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ABSTRACT 

 My study investigates the understudied phenomenon of upward intergenerational 

exchange within the family context, arguing that cultural socialization within the family 

is multidirectional, employing intergenerational transmission with both “upward” child-

to-parent and “downward” parent-to-child cultural teaching and learning processes. I 

present this multidirectional familial socialization as rooted in a variety of grand 

theoretical perspectives and family-specific theories. My research question is three-

pronged, as I will be examining what I consider to be the “what” is being exchanged, the 

“how” in terms of process, and the “why” in regards to why this phenomenon of upward 

intergenerational transmission is significant to family life. My study will examine the 

social constructions of parenthood, childhood, and the adaptive role of the family to 

attempt to understand why upward intergenerational transmission isn’t being utilized to 

its fullest potential. I place this phenomenon within its broader social context, 

acknowledging that while my aim with this study was to produce a generic model of this 

multidirectional exchange, there are many demographic variables and structural 

inequalities that hinder equal access to this phenomenon within the family context. 

Finally, I conclude by questioning how upwards intergenerational transmission is 

employed beyond the context of the family unit. 
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I. INTRODUCTION 

15 years ago, I was happily plopped in front of VHS tapes of Pocahontas and 

Homeward Bound that my parents had hand-selected for me. I can trace my media-

socialization record back to these films, in addition to countless Raffi and Stevie Wonder 

songs, a taught love for vegetables, and floral-print jumpers. Now, at the age of 21, I 

often advise my parents on what films to watch on Netflix, teach them how to use Google 

Docs, and email along countless NPR articles, YouTube videos, and music 

recommendations to them. Last fall, I found myself catching my mom up-to-speed on the 

Miley Cyrus controversial VMA performance that she wanted clarification about. When 

my parents came to visit me this year, my friends and I wound up teaching them a variety 

of college drinking games. Somewhere, between Pocahontas and Miley Cyrus, my role 

in the process of familial cultural socialization drastically shifted. 

Typically, cultural socialization within the family is conceptualized as a 

controlled, unidirectional parent-to-child process. It is often assumed that parents act as a 

cultural filter and can carefully construct their children’s cultural knowledge and fluency. 

I argue that cultural socialization within the family is multidirectional, employing 

intergenerational transmission with both “upward” child-to-parent and “downward” 

parent-to-child cultural teaching processes. I argue that this process is multidirectional 

rather than simply bidirectional, as this socialization exchange could also occur between 

siblings, peers, or colleagues, representing an additional horizontal socialization direction. 

Or, a child may even teach something to a friends’ parent—a direction I believe to be 

more diagonal and slightly off-kilter than the strictly upwards or downwards directions 

that simply bidirectionality rather than multidirectional would imply. I want to examine 
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how this upward intergenerational transmission specifically functions within the family, 

particularly in the realm of culture and the processes of attaining cultural fluency.  

 I am primarily interested in the question of what is to be gained from parents 

speaking the cultural language of their children’s peer life worlds and bringing children 

into these essential cultural negotiation processes. This research question is three-pronged, 

as I will be examining what I consider to be the “what” is being exchanged, the “how” in 

terms of process, and the “why” in regards to why this phenomenon of upward 

intergenerational transmission is significant to family life. I will study what exactly is 

being exchanged, from bits of cultural knowledge, skill sets, cultural behaviors or 

attitudes, and within what cultural realms these exchanges occur. The “how” of this 

social phenomenon will be addressed by questioning what this negotiation process over 

shared cultural consumption within the family looks like. How are these cultural 

exchanges facilitated? How are they received by the parents? How does the power 

balance of this two-way exchange vary as children grow up and the family unit matures? 

What does it look like once children are out of the home—be it in college or the 

workforce—encountering new peer communities and cultural knowledge that they then 

may bring back to the family unit from afar? The third component of my research 

question will explore the significance and potential positive consequences of partaking in 

this multidirectional exchange. Are any potential benefits or costs associated with this 

upward cultural exchange, both on the level of the individual family member and family 

life as a collective entity? How does social and cultural capital figure into this exchange 

process? How do parents, children, and society more broadly assess the value of what is 

being exchanged and the significance of the multidirectional channel of exchange more 
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broadly? I will also unpack the complexity of what it means to socialize in an upward 

direction, given the multiple interpretations of “teach” and “learn” parents versus children 

versus society subscribe to. After addressing the three large areas of my research question, 

I will place this phenomenon of upward intergenerational exchange within its broader 

social context, questioning its relation to intersectional social and economic forces. I will 

conclude by considering what is lost when the ability of children to act as socializing 

agents within the family is undermined by either parents themselves, structural forces and 

inequalities, or societal expectations and normalized social constructions of childhood. 
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II. THEORETICAL LENSES 

I will frame my study with two levels of theoretical approaches—larger, grand 

theoretical perspectives and then family-specific theories. According to George P. 

Murdock (1949), the family unit provides four essential functions for society. By treating 

the family unit as a functional entity, Murdock is drawing upon the paradigm of structural 

functionalism, in which all systems serve some sort of structural function to larger social 

institutions or society (Smith et al. 2009). The third familial function Murdock proposes 

is socialization, in which “the family must care for them [children] physically and train 

them to perform adult tasks and adopt the values deemed appropriate by their particular 

culture” (Smith et al. 2009:43). Socialization includes the teaching of rituals, values, 

beliefs, skills, habits, and culture (Smith et al. 2009). Intergenerational transmission, or 

the exchange of some good or service between members of different generations 

(International Encyclopedia of Marriage and Family 2003), is a facet of the larger 

unfolding process of familial socialization.  

Intergenerational transmission within the family is a broad structuring model for 

the swapping of values, ideology, skills, habits, preferences, generation-based wisdom, 

and culture in addition to more tangible resources such as wealth or other assistance 

services to aging family members (International Encyclopedia of Marriage and Family 

2003). While intergenerational transmission encompasses a wide variety of exchanges, 

the negotiation of culture, cultural knowledge, and cultural rituals will serve as the 

primary area of interest for this study. Generally—with the exception of family systems 

theory that I will get to momentarily—this phenomenon is conceptualized and studied in 

a unidirectional, top-down model of parent-to-child transmission (International 
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Encyclopedia of Marriage and Family 2003). My thesis will attempt to counter this trend 

in the investigation of intergenerational transmission by proposing a call for necessary 

scholarly work on of the child-to-parent upwards direction of socialization.  

The social processes of socialization and intergenerational transmission pertain to 

the theoretical paradigm of symbolic interactionism, as families construct their own 

subjective realities through the processes of teaching and knowledge exchange. There are 

two specific metatheoretical assumptions of symbolic interactionism that will be key for 

my understanding of intergenerational transmission: first, “we learn about meaning 

through interactions with others” (Smith et al. 2009:14) and secondly, “as people come 

into contact with different things and experiences, they interpret what is being learned” 

(Smith et al. 2009:14). As a child matures and encounters new peer cultures, they 

synthesize these cultural experiences and may bring them back to the family unit, altering 

the family’s constructed subjective reality.  

Intergenerational transmission may also be conceptually framed by adopting a 

generational theoretical perspective. The generational perspective approaches social 

reality “at the macrosocial level, but with definite microsocial implications” (Snyder and 

Farrington 2014:3), which suits my research goal of producing a macro-level generic 

model of this phenomenon while also addressing the existence of its microsocial variation. 

Intergenerational transmission requires the participation of at least two members of 

different “generational cohorts.” The generational perspective defines these cohorts as 

individuals that, 

…have been born into and have lived in the same point in human history…They have 
been members of a society characterized by a particular culture, a particular institutional 
network, a particular set of domestic and international challenges, a particular 
configuration of institutional agents and strategies, and a particular state of technological 
advancement (Snyder and Farrington 2014:4).  
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The generational perspective conceptualizes generational cohorts as socially constructed 

entities that possess distinctly different lived experiences across distinctly different 

periods of history and various social climates (Snyder and Farrington 2014). Since 

generational cohorts possess different “generational focal concerns,” “generational core 

values,” and “generational subcultures,” (Snyder and Farrington 2014:11) the process of 

intergenerational transmission, then, allows for the sharing of what may be considered 

generation-specific knowledge. Intergenerational transmission may be considered a form 

of “inter-generational interaction” which occurs when members of different cohorts come 

into contact with one another at “cross-generational sites,” (Snyder and Farrington 

2014:12). The family unit is arguably the site of the most inter-generational interaction—

as it may posses members spanning up to four generations—and therefore is a fruitful 

context to situate my study of upward intergenerational transmission.  

