defeat in advance’ [3]. ‘[Y]ou accept [the gift] … because you 
mean to take up the challenge and prove that you are not unworthy’ of the gift you are being 
offered [3].

However, Mauss adds that, ‘in certain circumstances … a refusal can be an assertion of victory 
and invincibility’ [3]. A refusal to receive a proffered gift is possible if the putative receiver has 
both the personal bravery and social resources necessary to resist the blandishments of the 
putative donor, refusing their overtures to enter into a gift-giving relationship, while being 
content to risk giving potentially grave offence to the would-be donor.

Second, there is an obligation for the receiver, after a certain period of time, to reciprocate 
the initial gift, by in turn giving the original giver another gift, the counter-gift. The initial 
receiver is strongly obliged ‘to make a return gift for a gift received’ [3]. Strong social sanc-
tions are attendant on someone who fails to return a gift. In this social situation, the return 
gift usually must be of equal or greater value to the initial gift. According to Mauss, we ‘must 
always return more than we receive; the return [gift] is always bigger and more costly’ than 
the original one [3]. ‘[S}uch a return will give the donor [i.e. the initial recipient] authority and 
power over the original donor, who now becomes the latest recipient’ [3].

In other words, the power gained over the initial receiver by the initial donor is reversed, 
when the counter-gift shifts the balance of power back towards the initial recipient, who now 
as donor gains the moral high ground. We can add that a counter-gift need not necessarily 
take the same form as the gift. As we will see below, the gift of an Islamic garment can be 
repaid by the recipient through publicly shifting their visual appearance and their behaviour 
in the direction felt to be appropriate by the donor. In this way, certain gifts can operate as 
powerful mechanisms of socialising people into the observance of certain religious and/or 
community norms.

An initial round of gift-giving is very likely to provoke a further series of gifts and counter-
gifts between both parties involved, a process that may last a long time, possibly even for 
life. The important point here is that through the initial stimulus of the first gift, both donor 
and receiver are pulled into a social system that is given both life and permanence by the 
to-ing and fro-ing of gift exchange [12]. There is an ‘obligation upon the [gift partners] there-
after to make perpetual gift-exchange’ [3]. This explains why ‘it is the nature of the gift in 
the end to be … its own reward’, because the initial expenditure by the first donor leads to 
a chain of counter-gifts, which tends to be of at least equal value to the initial gift, and the 
existence of the chain itself may bring various benefits to the original donor [3]. Yet gifts are 
also deeply ambivalent, precisely because of the combination of ‘intimacy and … fear which 
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arise from th[e] reciprocal creditor-debtor relationship’ [3]. The intimate nature of the giver-
receiver relationship fundamentally goes together with the risk of ‘losing face’ if one cannot 
adequately reciprocate the donor with an appropriate counter-gift [3]. To be unable to proffer 
an adequate counter-gift is to lose honour, social status and self-esteem.

The gift-exchange chain need not (and according to Mauss, does not usually) involve a simple 
dyadic relationship between two individuals. Instead, if the donor is (or presents themselves 
as) a representative of a given social group, then the receiver is pulled into a set of obliga-
tions to, and forms of reciprocity with, that group as well as with the individual donor. This 
is why for Mauss the gift is ‘a means of controlling others’, for the obligations involved in the 
gift relationship entail that the initial receiver comes into the gravitational pull of the group 
of which the initial donor is, or presents themselves as, a representative. In so doing, the gift 
opens pathways by which the group can instil its values into the mindset and behaviour of 
the initial recipient [3].

That is why the gift-giving process can act as a very effective means of socialisation. The lat-
ter term is conventionally taken to refer to processes whereby a child born into a particular 
group is inducted into the habits, values, outlooks and so on of that particular community. 
But gift-giving can operate as a means whereby adults raised within the cultural parameters 
of one group may be pulled towards observing obligations to another group, those obliga-
tions involving some level of subscription to the values of the group to which the gift donor 
belongs. Alternatively, gift-giving can operate as a means of re-socialisation of existing group 
members, pulling them back more thoroughly than hitherto into the moral life of the group. 
This may happen especially in cases where the donor may perceive the recipient to be exhibit-
ing less strongly than would be desirable the attitudes and practices of the group.

Some other features of gift-giving identified by Mauss are also pertinent here. The object that 
is given as a gift is transformed from being a mundane material thing into a special sort of 
entity. In many non-capitalist economies, things are thoroughly bound up with the persons 
who make or give them; the personality of the maker or giver is felt to inhere within the 
object in profound ways. This stands in stark contrast to capitalist economic logic, which 
disentangles the object from those who made or passed it on to a consumer [13]. Once the 
capitalist consumer has purchased the object, it is (usually) wholly ‘theirs’. But gifts work dif-
ferently, and gift relationships that exist within a broader capitalist economy may still operate 
according to their own specific logics that are irreducible to capitalist market principles. This 
is because gifted ‘objects are never completely separated from the [people] who exchange 
them’ [3]. Therefore, if we are dealing with gift relationships rather than capitalist market 
transactions alone, then the giver retains ‘a magical and religious hold over the recipient’ [3]. 
This is because the object is felt to be invested with some of the spiritual essence, or the soul, 
of the giver.

For example, one might be reluctant to sell on e-Bay a gift received from a favourite relative, 
even if the object itself is not particularly appealing. The object seems like an avatar of the 
favoured person, and so to give it away or sell it seems somehow wrong, because to do that 
would be to insult the image of the person who gave it to you. The spiritual element of the 
gift is a pronounced one: when giving a gift, ‘one gives away … a part of one’s nature and 
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on obligation’ [3]. Thus surface-level generosity masks tacit, subterranean but nonetheless 
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to-ing and fro-ing of gift exchange [12]. There is an ‘obligation upon the [gift partners] there-
after to make perpetual gift-exchange’ [3]. This explains why ‘it is the nature of the gift in 
the end to be … its own reward’, because the initial expenditure by the first donor leads to 
a chain of counter-gifts, which tends to be of at least equal value to the initial gift, and the 
existence of the chain itself may bring various benefits to the original donor [3]. Yet gifts are 
also deeply ambivalent, precisely because of the combination of ‘intimacy and … fear which 
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who make or give them; the personality of the maker or giver is felt to inhere within the 
object in profound ways. This stands in stark contrast to capitalist economic logic, which 
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This is because the object is felt to be invested with some of the spiritual essence, or the soul, 
of the giver.
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substance, while to receive something is to receive a part of someone’s spiritual essence’ 
[3]. The process of gifting and counter-gifting involves not mere economic exchange but 
rather ‘a pattern of spiritual bonds between things which are to some extent parts of persons’ 
[3]. As the spiritual presence of the person who originally gave the gift resides within and 
lingers around it, then the gift received is owned by the receiver, ‘but the ownership is of 
a particular kind’, for the gift retains strong traces of the personal charisma of the person 
who first offered it. For Mauss, this shows that the gift is a complex of different properties 
which modern, Western thought usually separates from each other: it is simultaneously both 
‘property and a possession, a pledge and a loan, an object sold and an object bought’, among 
other things [3].

In other words, a received gift is not a mere object; it is a powerful reminder of someone else, 
and most likely of the social group that stands behind them too. Wearing such an object, then, 
is a potent and embodied reminder of the desires of the donor and of the group to which  
s/he belongs. To wear a gift garment is to acquiesce, at least to some degree, in the intentions 
of the donor and their social group. By wearing such a garment, I start to  resemble, to some 
degree, the image that the donor and their group have of me, or the image which they want 
me to have.

Any object can potentially take on the special qualities of a gift; it just must be given to a 
recipient in the spirit of gift exchange. As Mauss puts the point, ‘everything is stuff to be given 
away and repaid … [thus becoming] a perpetual interchange of what we may call spiritual 
matter’ [3]. So deeply can objects be invested with special significance by both donors and 
receivers, that for those in a gift-giving chain these objects can come to seem to have ‘a virtue 
of their own which [itself seems to] cause … them to be given and [in turn] compels the mak-
ing of counter-gifts’ [3]. In essence, once objects become gifts, those ‘things have personal-
ity’, [3] and are felt to have a special sort of resonance and charisma. They possess both the 
traces of the personality of the individual donor, and of the group to which s/he belongs. For 
example, a Bible given by a grandmother to a grand-daughter resonates with the personality 
not only of the esteemed elderly relative but also, because it is an explicitly religious object of 
the Christian church, community and belief system to which the grandmother belongs and 
subscribes. The Bible-gift seeks to pull the child into the ambit of the religious community of 
which the more senior woman feels herself to be part and representative of.