Social exchange theory is generally thought to be rational in nature and rooted in 

economics, dealing with the calculated costs, benefits, and reciprocity implications for 

various actions and decisions (Smith et al. 2009). Hence, social exchange theory is rarely 

applied to cultural studies. However, I argue that the cultural swapping process that 

occurs between children and their parents is in essence a very important social process of 

resource exchange, which I will later frame in a discussion of cultural capital. Therefore, 

I plan to apply social exchange theory to my study of familial cultural exchange, which 

will require, at least to some degree, treating culture and cultural knowledge as 

measurable, transmissible resources that can be seen to work within a framework of costs, 

profit, comparison level, comparison level of alternatives, and the norm of reciprocity 

(Smith et al. 2009).  
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In regards to family-specific theories, family systems theory directly address 

familial socialization and the interactional processes that occur in intergenerational 

transmission. Within family systems theory, Smith et al. interprets Ernest Burgess’ 

conception of the family as “much more than its formal or legal definition; instead, it is a 

living, growing superpersonality that has at its essence the interaction of its members” 

(Smith et al. 2009:123). This conception of the family emphasizes interactional processes 

and a degree of dynamic growth and adaptability—concepts I will explore under this 

broader phenomenon of intergenerational transmission. According to family systems 

theory, there are four systems of that comprise the child’s “ecological environment” 

(Smith et al. 2009:124). Unlike much of the other literature on familial socialization, 

family systems theory does acknowledge multidirectionality in family dynamics and 

socialization, describing, “we see that not only are children being influenced by parents, 

the school, and the neighborhood, but also that the child impacts those environments and 

helps to shape them as well (Smith et al. 2009: 124). While family systems theory does 

devote attention to this direction of child-to-parent, the theory tends to focus on the 

process of socialization more so than the players involved in this process. My study is 

interested in the motivations, perceptions, and social constructions that these players 

possess, in addition to the details of the multidirectional sharing process itself. 

Upwards intergenerational transmission is also pertinent to family development 

theory, in that the family unit matures and undergoes various phases of growth (Smith et 

al. 2009), and thus the child’s stake and agency in cultural negotiations may shift over the 

life course of the family unit. I will also theoretically frame aspects of this phenomenon 

of upward socialization through Bourdieu's (1984) theoretical concepts of habitus and 
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cultural capital, which will be further discussed in the literature review below and once 

again in the presentation of my findings. 

In summation, I have chosen to situate my investigation of upward 

intergenerational exchange within a wide reach of theoretical perspectives; since it is a 

phenomenon I am trying to bring to the forefront of sociologic attention as an 

understudied topic. I wanted to give multidirectional socialization strong theoretical 

roots—again to call attention to its significance and necessity for further sociological 

study. While I won’t necessarily return to all of these theoretical perspectives in an 

extremely thorough manner in my data analysis and discussion, I chose to present this 

broad theoretical grounding because it influenced the way in which I operationalized my 

research questions, and many of these theoretical concepts were operationalized for my 

methodological instruments. 
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III. LITERATURE REVIEW 

The Contemporary Conceptualization of the Parent-Child Relationship 

To begin understanding the contemporary role that parents and children play in 

the process of upward intergenerational transmission, we must take a historical approach 

to the development of literature on parenting today. Published in 1969, Thomas J. 

Cottle’s piece is entitled “Parent and Child—the Hazards of Equality,” and it reflects a 

relatively hands-off, authoritative sentiment toward the parenting role. Cottle writes that, 

“parents are by definition not peers, and their concern does not imply that they become 

colleagues” (1969:87-88). The asymmetrical power dynamic that Cottle suggests 

removes the notion of parental involvement in their children’s peer culture and lifeworld 

outside of the family (1969). Cottle’s piece, then, discounts the potential for upward 

intergenerational transmission as he himself writes, “there is no even exchange between 

generations, nor is there ever a possibility for it” (1969:87). This parental relationship in 

regards to authority figure versus peer has been further studied, particularly in the context 

of adolescent relationships (Smollar and Youniss 1985). The distinction between parental 

versus peer socialization influences on adolescents Smollar and Youniss address (1985) 

is essential to understanding intergenerational transmission and the family as a 

multidirectional socializing agent.  

Within this body of literature on parent-child relations is the notion of the modern 

“Permissive Family” (Jenkins 2003:507), which aims to “grant children more control 

over their own lives and greater input into the process of decision making within the 

family” (Jenkins 2003:507). Martha Weinman Lear (1963) has coined this state of the 

family a “pediocracy,” “filiarchy,” or “filio-centric way of life” (512). Within this family 
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model, children dominate adult conversations and are a determining factor in how the 

family unit views leisure time, places to settle, vacation destinations, friends, cars, foods, 

and the uses of disposable income (Lear 1963). In extreme cases of pediocracy, parents 

may become “child worshippers” (Lear 1963:513). 

These child-focused parenting strategies are complemented by changing 

conceptions of childhood, including the notion of children as philosophers (Matthews 

2004) and children as theologians (Lindner 2004). A paradox of this reconceptualized 

childhood experience exists, however, since children are becoming empowered with 

greater agency in the home but hold diminishing public power, a trend Barrie Thorne 

terms “the privatization of childhood” (1993). Alison Pugh (2002) supports the trend 

Throne suggests, as Pugh conceptualizes the child as a “private giant” (19) and 

contrasting “public figurine” (19). With increased voice in the family unit, David 

Buckingham writes that children are viewed as “threatened” and “endangered,” while 

simultaneously thought of as potentially threatening (2000:3). This is an uncomfortable, 

paradoxical conceptualization of childhood that parents then try to reconcile. 

Together, the literature I reviewed on conceptions of the distinct roles of parents 

and children poses an intriguing view of family life as child-focused, with parents 

hovering around their children. Parents, then, act as a censoring filtration unit, supposedly 

protecting children from particular cultural forces they want withheld from their children. 

Buckingham explains how in the context of media censorship, parents are encouraged to 

“take greater steps to protect or control their children, or to help them resist the influence 

of the media. Children themselves are granted little or no independent agency here” 

(2000:39). This conventional top-down socialization model of parental control is 
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precisely what I am trying to argue against with my study of the potential benefits of 

welcoming opportunities of upward intergenerational transmission. Additionally, if we 

are living in such a “child-centered society” (Lear 1963:512) of child “private giants” 

(Pugh 2002:19) as the literature suggests, why aren’t there more studies of what the child 

brings to the family in this process of upward intergenerational transmission? 

 

Understanding Children’s Lifeworlds and Including them in Cultural Consumption 

Negotiations 

After reviewing the literature on parent-child roles, I will now introduce the two 

facets of this larger social phenomena of upward intergenerational transmission I hope to 

investigate. Within the family context, I want to examine what it means for parents to 

understand the peer-influenced life worlds and cultural realms of their children, and how 

these processes of cultural consumption negotiation work. Titles such as My Son is an 

Alien: A Cultural Portrait of Today’s Youth (Danesi 2003) and The Parent App (Clark 

2013) demonstrate parents attempting to understand the lifeworlds of their children, to be 

culturally on a similar page, and to begin to close the often stark generational mismatch 

between parent and child.  

For this first aspect of intergenerational transmission I propose—understanding 

the lifeworlds of children—I am interested in the benefits of granting children agency in 

the family to act as cultural teachers. For the negotiation process aspect of this upward 

socialization, I again will call into question the delicate balance of parents as adults 

opposed to friends (Smollar and Youniss 1985), and whether the model of pediocracy 

(Lear 1963) helps or hinders the positioning of children as agents of cultural socialization 
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in the family. Marie Winn investigates a similar negotiation process in her study of 

children’s television consumption habits, coupled with parents’ attempt to control this 

consumption (2002). These cultural negotiation processes call back to Alison Pugh’s 

research on childhood consumption and the role parents play in allowing or denying 

various peer-influenced desires (2002). Pugh explores parental anxieties of their 

children’s sense of social belonging (2002), and I believe this can be taken one step 

further in which parents may turn to upward cultural socialization to keep current and 

culturally up-to-date, addressing their own personal anxieties of social belonging.  

 

Potential Functional Consequences of Upward Intergenerational Transmission 

 The literature suggests potential functional benefits to be gained from 

intergenerational upward transmission for both the individual family members and the 

family unit as a collective social entity. This isn’t to say there aren’t also negative 

functions, or dysfunctions, of this upward exchange for family life, which my research 

instrument will allow for the investigation of, in addition to the potential benefits. 

Structural functionalism views a “function” as “a consequence, of a beneficial nature, 

which one part of a social system ‘does for’ some other component of a larger system” 

(Farrington 1984:15). Since the family “is a highly functional subsystem in any society, 

at a number of different levels of social reality” (Farrington 1984:15), functions within 

the family vary—from functions of the individual members to functions the collective 

family unit serves to other institutions, subsystems, or society at large (Farrington 1984). 

This study will examine the potential functions and possible benefits of multidirectional 
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socialization that operate at these various levels: from questioning the role of the parent 

and child, to investigating the benefits of this process on family life. 

The macro-level approach structural functionalism adopts has been criticized for 

generalizing social experience as fairly monolithic and undermining the influence of 

inequality. However, this approach compliments my research goal of producing a generic 

model of this social process of upward socialization—one that poses many opportunities 

for further research to investigate the way in which social and economic factors affect 

this child-to-parent process. In a rather idealized, affluent conception of the family unit, 

both parents and children have the potential to benefit from this multi-directional 

exchange of cultural knowledge. However, I want to make clear that I acknowledge the 

intersectional privilege necessary to even attain—let alone initiate the exchange of—

cultural fluency. Essentially, this upwards intergenerational exchange is by no means 

exempt from social and economic forces nor systemic inequalities that would hinder the 

family unit from participation in the democratic, authoritative parenting practices 

necessary for these upward exchanges. 

 However, assuming the family unit is in a position to partake in multidirectional 

socialization process, there are potential benefits at stake for both the parent and child. 

For instance, when a parent possesses greater cultural fluency, they potentially possess 

greater access to their children’s worlds. This increase in understanding between parent 

and child may result in greater trust, family cohesion, mobility, and more open channels 

of communication as the family unit strives toward narrowing the generational 

knowledge and cultural gap. For these reasons, embracing upward intergenerational 

transmission may be essential to the sandwich generation—or generation that is 
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simultaneously taking care of the generations above and below them within the family 

unit. Intergenerational upwards transmission has the potential to increase family bonds 

between generational members, a key benefit when considering the ageing family unit 

and the maintenance of parent-child relationships over time (Bengston 2001). For 

instance, adult children may be more willing to take care of and support their elderly 

parents if they sense strong intergenerational affection (Silverstein et al. 1995)—a 

sentiment that may result from intergenerational transmission in equal directions.  

Additionally, upward intergenerational transmission has the potential to enrich the 

adaptive abilities of the family unit, demonstrating Clark Vincent’s theoretical model of 

“Familia Spongia” (1966). Vincent claims that, “an industrialized society characterized 

by rapid social change necessitates a highly adaptive family system” (Vincent 1966: 383). 

By exchanging cultural knowledge, then, children may assist in the socialization and 

adaptation of a family unit to the rapidly changing world that surrounds them (Vincent 

1966). Further, the family unit striving for this adaptation serves its own socializing 

function, as Vincent describes, “the family’s internal adaptiveness may well prove to be a 

key variable in socializing the child for the flexibility needed in future adult roles within 

a rapidly changing society” (1966:383).  

In regards to a family’s habitus, or set of predispositions (Bourdieu 1984), peer 

culture influence and the power of social belonging (Pugh 2002) may dictate what 

cultural products, knowledge, and rituals children and parents bring into the home, which 

contributes to the family’s collective habitus. Therefore, if there is successful 

intergenerational transmission in both the upward and downward directions, there is 

potential for the family’s collective habitus to broaden, as all members of the family unit 
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would be contributing to the larger entity’s set of collective values, lifestyle, 

predispositions, expectations, and knowledge they can draw upon.  

In addition to these potential benefits to shared family life, upwards 

intergenerational exchange also affords the individual actors of the process the potential 

for enriching their own lives outside of the family unit context. To investigate these 

possible benefits on the individual-level, I will draw upon Bourdieu’s (1984) theoretical 

framework of social and cultural capital. Bourdieu’s concepts of social and cultural 

capital (1984) relate to parent-child cultural fluency in how comfortable an individual 

feels when navigating various arenas of culture, institutions, and areas of daily life with 

the cultural knowledge or skill sets they possess. Annette Lareau and Elliot Weininger 

present a reworking of the dominant English-language interpretation of cultural capital 

that focuses on interactional skills and broadens the reach of the concept beyond 

exclusively “high brow” aesthetic culture (Lareau and Weininger 2003). I will later 

employ their conceptualization of Bourdieu’s concept in my detailed discussion of the 

ways in which social and cultural capital played out in these multidirectional knowledge 

exchanges. 

Discussing the potential benefits of this multidirectional cultural exchange 

requires a discussion of cultural fluency as a positive asset. This treatment of cultural 

knowledge as a valuable resource that potentially benefits both the individual and family 

unit follows the conceptualization of “capital” more broadly: 

The concept of ‘‘capital’’ has enabled researchers to view culture as a resource– 
one that provides access to scarce rewards, is subject to monopolization, and, 
under certain conditions, may be transmitted from one generation to the next 
(Lareau and Weininger 2003:567). 

 



 16 

This resource of cultural knowledge is functional in the sense that it “provides access to 

scarce rewards” (Lareau and Weininger 2003:567), framing capital as desirable and 

sought after. A media studies piece written about The Sopranos similarly demonstrates 

this treatment of cultural knowledge as a resource:  

The Sopranos, of course, would soon become such an object itself, a register of 
cultural acuity for those sharp enough to subscribe to HBO or purchase the 
DVDs; the episode, produced in the vacuum before the first season was aired, 
divined that a work of television might also turn into a valuable and tradable 
commodity, a nugget of knowledge that is worth something if we think it is worth 
something (O’Sullivan 2013:70). 

 
This quote really speaks to how I’m trying to conceptualize cultural knowledge for this 

study, with the notion that culture can be passed between individuals as these tradable 

“nuggets of knowledge.” I will later be raising a discussion of value-assessment and 

interpretation of these tidbits of cultural knowledge. As the last line of the quote states, 

possessing these pieces of cultural knowledge “is worth something if we think it is worth 

something,” which places emphasis on the interpretive process by which individuals, 

collective entities like the family, or larger societal institutions deem whether this 

knowledge is valuable. My study will explore the nuanced ways in which parents, 

children, and social institutions assess the value of the cultural knowledge and skill sets 

that are being exchanged via multidirectional socialization. Is this cultural knowledge 

viewed by all parties as equally “valuable”? If any potential mismatches in value 

assessment exist between parent and child, how would this affect the multidirectional 

socialization process? 

This investigation of value-assessment relies on the individualized interpretations 

of individuals, drawing on symbolic interactionism concepts like meaning-making 

processes and the construction of reality on an individual level. The broader exploration 
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of the potential benefits of upward intergenerational transmission, then, will be framed by 

aspects of both structural functionalism and symbolic interactionism. While I 

acknowledge that these are often thought to be two conflicting grand theoretical 

paradigms, or rather two schools of thought with drastically different core principles; I 

believe that extracting pieces from both of them will allow me to best frame my 

investigation of the consequences of multidirectional socialization. Essentially, this 

approach will grant me to various lenses through which to analyze the consequences, 

both positive and negative, of this process on the level of the individual, the collective 

family unit, and macro-level social institutions.  

Despite the many potential functional benefits of these exchanges, I have yet to 

come across many studies devoted to intergenerational transmission specifically. With 

the exclusion of family systems theory I discussed, intergenerational transmission in the 

upward direction is generally studied through a narrowed approach, focusing on the 

unidirectional model of exchange from an older generation to a younger generation 

(International Encyclopedia of Marriage and Family 2003). This fairly established and 

normalized approach ignores the potential benefits associated with intergenerational 

upward transmission. In addition to this narrowed approach of study, literature relating to 

media and pop culture within the family context is most often concerned with violent and 

sexualized media influences and representations; which once again portrays culture as 

threatening and something children must be protected from through top-down parent-to-

child socialization (Baruch 1949; Buckingham 2000; Jenkins 1998; Wertham 1953; Winn 

2012). For instance, the entirety of the “Popular Culture and the Family” chapter in 

Henry Jenkins’ The Children’s Culture Reader consists of pieces exclusively written 



 18 

about children and exposure to aggressive, violent media (Baruch 1949; Jenkins 

1998:485; Wertham 1953). Cultural exposure within the family context, then, is rarely 

examined in the direction of upward socialization I propose, justifying the necessity of 

studying this phenomenon and its contributions within the fields of family and cultural 

sociology. Another reason this process of multidirectional socialization may not have 

warranted the sociological attention I believe it deserves is because maybe scholars 

gravitate toward studying social phenomena that possess a negative impact. In contrast, I 

was drawn to this understudied topic because of its under-utilized potential positive 

impact. 
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IV. METHODS 

To investigate my research question, I take a qualitative approach—which 

entailed in-depth interviews with Whitman students and exclusively open-ended question 

surveys distributed to their parents. I chose a qualitative rather than a quantitative 

technique because while I think that I could have quantified cultural experiences on a 

survey, I anticipated that there would be a great degree of variation within participants’ 

individual experiences. With the retellings of participants’ childhoods, I wanted the 

opportunity to probe for greater detail and depth as I collected their data. Thus I coupled 

the initial Whitman student interviews with an additional survey for one of the student 

participants’ parents to complete. This methodology allowed me to develop further 

insight into the experience of each family unit, and to step outside of a purely youth-

based lens of reality.  