We can note here that some authors have pointed to the especially strong bonds between 
women, whether as relatives or as friends, that can be created through gift-giving processes 
[14]. We can add that certain objects will be defined by particular groups as being especially 
worthy of being given as gifts. Weiner’s extension and critique of Mauss’s original formula-
tions notes that hand-made objects, especially those made by donors themselves, operate as 
particularly powerful gifts, as they very deeply embed the personality of the maker-donor 
into the material fabric of the object. Objects that are not made by donors, but which are 
framed by donors as having been very carefully selected and sought out by them for the 
recipient, can also take on strong traces of the donor’s personality [15].

Objects that a given community regards as especially spiritual are also likely to operate as par-
ticularly potent gifts. An object already defined as somehow spiritually special is particularly  
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amenable to be used as a gift and transformed into an even more unique entity. People in 
Islamic communities are likely to think that garments for women, which indicate the wearer’s 
piety are particularly suitable to be defined and used as gifts. An Islamic headscarf given as 
a gift is made doubly special. It both reverberates with piety, because it is understood by all 
relevant parties as an expression and embodiment of faith, and it is also disentangled from 
capitalist economic relationships, being rendered as superior to them by dint of being prof-
fered not as a mere object for sale, but rather as a gift, that is, as a part of an apparently disin-
terested, friendly gesture on the behalf of one Muslim believer towards another. The Islamic 
headscarf has the potential to function as an exceptionally powerful and compelling gift. To 
refuse to accept it would require a great deal of bravery and social resources on the behalf of 
the intended recipient. It is usually very difficult to turn down an object so deeply invested 
with the powers of both piety and friendship, an exceptionally potent combination of socio-
psychological properties.

The connections that can pertain between gift-giving and religions are complex, but one can 
note that the major world religions tend to stress the importance of believers giving gifts 
and alms, especially to those less fortunate than themselves. Donors are meant to expect no 
explicitly earthly return on their generous acts of gift-giving. Nonetheless, they may tacitly 
expect some credit in the afterlife on the basis of their religiously-inspired gift-giving in this 
world [16]. Once again, we see that the act of gift-giving oscillates between the display of self-
less generosity on the one side, and on the other, the expectation that one stands to achieve 
something by giving the gift away. This applies as much to explicitly religious gifts as to any 
others. This is worth bearing in mind as we now turn to examine the empirical data concern-
ing gift-giving among Muslim women.

3. The hijab as an invitation

Aisha2, a Finnish woman in her mid-20s, converted to Islam at the age of 18. Having grown up 
in a small Finnish town, she now lives in Helsinki, the capital city, and studies at a university. 
Soon after her conversion, she arranged her marriage to an Arab man through her religious 
community, and they now have one child. Aisha’s views and dress choices – a full-length 
khimar3 and previously also the niqab4 – reflect a conservative interpretation of Islam, and 
she regularly visits a mosque that some other Finns consider ‘Salafi-influenced’. Aisha is very 
articulate and critical of what she considers the cultural and commercial objectification of the 
female body in Finland and in ‘the West’ more generally.

2All names of the interviewees have been changed.
3Khimar refers to a head-covering, initially worn by both women and men. By the 1980s, khimar had come to mean ‘a 
headcover that covers the hair and extends low to the forehead, comes under the chin to conceal the neck, and falls down 
over the chest and back’. [17] Khimars come in different lengths: below the hips, down to the knees, and full-length with 
sleeves.
4Niqab is an Arabic face-veil, ‘a free-flowing piece of black cloth of various lengths that covers the lower part of the face’. 
[18] It typically leaves the eyes visible, although there are niqabs that can be used to cover the eyes as well. More recently, 
niqabs have been available in a variety of colours.
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Aisha told the interviewer how she, after reading the Qur’an and believing it to be ‘the truth’, 
learned more about the practicalities of Islam. Through an internet discussion forum, she 
made the acquaintance of a Somali Muslim woman of her own age, and learned more about 
everyday life as a Muslim.

I visited her a couple of times and she showed me how to pray and gave me a scarf and then an abaya. 
… So, I actually started to wear them and pray before I had said Shahada [the declaration of belief].

As Muslim women are required to veil when praying, such garment gifts have a practical 
value for the new convert when she learns to pray and to integrate her new religion into her 
daily life routines. The gift serves the purpose of encouraging her to veil and operates as a 
welcome to the community.

Such gifts are often easily given and considered neither too personal nor too valuable to 
accept. They are typically bought cheaply from sources outside Finland, and as commodi-
ties operate in the cheaper end of globalised fashion systems. However, as Mauss reminds 
us, a gift is normally given and received under obligation, and in the process of gift-giving, 
it turns from mere commodity into something more spiritual and socially meaningful. In this 
case, the scarf and the abaya can be seen as a covert attempt to convert someone (or at least 
to encourage their conversion), and one of the gift’s purposes is to bind the receiver, if not to 
the gift-giving individual per se, then to the Muslim community as a whole through a sense 
of gratitude and obligation to return the favour. New converts who are on the receiving side 
are expected to contribute back to the community, which the original donor represents, later 
on. Rather than creating a bond between two individuals, the gift therefore aims to create a 
bond between an individual and the community, imposing certain expectations with regard 
to appearance and behaviour onto the potential convert woman.

There has been a significant shift in Somali interpretations of Islam as the Somali diaspora has 
spread across the world. While many of the older generation are Sufist, many of the younger 
generation are influenced by trends of the global Islamic revival, and particularly those actively 
marketed by Saudi Arabia [19]. Many young Somalis are also involved in Da’wah (‘calling to 
Islam’). This is a form of missionary work, which targets both non-Muslims and also Muslims 
deemed to be not the ‘right’ kind of believers and religious practitioners. Popular among 
various Arab populations and, in the US especially, black converts to Islam, Da’wah work is 
sometimes associated with conservative (or even radical) views of Islam. In Aisha’s case, the 
presumed intention of the original donor bore fruit: Aisha is now a moral leader with conser-
vative religious views, and lectures to other young Finnish converts to Islam. She has been 
successfully socialised into a religious community, and the original garment gifts she received 
some years ago played an important role in this regard.

The following story exemplifies the nuances within the Finnish Somali community with 
regards to interpretations of Islam. Nura is a Somali Muslim woman in her mid-20s. She 
arrived in Finland as a teenager and is married to a Somali man from her own clan. The mar-
riage was arranged by their families, and both spouses share Salafi-influenced views of their 
religion. The interviewer was passed leaflets to that effect from the husband when visiting their 
home, but never actually met him in person as he firmly stayed in his room when the female  
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interviewer visited his wife. Nura wears the long khimar and the niqab, and believes that 
others should do so too. While she stressed that the wearing of the hijab should be everyone’s 
own personal choice, she also stated that she is ‘advising’ her younger sister to conform to 
more conservative dress styles, which the sister apparently resists. This kind of pressure was 
fairly common in this community, and was not considered to be in any sort of conflict with the 
requirement that wearing the hijab be ‘freely chosen’.

In this regard, garment gifts may also serve the purpose of encouraging the wearing of a 
certain kind of hijab, and thus fostering the ‘right’ kind of representation of the religious 
and ethnic community. Such gifts are given under specific conditions, and usually follow the 
receiver’s desire to change her dress (and the giver’s desire to support her decision), rather 
than as a general encouragement for veiling. As Nura explained,

Just this summer I gave up a scarf I’ve worn for many, many years. It was very dear to me… But… in 
my opinion it was useless to leave it in the closet; I got a migraine and I couldn’t [wear it]. Someone else 
wanted to start [wearing] the [khimar], which is a great thing if another Muslim wants to cover herself 
more. I was very glad [and] I gave it to her.