One benefit of interviewing college-aged subjects is the privileged access to 

memories of family experiences across various stages of childhood that they are likely to 

revisit. Rather than interviewing a carefully crafted pool of participants that spans the 

ages of five to twenty-two, I was able to ask these college-aged subjects questions 

pertaining to each of the stages of childhood, thus creating a wealth of data from my 

small sample size for each childhood stage. However, interviewing college-aged subjects 

in this fashion raises concerns of recall bias and accuracy when remembering and 

relaying details from the past. For instance, a participant may tailor a memory and offer a 

response that overly-emphasizes their role in an instance of upward intergenerational 

transmission. I was thus willing to sacrifice the possible limitation of memory-recall in 

this study for the sake of producing a greater reserve of experiences and memory-based 
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data from my very small sample that may not have lent itself to this otherwise. 

Essentially, selecting college students as my participant pool ensured the most research 

“bang-for-my-buck” when relying on such a small sample size. Marianne Gullestad’s 

work supports this methodological decision to have young adults recall childhood 

memories, because she believes it is the “textual childhood” rather than the “lived 

childhood” that possesses the most present impact and most reveals the participants’ 

constructions of childhood (Gullestad 2004:3). The “textual childhood” is the way in 

which the participant tells the story of their childhood, while the “lived childhood” is how 

the participant actually experienced childhood (Gullestad 2004:3). Gullestad writes that 

honing in on the “textual childhood” allows us to question “the relationship between 

social context and narrative form” and to analyze “which events are selected, how are 

they presented, and what place and role are they given in the structure of the narrative?” 

(Gullestad 2004:3). Focusing on this “textual childhood,” as my interview methodology 

does, grants me further insight into the social construction of childhood variable I am 

interested in. This is because my participants will be given the agency to construct the 

story of their own childhood the way that they want to present to me. 

 

Participant Recruiting Strategy and Sampling Methodology 

My criteria for student participation is fairly simple, yet essential to ensuring a 

controlled interview setting. One criterion for participation is what I’m calling the 

“degree of familiarity.” Since Whitman is a small and intimate community, I decided to 

exclude interested participants who I felt I was too familiar or close to. I strived for this 

degree of mild separation in attempt to control for bias in the form of any potential 

modifications to the interview experience that familiarity and intimacy may be conducive 
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to. I did not intend to weed acquaintances out of my possible participant pool—only close 

friends who I believed I might act too casually with during the interview. I asked that 

students be over the age of eighteen, to avoid the ethical considerations attached to 

research involving minors, and I required that students also ask their parents prior to 

participation to see if they would agree to a potential—not guaranteed—interview 

conducted over the phone.1 Including permission and consent to the possibility of 

parental participation allowed me the option to interview any and all parents that I 

believed would be beneficial to follow-up with after the first-round of student interviews.  

My sampling methodology consisted of a few calculated phases: First, I had 

Professor Michelle Janning send my initial request for participants to each classes’ 

student email listserv on my behalf (See Appendix I for the text of this recruitment email). 

This meant that my research plea reached every Whitman student’s inbox. I allowed three 

days to pass from the sending of this email, and then evaluated the amount of interest it 

generated. By the end of the three-day period, I had amassed eight interested participants, 

all of whom identify as women. Their demographic information is shown below (with 

pseudonyms attached): 

 

     Class Year Other Pertinent 
Characteristics 

Susan Junior  

Molly Senior  

Lena Senior  

Helen Senior Housemate of mine 

                                                 
1 I originally planned to collect data from parents in over the phone interviews, however I modified this 
methodology after conducting all of the student interviews for reasons I will discuss later in this section. 
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Anna Sophomore  

Caroline Senior She grew up in 
London 

Holly Senior  

Katie Junior She is currently 
studying abroad, 

and I would need to 
conduct the 

interview over 
Skype 

Delia Senior  

 

I decided to eliminate the potential participant that would require an interview over 

Skype, since that would be a methodological inconsistency for the controlled interview 

setting. I also decided to eliminate the participant who grew up in London, to control for 

an American cultural and childhood experience. Additionally, I eliminated my housemate 

who volunteered, based on my “degree of familiarity” criteria I had established. These 

decisions left me with six remaining, interested female participants, one of whom never 

responded to me. This meant that going into the student interview round, I had five 

female participants.  

Considering that my study was attempting to speak to the experiences of children 

on a broad level, it seemed methodologically incorrect not to include participants who 

identified as men. This is why I chose to conduct a second round of recruitment that was 

specifically targeted at men on campus. I relied on my personal social network here at 

Whitman to seek out specific individuals for participation, in addition to having peers 

send out my recruitment email to two fraternity email listservs and to the male residents 

of two freshman dorm buildings. After collecting these email replies and in-person 

volunteer responses, I had selected my interview sample, consisting of: 
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Name 
 

Gender Class Year Parental 
Consent? 

Susan Female Junior Yes 

Molly Female Senior Yes 

Lena Female Senior Yes 

Holly Female Senior Yes 

Delia Female Senior Yes 

Skyler Male Senior Yes 

Drake Male Sophomore Yes 

Ray Male Senior Yes 

Hank Male Junior Yes 

 
I sent follow up emails to participants to schedule interview times, distribute my 

informed consent form, and to check-in about parental consent to a parent interview at 

that point.2  

 

Sample Demographics 

I collected the demographic information of my sample, in both the student interviews and 

parent surveys, which I’ve displayed in the tables below: 

 

                                                 
2 After conducting the interviews with my nine participants, I decided to exclude Hank’s data from my 
study because he did not fit within the age range specified. I used my best judgment as a researcher to 
decide that his case would be too much of an outlier in terms of the fundamental concepts I was trying to 
investigate, and believe it is methodologically a good decision to leave out such a stark outlier in context of 
the rest of the sample, especially when it is such a small sample size to begin with.  
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 Age Hometown Siblings? 

Lena 22 Portland, OR Younger Brother 

Susan 20 Canyon, CA Younger Brother & 
Sister 

Delia 21 Oakland, CA Older Sister 

Ray 22 Manhattan Beach, CA Half-Brother (10 
years older) 

Molly 21 Napa, CA Older Sister 

Holly 21 San Diego, CA Younger Sister 

Drake 20 Lisle, IL (Suburb of 
Chicago) 

Little Brother & 
Sister 

Skyler 22 La Mesa, CA (Suburb 
of San Diego) 

Older Brother 

 

 Race Family’s Social Class 
Category 

(student-reported) 
Lena White Upper-middle 

Susan White Upper-middle 

Delia “White. Very White. I guess 
Jewish-ish if you count that as 

race.” 
 

Upper-middle 

Ray Caucasian Upper-middle 

Molly Caucasian Upper-middle 

Holly White Upper-middle 

Drake Chinese “Upper-middle class, but 
maybe just on the threshold of 
like upper-middle to middle 

class” 
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Skyler “I’m white, I would say 
initially. But I have Mexican 
blood in me. I think it’s over 
50% Mexican blood. But I 

was raised by the White Man 
[laugh]. So I’d say I’m 

probably white. So yeah, I’m 
white, but I’m Mexican too.” 

 

 

Upper-middle 

 

 

 Type of Schooling Attended Parent’s Marital Status 

Lena Preschool: Private 
Elementary: Public, private, public 
Middle: Magnet 
High: Private 

Married 

Susan K-2: Public 
2-3: Public w/ Waldorf Ideals 
3-8: Private Jewish Day School 
High: Public 

Married 

Delia Preschool: Private 
Elementary: Private, public 
Middle: Private 
High: Private Catholic, Public 

“Married. They’re happily in 
love. They’re disgusting. They 

kiss in the kitchen, it’s gross. It’s 
lovely. It’s gross [laugh].” 

Ray Elementary: Montessori 
Middle-High: Public 

Married, his mom was divorced 
before meeting his dad 

Molly Elementary: Public 
Middle: Charter 
High: Public 

Married 

Holly Public Schooling Married 

Drake Preschool: Montessori 
K-10: Public 
10-12: Private Boarding School 

Married 

Skyler “Big public school, which I also want 
to add I’m very glad my parents chose 
to send me to public school. I think that 
goes along with the having children 
experience culture for themselves.” 

Married 

 

Parent Participants: 

 Age Race Occupation 

Lena’s Mom 56 White Retired Physician; Political 
Activist 

Susan’s Mom (unanswered) Caucasian Substitute pre-school 
teacher, birth doula 



 26 

Delia’s Dad 61 White; “culturally 
(not religiously) 

Jewish” 

Software Developer 

Ray’s Mom 65 Caucasian Drama Teacher 

Molly’s Mom 55 Caucasian Nurse 

Holly’s Mom 50 White Equal Opportunity & 
Diversity Officer 

Drake’s Mom 50 Asian Engineer 

Skyler’s Mom 56 Caucasian Legal Field 

 

 

 

The Semi-Structured In-Depth Interview 

Interview participants were asked to recall instances of both upward and 

downward socialization throughout different stages of childhood up through the present. 

The questions were reframed to fit the logic of parenthood for the parent data collection 

round. These interviews reflected a semi-standardized structure. The semi-standardized 

interview methodology, “involves the implementation of a number of predetermined 

questions and special topics. These questions are typically asked of each interviewee in a 

systematic and consistent order, but the interviewers are allowed freedom to digress; that 

is, the interviewers are permitted (in fact, expected) to probe far beyond the answers to 

their prepared standardized questions” (Berg 2009:107). 

  This method was advantageous, because it allowed me to ask each participant the 

same baseline questions, but as certain ideas came up, I was able to probe for more 

clarification or depth of response. Despite this freedom, I found myself asking follow-up 

questions less frequently than I had expected, since the interview research instrument was 

producing insightful, in-depth responses on its own. I did, however, employ the 
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improvisational freedom of the semi-structured interview to tailor some of the questions 

to each participant’s responses for clarification. For instance, when one of my 

participants mentioned bringing Shakira back into the home, I was able to ask the next 

interview question “did you have a goal in mind when sharing the things you have 

described, say Shakira, with your parents?” rather than the generic form of “did you have 

a goal in mind when sharing these things with your parents?” I believe this more 

individualized presentation of the questions—granted by the semi-standardized format—

added precision to rather vague questions and grounded the interview questions in the 

participants’ individual experience.  

Additionally, I expected that responses to this fairly broad question type would 

vary greatly, which is why it was important to have the freedom to ask individually-

tailored follow-up questions under this semi-standardized interview format.  

I began the interview by reiterating that participation is completely voluntary and 

confidential. To see the interview transcript that I will discuss below, please refer to 

Appendix II. Next, I outlined the structure of the interview—questions that would be 

asked in four different phases of childhood, then some broad questions pertaining to the 

family, then demographic information—so that the participants had some sense of where 

the interview was headed. I split the age phases up in the student interviews to 

operationalize the variable of family development and developmental stages of family 

life, however decided not to include in-depth analysis of this variable in the scope of this 

study. I began each age phase (elementary, middle, high school, and college) with a short 

memory jogging exercise to get each participant in the mindset of each age. I asked them 

to visualize: 

Picture the cafeteria, the classroom, recess activities, the birthday parties, playing with 
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friends, any extracurricular activities, getting to and from school, the music you listen to, 
the movies and television you watch, the way you dress, the magazines you read, the 
homework you do, the things you eat, the beliefs you hold and the language you use, 
what you do on the computer and/or internet. 
 
Since this was a lot of categories for my respondents to retain in their working-

memory, and I wanted to ensure they wouldn’t just respond to the last few, I provided the 

participants with a visual aid (see Appendix III) of the categories presented in a bulleted 

list. I presented it as something to facilitate more memories, but that the participants were 

not to feel restricted by nor obligated to respond to each category. These categories 

correlated to the way I operationalized culture for the sake of my study, into the “arenas 

of culture” I expected would be shared in these exchanges of cultural knowledge: food, 

fashion, technology, media (movies, television, music, celebrities), ideology (political 

views, religiosity), and knowledge (current events, academia, language). 

I crafted four questions to ask the participants once they were mentally “in” each 

different age phase. The first operationalized the “what” of my research question, asking 

what exactly was being exchanged from child to parent. The second and third questions 

operationalized the “how” of my research question, examining what these sharing and 

cultural negotiation processes looked like (in person, via email once in college, during 

family dinners etc.), how well it was received by the parents, and whether or not the child 

had a goal in mind in sharing these things with their parents. The fourth question 

operationalized the “why” aspect of my research question, questioning whether what the 

child shared during each phase of childhood was influential to family life in any way.  

Additionally, while crafting this section of the interview, I was careful not to 

make assumptions about the participants’ cultural knowledge or any other demographics 

such as social class. Therefore, I presented very basic examples of this upward exchange 
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rather than more guided, specific examples. For instance, if I was trying to explain what 

one of these upward knowledge exchanges. I wasn’t going to say “Do you recall ever 

teaching something to your parents? For instance teaching them how to use Googledocs, 

or sending them NPR articles or new favorite songs from the Head and the Heart?” 

Instead, I would just ask them “Do you ever recall teaching something to your parents? 

For instance, about any music you were listening to at the time, the way you were 

dressing, the language you were using etc.” (For further examples please see the 

interview script in Appendix II).   

To operationalize some of my broader lines of inquiry, particularly about the 

family’s role in the learning of culture and the social construction of childhood and 

parenthood, I asked participants three of what I’m calling my “big questions” to follow 

up with the four stages of childhood memory-based questions. The first two-part question, 

“As you see it, what role should parents have in the family? What role should children 

have?” attempted to operationalize participant’s idealized notions of social roles within 

the family. Using the word “should” rather than “are” prompted responses that reflected 

participants’ beliefs and attitudes rather than observations of their reality. The second 

question, “At what age do you feel as though you were knowledgeable enough to teach 

things to your parents?” tried to get participants to pin-point the specific age at which this 

began to happen, allowing me to examine the point at which participants in this study felt 

they were granted the agency to act as empowered, cultural teachers. The third “big 

question,” “As you see it, what should be the family’s role in the process of learning and 

adapting to culture?” operationalized my application of Vincent’s “Familia Spongia” 

(1966), investigating the family’s adaptive function. 
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I ended the interview by asking participants some basic demographic information. 

I asked participants to self-identify (if comfortable and willing to share): their age, their 

race, an estimate of their family’s social class (within provided ordinal categories), the 

city and state in which they grew up, the marital status of their parents, whether they 

attended public or private schools, and what family members or relatives were in the 

home when growing up. 

While I do acknowledge that my literature review and background information 

had produced a strong assumption that children do culturally teach things to their parents, 

I was fully prepared to not find this to be true in the interview responses, and tried not to 

lead my participants to exaggerate certain memories of instances of this occurring. 

 

Parent/Guardian Data Collection 

I decided to first collect my student-perspective interviews, and then from there 

evaluate whether or not the inclusion of the parent perspective would be effective—or 

even feasible—for the purposes of my study. This assessment and decision whether or 

not to include parent interviews was based on theoretical and conceptual justifications of 

why—or why not—an additional parent perspective would enrich the student-provided 

responses of socialization memories. The degree of parent participant willingness was 

also a factor for the decision, considering that the parents may revoke their consent when 

it actually came time to schedule an interview.  

I didn’t complete my student interviews until early March, and during the 

transcribing stage began questioning whether I would be able to conduct parent 

interviews with enough time to transcribe and analyze them in the thorough manner I 

wanted to. After considering just interviewing a few of the students’ parents, I decided 
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that it would be better to either collect data from all of the parents or none of the parents, 

to avoid researcher biases when choosing which students’ parents to interview. With this 

in mind, and the desire to still collect a parent perspective, I decided to pair down my 

interview questions into a brief, 15-20 minute survey to send to the primary parent of 

each student participant. After receiving consent from the IRB to move forward with this 

amendment, I used Qualtrics survey software to build and distribute the survey for 

parents via email (See Appendix IV for the email that went out to parents and Appendix 

V for a copy of the parent survey). This methodological modification allowed me to still 

collect data from every parent and kept the research instrument consistent within 

generations.  