Thus, giving away a garment to which she had an emotional bond was justified for Nura 
for two reasons: her inability to wear it (negative reason), and the other woman’s need for 
it (positive reason – it encourages a deeper level of Islamic observance). Here, she practices 
a certain level of sacrifice, which is discussed in more detail below. The gift signified her 
encouragement and acceptance of the other woman’s choice to ‘cover more’, as well as mate-
rially making that more possible and more likely. Such gifts are not simply about linkages 
between individuals, but are also about the expressing, forging and maintaining of networks 
within the ethnic/religious community [3]. The gift works as an invitation for a particular 
woman to be included in a particular group of veiling women, which in turn pulls her into 
the orbit of the religious norms of the broader community to which that particular group 
subscribes.

4. The hijab as connection-maker

Miriam, a Finnish woman in her late 20s, had a very different conversion story. She also 
dresses very differently from Aisha, preferring long skirts, long-sleeved tops and a small scarf 
that covers her hair but not her neck. Converted 2 years prior to the time of the interview, 
she had no connection to any local Muslim communities, and her only Muslim contacts were 
her Arab husband and his family, who live abroad. Miriam has one child, and is practically a 
single mother in her husband’s absence. She tells the history of her scarf-wearing as follows:

In Finland, I’ve worn this kind of a scarf [a small scarf covering most of the hair and the ears but not 
the neck] since the spring… It was actually because in 2010 we visited Jordan and I wore there for the 
first time the full scarf and the family saw me wearing it… Then [my husband’s] brother came to visit 
[Finland]… and when I heard he’s coming and thought that they’ve seen me with the scarf and I kind 
of can’t appear with them without the scarf so I started wearing this… I couldn’t imagine myself any 
more without a scarf in front of the family.
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Aisha told the interviewer how she, after reading the Qur’an and believing it to be ‘the truth’, 
learned more about the practicalities of Islam. Through an internet discussion forum, she 
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home, but never actually met him in person as he firmly stayed in his room when the female  
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interviewer visited his wife. Nura wears the long khimar and the niqab, and believes that 
others should do so too. While she stressed that the wearing of the hijab should be everyone’s 
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single mother in her husband’s absence. She tells the history of her scarf-wearing as follows:
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the neck] since the spring… It was actually because in 2010 we visited Jordan and I wore there for the 
first time the full scarf and the family saw me wearing it… Then [my husband’s] brother came to visit 
[Finland]… and when I heard he’s coming and thought that they’ve seen me with the scarf and I kind 
of can’t appear with them without the scarf so I started wearing this… I couldn’t imagine myself any 
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When Miriam married her husband, the husband’s family asked if she wanted to convert to 
Islam. When she refused, the topic was never brought up again. Muslim men, unlike Muslim 
women, are allowed to marry a non-Muslim, so there is no doctrinal compulsion for conver-
sion of the bride [20]. Nor had her husband ever indicated, after she eventually did convert to 
Islam, that he would wish her to veil, or indeed that he had any opinion on her dress whatso-
ever. However, Miriam herself had a desire for continuity of dress in front of her husband’s 
family and thus compromised between what she calls the ‘full hijab’ (and which she considers 
‘ideal’), and a version of it that can be worn in Finland without risking drawing too much 
attention to herself. Her choice is even more interesting in the light of what she says about her 
Finnish family:

I didn’t tell [them about my conversion] directly; they’ve been left to deduce it from the changes that 
have happened to me. They’ve not said anything [negative] about it, and my mother even wanted to 
buy me a scarf, which was really nice. We were at the [open air] market in Porvoo, they have handmade 
woollen scarves there, and it was really kind of her because I think they think I’ve converted because of 
my husband.

In a Finnish cultural context where the family does not necessarily communicate through 
expressing themselves in verbal and direct ways – a fairly typical situation in many Finnish 
families – a garment-gift may gain considerable significance, for it eloquently says that one’s 
choice of religion – and by extension, one’s broader lifestyle – is accepted and even supported 
by one’s family. This kind of gift is also highly emotionally invested. A valuable gift, handmade 
(if not by the donor) [15], and embedded in intimate family relations, the gift clearly carries the 
personality of its donor, in this case, Miriam’s mother, a non-Muslim who nonetheless wishes 
to signify her acceptance of her daughter’s religious choices and forms of norm-observance.

A garment gift may also signify a new family bond created through marriage. Many of the 
women interviewed in the study mentioned scarves and other garments that they were given 
by their mothers-in-law. For example, Afra, an Iraqi Shi’a Muslim woman in her early twen-
ties, married her husband in an arranged marriage.

It was through my aunt. His sister asked if I’m married. … Then they came to visit and asked for my 
hand and my father asked me what I think, do I agree? I asked what do you [both the parents] think, 
what kind of a family is it? The family is good and it has a good reputation, we knew this is a high-
status family… [O]ne doesn’t look at the boy what he’s like, what he’s done, but at the family. Because 
the family is responsible for the son. If he does something [wrong], the family takes the responsibility. I 
thought: that’s a good family, the best family here in Finland, really good reputation, no one has as good 
a reputation here in Finland. So why not?

In the frame of Shi’a Iraqi marriage, reputation, as well as status, is something that a family 
holds as a unit, and thus every individual’s behaviour is judged as part of that unit. Therefore, 
a family unit holds a position within a community that defines each family member’s status 
in that community, but at the same time each individual contributes to her or his family’s sta-
tus position. In a ‘traditional’ Muslim view on marriage and women, the women’s honour is 
directly connected to the family honour, and therefore the women of the family also strongly 
influence the family’s honour through their actions [21].

In light of this, it is not very surprising that after her engagement, and especially upon her 
marriage, Afra faced new requirements regarding her dress code.
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When I got married, my mother-in-law gave me clothes; she had bought them abroad… At that time I 
didn’t yet wear a black long robe, I had trousers and a top down here [indicates below mid-thigh] and 
then the scarf. This robe5 I started to wear when I got married. It was [my husband’s family’s] wish 
and I said why not.

Here it is important to consider this requirement within the frame of the Finnish Iraqi Shi’a 
community. The family Afra married into is said to be directly descended from Prophet 
Mohammed. Within the Shi’a community, the descendants of Mohammed hold a special, very 
highly regarded position. They are also permitted to wear a certain special shade of green in 
their clothes, which makes them very recognisable within the community, particularly dur-
ing celebrations. Such high status and clear visibility within the community is highly likely 
to motivate the family to protect their reputation more carefully than they might need to do 
otherwise.

Indeed, Afra learned that she was marrying into a family with stricter religious dress codes 
than her own family has. For example, her younger sisters wear trousers, tunics and scarves, 
while her husband’s sisters all wear more covering forms of dress. (Afra’s own family’s 
responses to her dress changes are discussed in the next section.)

In respect to dress, we are different because they [the husband’s family] all wear the abaya6 and the 
jilbab. When a girl goes to school, they dress [like that] immediately. Now [one young daughter] wears 
trousers and a tunic but they slowly teach her to wear the abaya… But us, mother wears the abaya and 
the jilbab but we don’t, we wear jeans and tunics and skirts. We are different in the sense that it’s not so 
particular, not so necessary to have the abaya. I didn’t either, only when I married I put it on.

Afra’s sister-in-law, Kayani, a Finnish convert woman who married into the same family, 
also wears the same more covering form of dress. But she frames her dress style as a personal 
choice that fits her character, personal convictions and sense of style better than the trousers 
and tops that she initially wore after her conversion.

I’ve always worn [covering clothes]; I’ve never been a [sleeveless] top-person. Our upbringing was such 
that in the summer I might have worn a tee-shirt, but I never wore anything horribly revealing. I’ve 
liked skirts and dresses. It wasn’t a great change; it was actually just the scarf [that was new].

She altered her dress style before her marriage, stating that in the progression of her conver-
sion career [23], she ‘gained more courage’ and therefore was able to embrace a more cover-
ing style which she felt was more ‘like me’. Thus, she does not consider her dress choices to 
have anything to do with her husband’s family but rather she believes that they derive from 
her personal integrity and preferences. In the eyes of the community, however, it is highly 
likely that her dress and behaviour are viewed in the context of family status and its protec-
tion. The hijab carries connotations of family reputation and intimate family connections, and 
gift-giving between women of different generations is a powerful means of enforcing family 
forms of control over individual women.