When I asked the student participants for the email addresses of their parents, I 

requested for them to send me the addresses of both parents (or if the parents shared an 

address, then their shared address). However, five of the eight student participants only 

sent me the contact information for one of their parents. One participant even included 

the statement, “you’re going to want to talk to my mom” when she forwarded the contact 

information. For the student participants who sent me both parents’ contact information, I 

specified in my email to the parents that I was only looking for one parent to complete 

the survey. Of the eight parents who finsihed my survey (100% response rate), seven of 

the eight of them identified as women, and only one identified as a man. This 

disproportionate gendered sample demographic of who filled out my survey hints at 

interesting implications of maybe gendered expectations or feelings of responsibility for 

who can speak on behalf of family life.  
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Data Coding 

After all of the data collection was done, I used qualitative open-coding practices 

to analyze my data. I conducted coding procedures done by-hand. For the question of 

what kinds of knowledge and/or skills were being exchanged, I performed open-coding 

on the student responses to produce quantitative data that could be visually represented. I 

chose to turn this set of qualitative interview responses into quantitative data because 

there was such an overwhelming wealth of various incredibly specific examples of what 

children were teaching to their parents. I wanted to be able to speak about trends in this 

data more generally—something I believed that analysis of quantitative trends would 

help me do. I read through the student responses to this question of what was being 

shared across the four age stages, and highlighted any time they mentioned sharing 

something within a particular category—from technology to drug culture to music-related 

etc. I let these categories emerge as I read through the responses, adding new categories 

as I encountered them in the response set. I decided to not count every single time the 

student mentioned something within a category, but rather just marked whether or not 

they mentioned it once within each age stage. For instance, for the music category, I 

didn’t count every different band that was mentioned, but rather just marked that they did 

mention sharing something pertaining to music. I chose to code in this manner because I 

was less interested in the quantity of what was being shared within a particular age phase, 

but rather the categorical nature of what kinds of knowledge or skill sets were being 

shared across the different age stages. Once I had tallied the number of times the student 

participants mentioned sharing something within these categories that emerged through 

open-coding procedures, I compiled them into a table to help me analyze the larger trends.  
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After this first stage of coding the data for the “what” component of my research 

question—what kinds of things are being exchanged—I began looking for other emergent 

themes and organizing the data into various sections and subsections. The answers to my 

multifaceted research question inductively emerged from my analysis of the parent and 

student responses. Since I asked student and parent participants essentially the same 

questions, my discussion sections generally present both of these response sets for each 

emergent theme, however the student and parent perspectives are often presented 

separately from one another. 

 

Ethical Considerations and Precautions 

While my topic of study doesn’t directly deal with sensitive material, the greatest 

ethical concern attached to my research methodology was confidentiality practices. The 

audio of these interviews was digitally recorded exclusively for my research purposes. To 

protect the identity of my participants, I assigned each participant a pseudonym and 

removed identifying information from any form of data reporting. My interview 

transcripts included names or certain identifying references, however these transcripts, 

along with the audio files of the interviews themselves, were securely stored on a 

password-protected computer that only myself and my thesis committee members had 

exclusive access to. Further, the transcripts containing any identifying information are to 

be deleted immediately after the completion of this thesis in May. I also made sure to 

keep responses confidential in any instance of correspondence with parents and their 

respective children. 

While any foreseeable risks to the participants was highly unlikely, since I was 

not asking about traumatic subject matter, there was still a chance of my in-depth 
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interview method facilitating intense reflection of sensitive parent-child relationship 

memories. To counteract this slim yet still potential ethical concern, I made sure to 

devote the necessary time and careful attention to crafting interview questions that gave 

sensitive treatment to the possibility of these memories.  

I used my best judgment as a researcher during the interviews to make the 

participants feel comfortable, and to gracefully navigate any possible situations of intense 

negative reflection. For instance, when we got to the section recalling high school 

memories, one participant opened up to me about attending a drug-rehabilitation 

wilderness school program that included some family therapy. I gave extra-attention to 

my self-presentation as a research at that point, nodding for support and presenting 

myself as receptive and completely non-judgmental of the sensitive and highly personal 

material he was sharing with me.  

I also made sure that participants left the interview in a mental state comparable to 

how they entered the interview. Additionally, these ethical considerations of 

confidentiality practices, foreseeable risks, and terms of participation were communicated 

to participants—as transparently as possible—prior to conducting each interview through 

a detailed informed consent form. There was also an additional verbal reiteration of 

participation conditions at the start of the interview that highlighted the voluntary basis of 

participation, and that participants were allowed to refrain from answering any question. 

 

Methodological Limitations 

As displayed in the sample demographics section tables, my sample 

overwhelmingly identified themselves as white, well-educated, upper-middle class 



 35 

families. While this was fine for the purposes of my study—to generate a generic model 

of this process that didn’t directly concern demographic variation—it limited my ability 

to speak about trends in variation between different family contexts. In addition, I used 

different research instruments for my investigation of the child versus parent perspective. 

Ideally, I would have liked to keep my methodology consistent for all participants, 

however as I described, I evaluated the implementation of a parent survey as my best 

option for the timeline of the project at that point. The parent surveys, though, when 

compared to the format of an in-depth interview, seemed to produce responses that were 

different in nature than the interview-generated responses. Soliciting responses through a 

survey allowed the parents to take as much time as they desired to formulate, contemplate, 

and revise their answers—producing a set of responses that generally was more concise 

and eloquently worded than the interview-generated responses. In contrast, the in-depth 

interview setting often produced much longer student responses that took on a more 

informal tone due to the improvisational manner of responding to interview questions 

immediately after they are asked. While these differences in response sets didn’t produce 

a huge hindrance to my data analysis, if this study were to be replicated in any fashion I 

would recommend using the same research instrument on both sets of participants.  
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V. RESULTS & DISCUSSION 

After identifying emergent themes and patterns in the interview transcripts and 

the set of parent survey responses, I organized these findings into a presentation and a 

discussion of results that flows from the descriptive level to the explanatory level. The 

explanatory level consists of highly detailed qualitative responses that pose relationships 

between the theoretical concepts I draw upon and the response sets I have collected from 

participants. My objective now is to offer an overview of where this discussion is headed: 

I begin by examining the “what” aspect of my research question—looking at what 

knowledge areas or skill sets participants report exchanging in this multidirectional 

socialization. Next, I move on to investigate the sharing process itself—looking at the 

forms these exchanges take and in what locations these teaching and learning moments 

are occurring. I also include in this section an analysis of the self-reported goals that 

motivate respondents to partake in situations of child-to-parent learning, comparing the 

underlying motives of both parties. The next broader discussion section examines the 

social construction of childhood and parenthood within the responses to understand how 

idealized notions of family roles are influencing these upward knowledge exchanges. 

Within this section, I describe trends in the reported role of a parent, of a child, and of the 

family in regards to cultural adaptation. Finally, I present some potential positive and 

negative consequences of this multidirectional socialization process—addressing how 

this phenomenon influences both family life and its individual family members. This last 

discussion section will also be framed in revisiting the application of social and cultural 

capital, as well as questioning the value-assessment attached to multidirectional 

knowledge exchange.  
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From Long Division to Kanye West: The “What” That is Being Shared 

I performed open coding on the student interview transcripts looking for emergent themes 

to categorize what areas of knowledge children felt like they knew more about than their 

parents or were actively sharing with their parents. The breakdown of these open-coding 

categories is as follows, according to what age stage they reported these instances 

occurring: 

 
  Eleme

ntary 
Middle High College Totals 

 
 
 
 
 

Leisure 

Fashion  2 2  4 

Food 1 1 2 2 6 
Technology  4 4 3 11 

Sports/Fitness 1 3 4 3 11 
Commercial Items 

(toys etc.) 
3 1   4 

Travel 
Experiences 

  1 2 3 

Games (video 
games, board 

games) 

 1  1 2 

 
Media 

Music 1 6 3 4 14 
Movies, 

Television, 
Internet 

3 4 5 4 16 

Theater 1 3 3 3 10 
 
 

Peer Culture 

Drugs/Alcohol  1 2 2 5 

Sex    1 1 
Social Interactions 3 2 1  6 
Imaginary Worlds 1 1   2 

 
 

Social Issues 

Religion 1  1  2 
Politics   2 2 4 

Community 
Service 

   1 1 

Race & Ethnicity   1 1 2 
Beliefs    5 5 

 
Knowledge-

Based 

Academics 
(books, 

coursework) 

4 3 7 5 19 

Language 2 4 2  8 
Misc. Behaviors 2 1 1 2 6 
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categorized any type of parent-to-child exchange of academics or languages as a 

“knowledge-based” exchange. And finally, in the “miscellaneous” categorization is the 

open-coding category “behaviors,” which I define as any time the child mentioned trying 

to alter or change the way their parents behave; for instance child participants 

encouraging their parents to “go with the flow” or take time off of work.  

As previously mentioned in the methods section, I decided to not count every 

single time the student mentioned something within a category, but rather just marked 

whether or not they mentioned it at least once within each age stage. The above chart, 

then, represents how many of the student participants mentioned sharing things within 

these categories during each age stage, rather than how many total times the student 

participants shared something music-related in elementary school, for instance.  