5Afra wears the jubbah, a long robe loosely covering the body from the neck down to the wrists and ankles. It is not 
unlike the better-known abaya (see next footnote).
6The abaya is ‘a traditional Arab cloak that a person dons over his or her clothing when leaving the home’, ‘a long-
sleeved robe that covers the body from the neck to the floor’. [22] Abayas are typically black but are often decorated, 
especially the sleeves and the fronts.
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5. The sacrifice of goods and vanity

Both Afra, Shi’a Iraqi and Nura, Sunni Somali, spoke of certain kinds of sacrifices connected 
to their veiling. These were both more material sacrifices – involving giving away one’s gar-
ments, contributing to charity through the giving of garment gifts – and also more personal 
sacrifices, involving the sacrificing of certain worldly desires.

On one occasion, Afra was interviewed together with her mother and her 19-year old sister. 
Afra’s mother spoke limited Finnish, so her daughters interpreted her statements. It was clear 
that this Shi’a Iraqi family interprets religious dress as involving not just the wearing of cer-
tain garments thought to indicate piety, but also the intentions and motivations of the wearer 
herself. Afra explained how her mother interpreted Afra’s attire:

The more you make an effort for the religion, the more you work, the better level of paradise you 
achieve… Mother makes a comparison that I who wear the long robe get more, because I’m young after 
all, want to dress fashionably, want to look pretty but I still cover myself for God. Because I fear God 
and put the long robe on, I get more virtues, I get more points. But [a woman who] dresses according 
to fashion, she gets less.

The sacrifice for her faith is framed as neither material nor directly social. It is rather a question 
of a sacrifice of one’s supposed desires and vanity. A young woman who is expected to be vain 
and have a desire to dress fashionably, gains more religiously through her sacrifice of don-
ning non-fashionable attire. It is not directly a question of covering the body to greater or lesser 
degrees, but more a question of embracing more sober styles of dress for the sake of enhancing 
one’s religious credentials. Afra’s sacrifice of being fashionable in order to win religious cred-
ibility is a kind of gift – she gives up to her community and to Islam in general her vanity, in the 
expectation that the counter-gift of religious approval will come her way in time. Moreover, she 
gives away her fashionable clothes. By redefining them as castoffs, she can disentangle her per-
sonality from those now unwanted and un-loved objects. This in turn opens up a symbolic space 
in her life, and a literal, physical space in her wardrobe, for more religiously suitable garments.

This is where her mother-in-law’s gift garments came directly into play. These gifts that Afra 
was given were donated partly for the benefit of family reputation. The family into which 
Afra married dresses more conservatively than does Afra’s family, and therefore the garment 
gifts powerfully socialised Afra into the norms of her new family, thereby ensuring in their 
eyes the maintenance of familial honour and perceived piety. Yet the garments were also 
given as gifts for the perceived religious benefit of Afra herself. Her in-laws gave her cover-
ing forms of dress in the belief that they would endow Afra with greater personal religiosity. 
Thus the gifts were at the same time acts of kindness and forms of spiritual care, while also 
acting in some ways as subtle acts of aggression, making demands as to how an individual 
now belonging to a high status family should dress, look and behave [3].

As mentioned above, the religious status a woman gains through wearing more obviously 
religious forms of dress is not only valid for herself but also for her family. Afra’s mother, 
who herself wears the jubbah, throughout the interview stressed the fact that Afra dresses in 
a more covering manner, while she seldomly referred to her younger daughter’s dress style.  
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She wears trousers, tops and tunics with a scarf. Yet the mother, Afra and Afra’s sister all 
agreed that the sister is also appropriately covered, and the family seemed to exercise no 
direct pressure on her dress style.

This was unlike Nura, who admitted to openly criticising her sister’s less conservative dress 
style. For Nura, religious duty is the most important aspect of dress, and it is the religious 
duty ascribed to her garments that makes them dear to her:

In my opinion the clothes aren’t the thing, but that you obey God. If a garment serves that purpose 
it becomes important. Not so that you’re attached to material, but you wear certain [clothes] because 
you’re a Muslim and you obey God and that’s it. Nothing else. In my opinion Muslims shouldn’t cling 
to anything worldly. You wear what you wear because Allah has told you to and you obey God, and 
there’s no greater reason.

Through duty to God, Nura’s garments become both symbols of that duty and tools that help 
her to fulfil and meet it. At the same time, she recognised that ‘people have favourite clothes’, 
although she considered such preferences as worldly desires that should be discarded, along 
with the garments themselves. Here we see the opposite of the religiously approved gift, 
namely the cast-off, the garment deemed to have failed to meet certain religious standards. 
But while Nura states that clothing is important only insofar as it represents religious con-
viction and ‘nothing else’, she also, as we saw above, feels fondness of certain garments and 
needs a significant religious motivation finally to give them up. Indeed she sacrificed more 
than just a mere garment in the moment she described this way:

[The garment] was very dear to me… But… in my opinion it was useless to leave it in the closet; I got a 
migraine and I couldn’t [wear it]. Someone else wanted to start [wearing] the [khimar], which is a great 
thing if another Muslim wants to cover herself more.

Nura describes how she had a khimar in her wardrobe, which she was not wearing but her 
sentimental attachment to it meant that she did not want just to throw it away. But when she 
found out that another woman was in need of such a garment, she was enthusiastic about 
giving it away as a gift. By gifting it, the object was treated with the respect she felt it was due, 
while it could function as a means of extending Muslim piety, by allowing another woman 
to have a style of dress which met the criteria of a pious look and behaviour. Turning the gar-
ment into a gift therefore solved a personal problem while extending the reach of the norms 
of Islam onto another person.

Charity is one of Islam’s five pillars. Giving clothes to charity – whether Islamic or not – is also 
a way of controlling the number of garments one owns at any particular moment, while man-
aging the guilt that the contradiction between consumerism and religion may well provoke. 
Nura explained in this vein:

I’ve also learned to recycle the clothes I don’t wear anymore so that my closets won’t be stuffed. So that 
I won’t feel guilty for having closets full of clothes.

Charity is a particular kind of gift [16]. While the act of charitable giving can create bonds 
and debts of gratitude between individuals, it is also the case that Muslims recognise chari-
table giving as a religious duty, while the Muslim receiver of the charity is also aware of this. 
So when another young Somali woman, Zaynab, elaborately spoke of her charitable acts of 
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given as gifts for the perceived religious benefit of Afra herself. Her in-laws gave her cover-
ing forms of dress in the belief that they would endow Afra with greater personal religiosity. 
Thus the gifts were at the same time acts of kindness and forms of spiritual care, while also 
acting in some ways as subtle acts of aggression, making demands as to how an individual 
now belonging to a high status family should dress, look and behave [3].

As mentioned above, the religious status a woman gains through wearing more obviously 
religious forms of dress is not only valid for herself but also for her family. Afra’s mother, 
who herself wears the jubbah, throughout the interview stressed the fact that Afra dresses in 
a more covering manner, while she seldomly referred to her younger daughter’s dress style.  
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She wears trousers, tops and tunics with a scarf. Yet the mother, Afra and Afra’s sister all 
agreed that the sister is also appropriately covered, and the family seemed to exercise no 
direct pressure on her dress style.

This was unlike Nura, who admitted to openly criticising her sister’s less conservative dress 
style. For Nura, religious duty is the most important aspect of dress, and it is the religious 
duty ascribed to her garments that makes them dear to her:

In my opinion the clothes aren’t the thing, but that you obey God. If a garment serves that purpose 
it becomes important. Not so that you’re attached to material, but you wear certain [clothes] because 
you’re a Muslim and you obey God and that’s it. Nothing else. In my opinion Muslims shouldn’t cling 
to anything worldly. You wear what you wear because Allah has told you to and you obey God, and 
there’s no greater reason.

Through duty to God, Nura’s garments become both symbols of that duty and tools that help 
her to fulfil and meet it. At the same time, she recognised that ‘people have favourite clothes’, 
although she considered such preferences as worldly desires that should be discarded, along 
with the garments themselves. Here we see the opposite of the religiously approved gift, 
namely the cast-off, the garment deemed to have failed to meet certain religious standards. 
But while Nura states that clothing is important only insofar as it represents religious con-
viction and ‘nothing else’, she also, as we saw above, feels fondness of certain garments and 
needs a significant religious motivation finally to give them up. Indeed she sacrificed more 
than just a mere garment in the moment she described this way:

[The garment] was very dear to me… But… in my opinion it was useless to leave it in the closet; I got a 
migraine and I couldn’t [wear it]. Someone else wanted to start [wearing] the [khimar], which is a great 
thing if another Muslim wants to cover herself more.

Nura describes how she had a khimar in her wardrobe, which she was not wearing but her 
sentimental attachment to it meant that she did not want just to throw it away. But when she 
found out that another woman was in need of such a garment, she was enthusiastic about 
giving it away as a gift. By gifting it, the object was treated with the respect she felt it was due, 
while it could function as a means of extending Muslim piety, by allowing another woman 
to have a style of dress which met the criteria of a pious look and behaviour. Turning the gar-
ment into a gift therefore solved a personal problem while extending the reach of the norms 
of Islam onto another person.

Charity is one of Islam’s five pillars. Giving clothes to charity – whether Islamic or not – is also 
a way of controlling the number of garments one owns at any particular moment, while man-
aging the guilt that the contradiction between consumerism and religion may well provoke. 
Nura explained in this vein:

I’ve also learned to recycle the clothes I don’t wear anymore so that my closets won’t be stuffed. So that 
I won’t feel guilty for having closets full of clothes.

Charity is a particular kind of gift [16]. While the act of charitable giving can create bonds 
and debts of gratitude between individuals, it is also the case that Muslims recognise chari-
table giving as a religious duty, while the Muslim receiver of the charity is also aware of this. 
So when another young Somali woman, Zaynab, elaborately spoke of her charitable acts of 
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sending old garments to her home country, she was engaging in a different kind of act from 
what her community would consider a ‘proper’ gift (i.e. the giving of a new garment, not the 
donation of second-hand clothes).

This became evident when the interviewer discussed garment gifts with Khadija, an elderly 
Finnish convert who had a long history of being acquittanced with Finland’s Somali commu-
nity before her conversion. Khadija had befriended many Somali families through her work 
for the City Council of Helsinki, and the community had learned to appreciate her efforts for 
their well-being. A group of women wanted to gift her a garment7 to show their appreciation. 
Before making the garment, the women came to show the fabric to Khadija, to demonstrate 
that the garment she was to receive was new and made specially for her. According to Khadija, 
this is crucial for Somali gift-giving: it would be unacceptable to give a second-hand gift. This 
is why it is so fundamentally different to engage in charitable giving (of used garments) as 
opposed to personal gift-giving (of new and bespoke clothes) within this community. This 
garment gift had all those women who participated in the selection, making and presenting 
of it embedded in the object itself. A ‘proper’ gift must come with personality, with spiritual 
charging, and thus it carries with it connotations of the whole Finnish-Somali diaspora com-
munity, which Khadija, as a Muslim, holds especially dear. It is important to stress how this 
kind of gift differs from the garment gifts described above. Those are cheap, industrially pro-
duced garments that gain their spiritual value from the purpose they are meant to fulfil. They 
are far from the personal, carefully selected and prepared gift that Khadija received. Yet both 
kind of gifts come with sets of social connections and expectations, and effectively enforce 
and strengthen links and connections between individuals and the ethnic-religious groups of 
which they are part or which they have joined.

6. Conclusion

In this chapter we have considered what happens when garments are passed as ‘Islamic’ 
gifts from one woman to another. By being rendered as gifts, such garments are symbolically 
charged in powerful ways. They are perceived not only as ‘Islamic’ and indicative of religious 
piety, but also as expressions of friendship, of the essence of the person who is the donor, 
and of the expectations and norms of the group to which the donor belongs. When passed 
between individuals, the garment-gifts create individual-to-individual, as well as group and 
community, bonds and a sense of inclusion and belonging, while also serving everyday func-
tional purposes for the receiver. They draw symbolic community boundaries and establish 
alliances, inclusions and exclusions [25]. Bonds between the women of a particular family can 
be created and nurtured through garment gifts. Such gifts can also invite new members into a 
family and act as means whereby non-Muslims are converted to religious observance. These 
garments are essentially gifts of continuity, aimed at establishing long-term relationships 

7Khadija described the garment as ‘traditional Somali dress’, which is likely to refer to Dirac. This is a type of garment 
that Finland’s Somalis would nowadays wear only in gender-segregated celebrations, if even there. Dirac ‘is a full-
length, sleeveless, quadruple-shaped dress-like garment, often made of translucent fabric’. [24] It is the sleevelessness 
and transparency of this garment that makes it unsuitable for public appearances of veiling women.
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which will uphold community bonds and religious practices. To receive such a gift is an hon-
our; but to refuse them risks causing great offence, in terms of rejecting not only a personal 
overture but also the behavioural norms of the religious community which stands behind the 
donor. To refuse a garment-gift from a community member or family member risks certain 
sorts of social catastrophe. To fail to participate in expected ways in the community after 
receiving a garment gift can mean a severe loss of face. In such ways, garments given as gifts 
work as powerful means of socialisation and norm enforcement.

These are particularly female and ‘Islamic’ forms of gift-giving, yet they involve similar 
kinds of patterns of obligation, belonging, transmission of values and socialisation into 
expected behaviours as other types of gift-giving practices among other groups in different 
situations. Our empirical data here demonstrate that some of the original insights of Mauss 
as to pre-modern gifting practices are still compelling today, even when the nature of the 
physical objects being gifted is profoundly shaped by globalised garment industries and the 
conditions of ethnic diaspora. The gift remains today a powerful means of pulling individu-
als into dense webs of community connections.
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Abstract

This chapter investigates the relationship between social, cultural and religious tradi-
tions and the architecture of vernacular housing. It also represents a search for answers 
as to how the Turkish cultural traditions of the traditional Turkish family, beliefs, val-
ues and rituals influence housing architecture. The relationship between the house form 
and sociocultural factors can be explained through a model. Therefore, in this chapter, 
a model that consists of four parts and is flexible is used. It shows the linkages between 
architectural artifacts selected or devised by a culture, architectural values, social norms 
and social values. We illustrate the model through a study of the traditional Turkish 
house, focusing on how social values such as religious beliefs or the relationship between 
the male and the female figure, family structure, statue of the family in the society, pri-
vacy of the family, neighborhood, hospitality and social values in Turkish-Islamic tradi-
tion relate, in order to build form in Anatolia.

Keywords: traditional Turkish house, social values, social norms, architectural values, 
architectural artifacts

1. Introduction

It is known that the formation of dwellings and architectural forms is affected by a wide spec-
trum of factors, and that the characteristics of dwellings are not only determined by physical  
influences or factors but also shaped by the results of all sociocultural factors within the soci-
ety. The design of the house is influenced by both cultural values and choices. Houses reflect 
rules, norms and social relationships. In the same way, houses are replete with symbolic 
meanings.
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This chapter investigates the relationship between social, cultural and religious traditions and 
the architecture of vernacular housing. It also represents a search for answers as to how the 
Turkish cultural traditions of traditional Turkish family, beliefs, values and rituals influence 
housing architecture.

For housing is a cultural fact, it is affected by cultural values of the society to a large extent. 
Rapoport [1, 2] was instrumental in describing the cultural variability in the ways people 
designed and constructed their houses. According to Mazumdar, they are made up of rules, 
norms and social relationships [3], which according to Lawrence and Low they are replete 
with symbolic meanings [4, 5].

Some scholars tended to focus on the symbolic meanings and purpose of the house [1, 6–8]. 
Several studies have demonstrated that religious beliefs influence the layout of micro-spaces, 
including those of the house [9–16]. Rapoport agrees with this opinion when he adds that 
religion is a factor that affects both the environment and individuals within that very envi-
ronment [1]. The hierarchical space designed and the sacred spaces in Hindu households 
were examined by Mazumdar and Mazumdar [3, 17]. On the other hand, while there have 
been many studies that focus on religious symbolism, meaning and ritual, there are only a 
handful of researchers who have been studying the gender-based separation and its relation 
to space [18–21].