There are a few immediate trends we can extrapolate from this chart and bar 

graph:  

1) It appears as though children began teaching their parents technology-related 

knowledge or skill sets around middle school, and that this teaching has remained 

fairly constant throughout high school and college. This potentially may be 

attributed to the fact that technology continues to develop in regards to 

complexity, and may require further child-to-parent teaching as time goes on. It 

also may be the case that the child comes in greater contact with these new 

technologic developments in their peer groups than their parents do, and may 

possess a greater degree of technologic fluency or capabilities after this initial 

exposure to technology in middle school.  
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2) Child-to-parent sharing of music related knowledge seems to spike around middle 

school. This may be when the child’s own individualized musical tastes develop 

separately from their parents’ musical preferences, since participants described 

middle school as a period of intensification of peer group interaction and peer 

influence, compared to elementary school. Middle school was also the age-phase 

during which many participants reported owning music-listening devices like 

iPods, creating a more isolated rather than family-based music listening 

experience.  

3) The sharing of social interactions seemed to occur mostly at a young age. It is 

interesting that this trails off in high school and college, and suggests that this 

category of sharing maybe becomes a topic reserved to discuss with friends rather 

than parents as the child matures. 

4) Participants didn’t mention the child-to-parent sharing of beliefs until college. 

Participants generally articulated this belief-based sharing as children critically 

challenging their parents’ belief systems, or initiating conversations that made 

both parties contest their own beliefs. This may suggest an interesting connection 

between the developmental stage of college and children beginning to critically 

question some of their parents’ core values and belief systems that they grew up 

around. 

This initial discussion of trends is a glimpse into the various kinds of knowledge and 

skill-sets children reported teaching to their parents. Within the student responses, there is 

a wealth of detailed descriptions of exactly what the student participants reported 

teaching to their parents—from Japanese to the Dave Matthews Band to Portland food 
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carts. However, further analysis of these descriptions beyond the quantitative data 

presented above will not be included within the scope of this analysis. 

 
 
What is Still Taught From Parent-to-Child & What Kids Withhold From Sharing with 
Their Parents 
 
 Many of the student participants mentioned instances throughout the four age 

stages in which they actively withheld information from their parents or purposefully 

tried not to bring it to their attention. Delia’s case demonstrates a transformation from 

being what she describes as an “open book” with her parents, to developing filters in 

regards to what she shares with them: 

In elementary school I was pretty much an open book with them, because what was I 
going to hide? Then middle school is sort of when you start developing as a person, so 
that was when I think I started putting certain filters up. That was when I stopped talking 
to them about like boys, or things like that. But I could still talk to them about drugs and 
alcohol, because I had no experience with it. It’s sort of like until you have something 
you don’t want to tell them, it’s safe, to talk about. And then as soon as that line got 
crossed, and like now maybe I was drinking, suddenly I don’t want to talk to my parents 
about teenagers drinking. –Delia 

 
A few other participants also equated the middle school or high school phase of increased 

individuality with the point at which they began filtering what to share versus withhold 

from their parents.  

 Delia’s responses also illuminated the kinds of knowledge exchanges that remain 

in the top-down direction of parent-to-child at this present stage of her life: 

We have a much more adult relationship with each other now. They’re still so supportive 
of me, and when I need help, they’re absolutely there to help me. And there’s things I just 
like can’t do… You know he’s [my dad] still teaching me how to fill in like tax forms, 
and he’ll always be teaching me those things [laugh], hopefully one day I’ll learn them 
for myself. But, it’s much more practical things now, in terms of teaching me about the 
way the world works, not really. Well, I don’t know. That might be a little too much. –
Delia  
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…At one point my dad explained Obama care to me, because I was too embarrassed to 
tell my friends that I have no idea how that works. So it kind of goes both ways now, my 
dad explains ObamaCare to me, I explain Tumblr to my mom [laugh]. –Delia  

 
…The stuff that they’re teaching me now, has a lot more to do with things that we’re both 
really passionate about. For example, my dad teaching me how to register to vote in 
Washington, because I had been registered to vote in CA, they taught us that in school, 
but my dad talking me through how to register to vote in Washington so I could vote for 
Ref 74 to legalize gay marriage in Washington, because that’s something that we’re both 
so passionate about. And that was something that was really powerful for me to be able to 
do. Whereas the things that I’m teaching them now, they’re things kind of just to keep 
them in touch? –Delia 

 
Here, it seems as though what Delia’s parents still teach her may be categorized as either 

practical knowledge, or knowledge rooted in life experiences that Delia may not yet have 

at her present age. For instance, Delia described relying on her parents for help filling out 

bureaucratic forms such as taxes or voter registrations. Delia’s parents, then, act as a 

resource of a wealth of life experience with these more “adult” bureaucratic tasks that 

Delia may only just recently be encountering. Similarly, if Delia’s parents are the ones 

who provide healthcare to Delia, and deal with the intricacies of their family’s healthcare 

plan, it makes sense that Delia may turn to her parents to have them explain ObamaCare, 

knowing that they are the ones who have this experience-based knowledge. In exchange 

for these bits of knowledge about ObamaCare or tax forms, Delia described teaching 

them a swath of cultural references. Here, specifically, she framed this exchange as 

teaching her parents Tumblr [an online social and visual blogging platform] in return for 

the ObamaCare explanation. Delia ultimately frames what her parents teach her as having 

some practical application in her life, whereas she believes what she now shares with her 

parents in return are “things kind of just to keep them in touch.” This recount suggests 

that maybe dynamic, evolving knowledge, such as technology or social media fads, is 

more likely to be passed in the child-to-parent direction, as children may come in greater 
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contact with this emerging, nascent cultural knowledge. In contrast, more permanent, 

lasting knowledge such as bureaucratic tax forms, how to spell, or American history is 

more likely to be exchanged from parent-to-child.  

 
 
Parent Perspective: What Have their Children Taught Them 
 

I asked parents about what their children have shared or taught to them in a bit of 

a different format, by not separating it out into the four separate age categories on their 

survey the way I did for the interviews. Additionally, their reporting of what was shared 

was much less extensive, since the survey research instrument produced much shorter 

responses than the interview setting did. For these reasons, I have chosen not to 

quantitatively code the parent response the way I did for the student data. When reading 

what parents reported having learned from their children, three broad categories of child-

to-parent sharing emerged: sharing that motivates parents to alter some aspect of their 

life, sharing that increased the parents’ social capital, and sharing that increased the 

parents’ cultural capital. To avoid redundancy in a later detailed discussion of the 

application of Bourdieu, I’ve chosen to present the parent perspective in a much later 

discussion of cultural capital, social capital, and how parents assess the value of what 

their children are sharing with them.  
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The “How”: Intricacies & Motivations of These Teaching and Learning Processes 
 

To compliment the “what is being exchanged” component of my research inquiry, 

I was curious how these exchanges of cultural knowledge were occurring. Here, I am 

focusing on the process of these knowledge exchanges, beginning with where and what 

form these exchanges take, then examining the reported motivations behind participation 

in this process. This investigation of process will address questions such as, at what 

locations or settings did these exchanges occur? What form did these sharing moments 

take? What were the motivating factors and underlying goals behind both the child-

initiated teaching and the parental learning? 

 
Settings & Forms of These Exchanges 

Various participants recalled these sharing moments occurring during family 

meals, describing how this shared meal time was a priority in the family and one of the 

few times that the family unit was reunited during everyone’s hectic daily schedules:   

I really appreciated that at the end of the day, no matter where we all were that we came 
together over dinner and we talked. And I think that those dinners were what really stick 
with me from my childhood, as being what like shaped my identity and my beliefs. 
Anywhere from fifteen minutes to two hours we had sitting down and talking. —Molly   

 
Molly’s mom also recalled fond memories of these dinners, as well as the social 

knowledge she gain about her child’s life during this daily time spent as a family: 

At the dinner table, we would talk about our days, ‘highs and lows,’ so she taught me 
about current things happening in her social world. –Molly’s mom 

 
Delia expressed a similar sentiment towards these shared meal times, explaining how her 

family had stopped having family dinners in middle school due to challenging schedules. 

In high school, however, she remembers, “once my sister and I started doing crew, we 

were spending a lot less time together as a family. So it was something like every Friday 
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evening we would go out to dinner or cook dinner together or things like that. So that’s I 

think when a lot of the sharing happened.” Delia’s reporting, then, may suggest a 

correlation between family meal times and the frequency of these cultural exchanges, at 

least within the context of her family. 

Delia and Skyler also discussed family trips as a setting for these instances of 

sharing, possibly hinting at a correlation between when the family unit is spending 

isolated, uninterrupted, intensive periods of time together and opportunities for these 

instances of upward exchange.  