Regarding the issue at hand, there have been a number of comparative cultural studies [1–22]. 
In their investigations about the domestic architecture of Iran, scholars such as Mazumdar 
and Mazumdar [23, 24] have focused on the interrelationships between religious traditions 
and domestic vernacular architecture and the relationship between religion, majority-minor-
ity intergroup relations and vernacular domestic architecture.

Many scholars have taken an interest in the study of the spatial surrounding of domestic 
life by focusing on the ways to achieve a better understanding of the use and meaning of 
the home environment. In Pierre Bourdieu’s famous study of the Berber house, he under-
lines the symbolic significance of domestic spatial patterns [25]. Other scholars have con-
ducted extensive research into M’zabite (Berber) houses in Algeria. According to Bellal 
[26], “the Berber house is not only defined as formal or informal, it is defined foremost as male/
female, Muhram/non-Muhram and as then as formal/non formal.” Kazimee and Mcquillan [27] 
stated that a pattern of ‘diurnal rotation’ is key to the layout of domestic courtyards in 
Afghanistan, and that this pattern is embodied in more monumental Afghan structures 
as well.

In traditional cultures such as those found in Islamic countries, values are largely shaped by 
religious ideology. Some studies about domestic architecture in Iran have been carried out. 
Memarian and Brown [28] explained the impact of climate and of religious ideology (Shi’a 
Islam) on the spatial and formal organization of the traditional courtyard house in Iran.

From this perspective, very few works have systematically identified and analyzed the rela-
tionship between cultural values in Turkey and architectural features of the Turkish House. 
Despite this, Atik and Erdoğan [29], Erdoğan and Atik [30] have analyzed features of the tra-
ditional Turkish House in relation to the sociocultural factors of the country.
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In this chapter, an abstract model of the relationship between cultural and social values and 
architecture is represented, and case studies of traditional Turkish Houses in Turkey are pro-
vided to help exemplify this very approach to the relationship between cultural and social 
values. Architecture has been analyzed through the traditional Turkish House in which cul-
tural groups live.

2. Model of the relationship between social values and architecture

The relationship between the house form and sociocultural factors can be explained 
through a model. Therefore, in this chapter, a model that consists of four parts and is flex-
ible is used. It shows the linkages between architectural artifacts selected or devised by a 
culture, architectural values, social norms and social values. The elements depicted in the 
model can be analyzed through a systematic exploration of certain questions presented in 
a tangible-intangible direction, such as “What architectural artifacts are in use?” “What 
architectural values effected the circumscription of choice of artifacts?” “What social and 
behavioral norms, prescriptions and proscriptions affected these architectural values?” 
“What social values affected and gave rise to the social norms, regarding activities, certain 
behavior and choices?”

We illustrate the model through a study of the traditional Turkish House, focusing on how 
social values such as religious beliefs and the relationship between the male and female fig-
ure, family structure, status of the family in the society, privacy of the family, neighborhood, 
hospitality and social values in Turkish-Islamic tradition interact and coexist to build form in 
Anatolia. Thus, traditional Turkish House explains an artifact of culture, which is a synthesis 
of subcultures of Thrace and Anatolia. This relationship between the house form and socio-
cultural factors has been explained using a four-part model, which shows the relationship 
between architecture and social factors by Mazumdar and Mazumdar [3] (Figure 1). This 
model can be used as a methodological tool for exploring and understanding the relationship 
between a particular culture and its architecture and also to learn about the value and mean-
ing of specific architectural artifacts.

In the working standards of this model, the social norms and the relations of values such as 
extended family pattern, the status of family in society, relationships between men and women, 
neighborhood relations, the daily habits of the family, traditions, beliefs and their rituals  

Figure 1. Model of the relationship between social values and architecture [18].
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This chapter investigates the relationship between social, cultural and religious traditions and 
the architecture of vernacular housing. It also represents a search for answers as to how the 
Turkish cultural traditions of traditional Turkish family, beliefs, values and rituals influence 
housing architecture.

For housing is a cultural fact, it is affected by cultural values of the society to a large extent. 
Rapoport [1, 2] was instrumental in describing the cultural variability in the ways people 
designed and constructed their houses. According to Mazumdar, they are made up of rules, 
norms and social relationships [3], which according to Lawrence and Low they are replete 
with symbolic meanings [4, 5].

Some scholars tended to focus on the symbolic meanings and purpose of the house [1, 6–8]. 
Several studies have demonstrated that religious beliefs influence the layout of micro-spaces, 
including those of the house [9–16]. Rapoport agrees with this opinion when he adds that 
religion is a factor that affects both the environment and individuals within that very envi-
ronment [1]. The hierarchical space designed and the sacred spaces in Hindu households 
were examined by Mazumdar and Mazumdar [3, 17]. On the other hand, while there have 
been many studies that focus on religious symbolism, meaning and ritual, there are only a 
handful of researchers who have been studying the gender-based separation and its relation 
to space [18–21].

Regarding the issue at hand, there have been a number of comparative cultural studies [1–22]. 
In their investigations about the domestic architecture of Iran, scholars such as Mazumdar 
and Mazumdar [23, 24] have focused on the interrelationships between religious traditions 
and domestic vernacular architecture and the relationship between religion, majority-minor-
ity intergroup relations and vernacular domestic architecture.

Many scholars have taken an interest in the study of the spatial surrounding of domestic 
life by focusing on the ways to achieve a better understanding of the use and meaning of 
the home environment. In Pierre Bourdieu’s famous study of the Berber house, he under-
lines the symbolic significance of domestic spatial patterns [25]. Other scholars have con-
ducted extensive research into M’zabite (Berber) houses in Algeria. According to Bellal 
[26], “the Berber house is not only defined as formal or informal, it is defined foremost as male/
female, Muhram/non-Muhram and as then as formal/non formal.” Kazimee and Mcquillan [27] 
stated that a pattern of ‘diurnal rotation’ is key to the layout of domestic courtyards in 
Afghanistan, and that this pattern is embodied in more monumental Afghan structures 
as well.

In traditional cultures such as those found in Islamic countries, values are largely shaped by 
religious ideology. Some studies about domestic architecture in Iran have been carried out. 
Memarian and Brown [28] explained the impact of climate and of religious ideology (Shi’a 
Islam) on the spatial and formal organization of the traditional courtyard house in Iran.

From this perspective, very few works have systematically identified and analyzed the rela-
tionship between cultural values in Turkey and architectural features of the Turkish House. 
Despite this, Atik and Erdoğan [29], Erdoğan and Atik [30] have analyzed features of the tra-
ditional Turkish House in relation to the sociocultural factors of the country.
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among the society, their hospitality, the beliefs and practices of the Islamic tradition have 
been surveyed. The aim is to explain the cultural background of the Turkish House which is 
a synthesis of Turkish and Anatolian culture. Six different housing structures from various 
regions of Turkey, which include the characteristics of ‘Turkish House’ from the beginning of 
the twenty-first century, is examined as part of a postgraduate research project based on this 
model, and results have been obtained through the data collected from naturalistic fieldwork 
around Turkey. Survey method has been used in addition to architectural analysis, observa-
tion and visual documentary, together with several interviews with family members.

The houses inspected within the research content are Kocaeli/Suzan Şimşek House, Kırklareli/
Fatma İner, Sakarya/Kozan Family, İzmit/The house on Kapanca Street, İzmit/Sırrı Paşa Kioks, 
Kocaeli/Tavşancıl village-Hatice Tuzcu House. They are able to accommodate many cultures. 
Finally, necessary methods for understanding the relationship between culture and architec-
ture need to be used. There are many lessons for architects and designers to learn when using 
modern design criteria relating to culture in general design principles.

2.1. An example: traditional Turkish house in Anatolia and Thrace

This chapter deals with the examination of the relationship between cultural traditions and 
domestic space of the traditional Turkish Homes, along with specific factors. These factors 
will be explained through an analysis of the religious “Suni” sect Islamic beliefs in Turkey, 
followed by a description of the sociocultural traditions of the Turkish House. Six housing 
structures from various regions of Turkey, which embody the characteristics of the “Turkish 
House” from the beginning of the twenty-first century, are studied. I examine in the following 
sections each of the four parts, namely the social values, social norms, architectural values and 
architectural artifacts for this period (Figure 2).

2.1.1. Social values

The features of social values I focus on are family structure and the status of family within the 
community, relationships between men and women, hospitality and neighbor relations, the 
daily customs of the family, and the customs, beliefs and rituals within the life of the community.

2.1.1.1. Family structure and the status of family within the community

The extended family represents the foundation of traditional Turkish society [31]. The tradi-
tional Turkish family consists of the mother, the father, children and grandparents if they are 
still alive. The mother is the second head of the household after the father. In rural areas, any 
male child who has completed his military service and is married also gains the right to be 
called the head of the household. If there is more than one male child in the house, then the 
eldest one has the right to the title after his father. Whether or not a married son should leave 
his father’s home is based on a few conditions. These conditions usually are as follows: (1) when 
the family owns a vast amount of land and (2) when the brides who have become a part of the 
family are incompatible. Even though it is rare, sometimes a daughter can bring a husband into 
the family home. This is called an “iç güveyi.” The family dynasty is kept on with the sons.

The status of the family was related to the economic and social position of the family. It was 
important for the family to be an extended one and have a long past and bygone. The career 
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of the head of family, whether he is a soldier, a clerk or a merchant reflects and affects the 
social status of the family.

In Turkish-Islamic tradition, women had a significant place in the family. She had a role in 
educating children and making decisions regarding the family as a unity. The other important 
traditional behaviors were to respect women, the faithfulness of men and women and their 
interdependence [30].

2.1.1.2. Relationships between men and women

Islam is not only a religion but also a lifestyle, which organizes religious activities and daily 
behaviors. Under Islamic Law, men are required to pray in mosques all together, especially 
on Friday prayers. According to Turkish-Islamic traditions, men have the responsible position 
as a head of the family. Women are required to do the house work, bring up the children and 
lead the social interactions while men are required to work outside of the house, earn money 
and protect his family. Men usually live in a world without women outside because of the 
distinction between public and private. This resulted in separate gatherings for ceremonies 
like weddings and house entertainments.

Figure 2. Model showing the socio-physical aspects of the Turkish house.
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Islamic principles required that women should be accessible or visible to only certain catego-
ries of men [32]. There existed no strict restriction regarding men and women of two or three 
generations living in the same house in the traditional extended family. According to Islam as 
practiced in Turkey, there are no restrictions regarding the members of two or three families 
residing in the same house either. It was, however, very important to preserve the privacy of 
the family against people outside of the house. There was a certain distinction between men 
and women in the society, and women covered themselves for privacy and protection.

2.1.1.3. Hospitality and neighbor relationships

The family’s relationships with their neighbors were as strong as the ones they had with their 
kin and close relatives. It was so strong that when it came to a social support system and soli-
darity, after the family it was the neighbors who were the closest. In the Turkish and Islamic 
traditions, relationships with neighbors are very important and the rights of neighbors are 
protected.

Hospitality means welcoming guests, treating them well, making them comfortable as if they 
are in their own homes, during valuable social functions such as weddings, funerals or cir-
cumcision feasts. Hospitality was evident in the way that the guests were received, the way 
they were served and were seen off.

2.1.1.4. The daily customs of the family

The daily customs of the Turkish family differed with the seasonal climate, number of people 
and meaning, and they would live either outside or inside or both. The most fundamental 
customs were attached to daily life, how they spent their free time, getting together for meals 
and how they greeted guests.

2.1.1.5. Customs, beliefs and rituals within the life of the community

Social values are deep-seated convictions, shared beliefs and ideas held by the culture and 
include general ideas within a society, regarding the society itself and people’s role in it, 
about people’s relations with the environment, with the cosmos (cosmic view), with the world 
(world view) and religion. Through mutual interactions and negotiations among its mem-
bers, societies develop a way of socialization among its members. Traditions take form in time 
and are necessary for the survival of society.

The social values in Turkish-Islamic tradition are like religious days, weddings, funerals, 
births and circumcision feasts. The society has some traditions and rules about these values, 
especially for wedding ceremonies. This became a tradition in years generation by generation. 
Funerals are religion-related ceremonies. Another tradition is to give birth in the house.

Orientation is particularly important to Muslims. Since prayers must be performed while fac-
ing in the direction of the kibla, mosques must be oriented in the direction of Mecca. In home 
construction, one pays attention not to build the courtyard toilet so that it should not be in the 
direction of Mecca.
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2.1.2. Social norms

Primary social norms and prescriptions that developed out of social values were the require-
ments for privacy. The privacy of women and family can be shown as the main norm of the 
traditional Turkish society. While men have a more active role in society, women have to pro-
tect themselves outside of the house and they are expected to not make a contact with strange 
men. But they were allowed to meet their male relatives and neighbors in the house without 
covering. As a result of extended family, there was cooperation in the house. According to this, 
men were responsible for the relations outside of the house, while women were responsible 
for the relations inside of the house. Neighborhood relations were so strong that helping each 
other was important. Also, treating the guest with respect and sincerity can be counted as one 
of the social norms of the Turkish society. Offering help to each other among neighbors was 
important, and women usually did the housework with their women neighbors. Hospitality 
was another value, which required treating people with respect and honor. Ceremonies like 
religious holidays, weddings and funerals were held in the house, in separate or the same 
spaces for men and women.

2.1.3. Architectural values

These social norms required definite sorts of behavior, which in turn led to certain architec-
tural values. Since there is a distinction between men and women in society, visual barriers 
were used for privacy of women and family. It also developed the house form, which empha-
sized the lack of visibility of the inside of the house in order to protect privacy. The distinction 
between the public and the private supported the development of a guest room, which was 
used to welcome male guests. Other parts were used by women in daily life.

Therefore, there were no direct entrances into the house. One entrance was from the street for 
males directly into the guestroom. The other entrance was used by women and family mem-
bers and was from another street, opening to the garden. Furthermore, the door of the main 
entrance was a status symbol.

The house represents the status of the family in social life, and the house is multifunctional 
and designed flexibly according to the extended family. The usage of rooms varies regard-
ing the needs of the extended family. Rooms have multiple functions. Multifunctional rooms 
were used in daily life, which also opened to the courtyard and the garden. The house-street 
relation was designed as public, semi-public and private spaces in hierarchy.

The close neighborhood relations and hospitality in the Turkish society’s traditions show 
their effect on the specialized places in the house and that shows the value of the guest. As a 
result of hospitality, a special place was prepared for guests. Guestrooms were better deco-
rated than the other rooms in the house.

Social and religious ceremonies were held in the house. In these ceremonies, close relatives 
and male or female neighbors could be in the same place, but they gathered separately in dif-
ferent places in the presence of foreign men. The hall (sofa/Hayat) was both a transition area 
and a gathering place.
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2.1.4. Architectural artifacts

The small house did not provide separate areas for different genders. The space could be used 
both by men and women separately at different times during the same celebration or could 
be used by men and women at the same time (Figure 3). But big houses had two separate 
quarters. The haremlik (andaroun) consisted of those areas reserved solely for the use of family 
members and offered privacy (the concept of “mahremiyet”) to its users. The selamlık (Birun), 
on the other hand, included those areas used to host male guests and the stable for mounts of 
the house. In this sense, these latter areas are considered semi-public.

Figure 4. Ground floor plan of Sırrı pasha mansion.

Figure 3. Ground floor plan of Fatma Iner house.

Socialization - A Multidimensional Perspective178

Figure 5. First floor plan of Sırrı pasha mansion.

Figure 6. Second floor plan of Sırrı pasha mansion.
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Figure 7. Attic floor (cihannüma) plan of Sırrı pasha mansion.

Figure 8. Bay windows of Sırrı pasha mansion and the windows overlooking the street/garden/courtyard.

Figure 9. Guest room of Sırrı pasha mansion.
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Figure 10. Ground floor plan of Kozan family.

Figure 11. Upper floor plan of Kozan family.
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The house had two entrances (Figure 4). One of them was the entrance, which was used by 
male guests in order to protect the privacy of women and family. From the courtyard it led 
directly into the house. At the same time, it was the main entrance with a large, wooden, 
double-winged entrance door.

Figure 12. Site plan of house on Kapanca street.

Figure 13. Ground floor plan of the house on Kapanca street.
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The houses within the case study reflect how the extended family structure reveals the need 
for more rooms for the family members. They were used according to the family’s lifestyle. 
Daily life had been lived in a multifunctional room where the family gathered, spent time, 
ate and slept (Figures 3, 5, 7, 11, 14). While the bathing closet in the rooms was used for 
daily cleaning, the Turkish bath (hamam) was used for weekly cleaning (Figures 6, 10, 15, 
16, 18–20).

Figure 14. Upper floor plan of the house on Kapanca street.

Figure 15. Ground floor plan of Hatice Tuzcu house.
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The courtyard functioned as the most active space in the house and was the center of the fam-
ily’s activities. This space, according to season and climate (sun, wind and shade), was used 
all day long for various activities. This rather introverted lifestyle made the garden a very 
important space and brought nature in the house (Figures 3, 10, 12, 17).

Figure 16. Upper floor plan of Hatice Tuzcu house.

Figure 17. Basement floor of Hatice Tuzcu house.
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There is a single entrance to the house, and the common place that people see upon entering the 
house is called the Sofa (hall), while the place which is called Hayat (Aşana, Sofa, Eyvan) [33]  
is often used by male guests. Other private rooms of the house were used by women. 
Ceremonies and entertainment were held in the sofa. These places were gathering spaces for 

Figure 18. Ground floor plan of Suzan Şimşek house.

Figure 19. First floor plan of Suzan Şimşek house.
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relatives and neighbors in religious days and visits, for example, when people visited the 
baby and the mother after a birth or a circumcision. A special preparation was carried out for 
these situations. Wedding ceremonies and entertainment were held separately for men and 
women, sometimes held together for a specific gender group in the same space inside the 
house (Figures 3–5, 7, 10, 13).

The guestroom phenomenon existed for foreign men. The guestroom in the ground floor or 
the upper floor was used as a room to welcome male guests (Figures 7, 9, 13). A special room 
was designed for guests with special decoration and furniture because guests were important. 
The guest room parlor was obviously different and better decorated than other rooms of the 
house (Figure 17).

Windows, doors and wells were planned strategically so that the inside could not be seen 
from outside. Bay windows were used to control the street/garden/courtyard and visitors 
(Figures 7, 8, 14).

3. The role of traditional house in Turkey for contemporary housing 
design

During the modernization process of development countries, modern housing forms have become 
the focus of scholars and researchers in the search to achieve a balance between modernization 
and traditional values and to retain or blend some traditional elements in newly built modern 
houses. It has been observed that the rapid transition from traditional houses to the multistory 
apartment buildings is very common within urban areas of modernizing third world countries.

Figure 20. Second floor plan of Suzan Şimşek house.
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Contemporary architecture (modern architecture) in Turkey has been examined in generating 
a modern idiom from traditional architectural, this is “is not repeating what was valid and built 
for the past but is a continuous search for abstract intrinsic values to guide new solutions” [34].

Sedat Eldem, Hassan Fathy and Rifat Chairji had contributed to regionalism within modernism, 
which shares a similar fate in the Islamic countries. Sedad Eldem is also a devoted regionalist in 
search of an architecture that is primarily Turkish. Eldem has coupled a continuous search into the 
source of traditional architecture with a modern practice that drives from, and reinterprets, the 
finding of these sources. Turgut Cansever and Behruz Çinici are also students of Eldem and kept 
using his architectural ideas, and Doruk Pamir has also elevated the quality of the contemporary 
architectural environment by employing the regional idiom, regional input and environmental 
determinants. During the tourism boom in Turkey in the 1980s, new vernacularism dominated 
the design of tourism-functional accommodation. This approach utilized Mediterranean rather 
than Anatolian architecture in the holiday village of group EPA in Bodrum and Datça.

During modernization, developing countries supported using traditional elements in modern 
houses in today’s architectural practice rather than traditional house form, material, construc-
tion form and appearance.

Eldem always based his traditional architecture references on abstractness and interpreta-
tion. Even though “his research in the form of collective typologies as the Turkish house and 
Turkish garden. Also, In drawing only abstract references from what belongs to the past he 
use proportions and structural systems, reinforced by the selection of materials, blended wish 
very limited use of ornamental geometric patterns exclusively in the form of surface treatment 
and tiling. Behruz Çinici’s reflection of Eldem’s idiom occurred in the Middle East Technical 
University Staff Housing, where he not only utilized traditional load-bearing brick construc-
tion but also referred to the central Anatolian courtyard-type house plan with many details 
from Turkish house types” [35]. The widest area of the application of neo-vernacularism 
approach is obviously architecture intended for tourism and cultural uses. Local forms and 
settlement patterns have been revived in conventional technology and precast accessories in 
order to imitate the prevent vernacular on Holiday Village in Bodrum and Datça [36].

4. Conclusion

We find out some results using the four-step physical model of Mazundar and Mazumdar [3], 
which shows the relationships between culture and architecture. Restricting the study to tan-
gible architectural artifacts alone seems problematic, as certain aspects of the relationship are left 
unexplored, leaving us with an incomplete understanding. The model allows us to catalog and 
analyze the design, forms, spaces, structures, materials and effects of geography, topography, 
climate and general environmental conditions. The relationship between architectural artifacts, 
behavioral norms and social values can be explored systematically through the use of this very 
model, and the questions are outlined. This model helped us understand culture, cultural values 
and cultural norms and has shown that combined approach is necessary. Thus, it can be used as 
a pedagogical tool for researching and understanding cultural values that relate to architecture.
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Turkish houses clearly exhibit sociocultural factors, which affected their formation in gen-
eral. Courtyards, sofas, rooms, hayat and service areas are placed in an order from open to 
closed in a hierarchical way. The houses provide flexible usage for men and women without 
distinction in the family. The distinction between men and women under Islamic Law had 
let to the concept of a ‘guest room’, different entrances and bay windows to the street. The 
separate entrances for women and men required a hierarchy like private, semi-public and 
public order. The status of the family affected the size of the house, the number of floors and 
the shape of entrance doors. Moreover, extended family structure created multifunctional 
rooms that provide flexible usage for day and night, and summer and winter. The importance 
of sincerity among neighbors shows itself with shared garden walls and common doors. Men 
and women gather separately in sofas, rooms and courtyards of the house in all social cer-
emonies. Especially, courtyards and gardens play an important role in social gatherings with 
relatives and neighbors. As a result of hospitality, guest rooms emerged as a special space 
for male guests. In many of these studies, both gender and space relations have been studied 
through physical occupation and a representation of a range of complex meanings, emotions, 
experiences and relationships, but spatiality remains implicit. Space and gender relations in 
Islamic societies have also been the subject of study in the context of public and private realms 
[37]. Orhun studied proceeding from the premise that space constitutes gender relations in 
its structure and functioning and asks how gender relations are systematically expressed in 
various spatial-functional types of houses. It argues that each type developed locally into a 
complex spatial culture [38].

I can conclude my argumentation regarding the traditional Turkish House after find-
ing out the sociocultural factors that affect the formation of those very factors in general. 
Courtyards, sofas, rooms and service places are in order from open to close in a hierarchical 
way. The case houses provide flexible usage for men and women without distinction in the 
family.

This chapter aims to analyze the influence of specific sociocultural values regarding the design 
and meaning of domestic architecture. It is obvious that there are lessons for architects and 
designers to create modern design criteria related to culture by using a general design prin-
ciple. Also there could be a need to research how are cultural values in architectural educa-
tion. Educators need to confront several fundamental and troubling questions. The existence 
of multiple cultures and philosophies prompts questions about pedagogical and curricular 
organization in architectural education. In future study, I discuss how educators will impart 
the teaching of values and norms in teaching and learning processes.
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