Spending time in cars with family members also came up a few times as a viable 

platform for these exchanges, particularly for the exchange of music. Skyler remembers 

in elementary school when the music that played in the car was still a top-down parent-

to-child exchange:  

My parents would drive me to school, and like my mom would always drive me, and she 
was always playing like Shania twain, and so I was like a huge Shania twain fan in 
elementary school. –Skyler   
 

 This negotiation of music in the car began to shift for Lena and Delia in middle school:  

In terms of sharing music, usually it would be me forcing them like, “oh guys, we’re in 
the car, here let’s listen to this,” you know, and I would play it on my iPod mini. –Lena  
 
God I remember like he [my dad], oh bless his heart, I was really into Rent the musical, 
and so he learned all the lyrics to all of the songs, and we would like sing them when we 
were driving places, and we just listened to rent and wicked non-stop, and my dad 
learned all the lyrics for me. And he would sing with me. And my dad does not have a 
singing voice. I mean, it was very sweet. His reaction was really wonderful.  –Delia  
  

Drake described a similar instance of music sharing in the car, laughing while describing 

how “when I drive around at home I play a lot of rap and hip-hop, and my mom really 

doesn’t like it.” In Holly’s case, family time spent in the car seems to hold great potential 

for family bonding and these instances of exchange, as she describes that in high school 
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“I walked to and from school, and then I had my car, so that wasn’t like a big time of 

communication for us.” Here, Holly’s emphasis placed on not having that family time 

spent in a car shows what kind of possibilities she attaches to car as a social space. 

A few student participants also mentioned iTunes accounts mediating familial 

music exchange, placing emphasis on when they split from their parents’ accounts and 

owned their own music libraries: 

As far as music, yikes my music was bad in middle school. Yeah at this point I started 
getting my own iTunes account and iTunes library, and was like sharing music with 
friends, and so sort of establishing my own foundational music listening as opposed to 
the stuff I would listen to in cars with my mom, or my dad. I think that the iPod was big, 
having like my own personal music device as opposed to my family means of which to 
listen to, so like in cars and such. –Holly  

 
Sometimes it was actually really funny, my dad and I have our iTunes account…actually 
when I was younger I was using his, so when I would buy new music, he would also get 
it as well. So I would unintentionally give it to him. And sometimes to, like a lot of the 
songs were poorly received, like “Leah, you need to listen to some classic music, this is 
not classic.” But I mean, a lot of the times like, you know, he would like keep it on his 
iPod, as he enjoyed it as well. And I don’t know if that’s like a reflection of my own 
musical taste, or maybe my musical taste molded by his, or maybe we have this 
interaction where I’m influenced by him, and he’s influenced by my own taste?  
 –Lena  

 
Other settings of these exchanges participants mentioned included selecting and 

watching movies together, for instance Ray’s family makes a point to go see all of the big 

films out over winter break and afterwards, discusses them together. Holly recalls cultural 

exchange in the form of trading books with her mom, “My mom and I traded books a lot 

at this point. That was pretty two-sided. For instance books I would just read in school 

that she wanted to revisit.” Delia remembers some of the most salient moments of 

cultural exchange occurring when her family was huddled around her laptop: 

But when it comes to teaching any of them about like pop culture, it was much more you 
know, I bring my laptop downstairs and show them this YouTube video that I saw, or I 
find something on the internet that I think they would find funny and I would show it to 
them. And it maybe had this component of “everyone, come gather around my laptop.” 
My sister and I both kind of did that a lot.   –Delia   
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Many participants also mentioned this type of computer-mediated sharing, recounting 

various email exchanges between parent and child. However, this transition to computer-

mediated communication, unsurprisingly, appeared to occur once the child left the home 

and was attending college. This distance also resulted in increased reliance on Skype and 

phone calls, to communicate while in a long distance parent-child relationship. 

 At least half of the student participants mentioned “check-in” conversations being 

a prominent memory of their childhood. They described these as conversations in which 

the child would be questioned about what they learned or did that day. Generally, these 

check-ins were initiated by the parents, and for some participants these conversations 

became a part of the daily routine: 

I remember it was just this general feeling of like ‘what did you do today?’ And then it 
would be like I just had to say what I did in each class. I didn’t think it was an obligation, 
but I knew that that was the easiest way to tell it, was to just say like ‘in this we did this, 
and in this we did this, and in this we did this.’    –Ray  
 
And then I think in middle school, I got much closer to my dad. I remember we would go 
on long walks a lot...I would talk to them about my issues with my friends, and I would 
talk to him about things that I was worrying about, or things like that. And I would talk to 
them a lot about school. –Delia  

 
Well my parents, from what I remember, it was essentially like what did I learn in school 
that day, how are my friends doing, sort of just checking up. My parents also both 
worked full time when I was younger. So I was always involved in after school activities, 
and those post-school clubs and camps and things, so they made it a good point to check 
in with me everyday and see what was going on in my life.    –Holly  

 
These check-ins, when ingrained in the family’s daily routine as they seemed to be for 

many participants, offered a daily opportunity and space for the child to share, potentially 

teach, and vocalize and communicate pieces of their lifeworld to their parents.  

 Based on these responses about the form and setting of these moments of 

multidirectional socialization, it seems to be the case that instances of child-to-parent 

sharing often occur during family time routines, be they family meals, commutes too and 
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from school, or daily “check-in” conversations. Many of the responses also hinted at how 

various forms of technology mediated these child-to-parent sharing instances, from 

iTunes accounts to technologic communication channels like email or Skype. Now that 

we have a better sense of the logistics of this upward sharing process—the setting and 

form of these exchanges—I will now explore the goals that participants reported 

motivating them to partake or initiate multidirectional socialization. 

 
Motivation Behind Participation in Upwards Intergenerational Transmission: Reflections 
from the Parent and Child Perspectives 

 
In the student interviews, for each age stage I asked student participants “Did you 

have a goal in sharing these [things they had mentioned sharing] with your parents? If so 

what was it?” To compliment the student perspective this question yielded, I asked 

parents on their survey “Did you have a goal in learning or trying to learn any of these 

things from your children?” The responses to this question illuminated both the parent 

and child’s motivation behind initiating or participating in this upward intergenerational 

transmission. I will first address and analyze the children’s responses, then follow with 

the parent perspective: 

 

Child’s Perspective: Underlying Motive Behind Sharing Things with Parents 

There appeared to be three emergent groupings of goal responses student participants 

provided: self-focused goals, parent-focused goals, and family life-focused goals centered 

around altering the parent-child relationship or shared family experiences more generally.  
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“I think the goal was probably more self-centered than anything else:” Self-Focused 

Goals: 

Many of the student participants reported a goal that seemed to serve either a self-

interest, or serve to alter or reaffirm the child’s sense of self. For instance, Lena, Molly, 

and Susan each described being motivated to share new things with their parents in order 

to prove competency, individuality, independence, maturity, or to seek approval.  

This pattern of wanting to prove competency was a clear motive of Lena’s from 

elementary to high school. In elementary school, Lena retaught her parents long division, 

and giggled while recalling “I felt pretty cool about that, because for my parents it had 

been like what, 30 years since they had learned this, and they were like ‘wait, how do we 

do this again?’ and I was like ‘parents, I’ve got this.” When asked about why she decided 

to bring this knowledge to her parents, she commented, “I think I wanted to seem really 

smart in regards to school. And I thought of myself as really smart, so when we learned 

something new, it was like ‘guys, look how smart I am.’” In middle school, Lena tried to 

demonstrate sophisticated tastes in the types of music she shared with her parents: 

For the music, I think, especially for my dad, when I was growing up, I considered him 
the coolest person ever. And you know he definitely had a strong sense of musical taste, 
like the bands we listened to. So, I think I wanted to prove to him my own independence 
and my own ability to discern good music, and for him to recognize that…I wanted to 
show my parents kind of like that maturity that I had gained in the music I liked. –Lena  

 
By the time Lena reached high school, this drive to prove her self-worth to her parents 

was still very apparent. She describes her goal in sharing new things with her parents in 

high school as “Affirming my capabilities as a person. You know, be it an ability to 

negotiate the [Portland] food carts, or be capable of understanding things that are more 

complex than long division.” The degree to which Lena feels the need to prove her sense 

of intelligence, maturity, independence, and competency to her parents reveals that Lena 
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has absorbed a particular construction of childhood that presents the child as dependent, 

immature, unintelligent and downplays what the child can contribute. This isn’t to say 

that Lena adopted this view of childhood from her parents—since coincidentally, Lena’s 

mom expressed great interest in learning from her child. Additionally, this goal of 

wanting to prove competency and seek parental approval reflects the notion from 

symbolic interactionism that meaning and self-identity are constructed through 

interactions with others.  

 Molly expressed a similar goal to sharing in elementary school as Lena, 

describing: 

I don’t think I had a concrete goal other than just kind of blabbering as a kid 
would…maybe to impress them. I definitely looked for their approval even as an 
elementary school kid. —Molly  

 
Here, Molly, in a manner similar to Lena, downplays her capabilities and self-worth as a 

child, again revealing a notion of childhood that is fairly self-deprecating. Susan even 

experienced this need to reaffirm her capabilities to her parents at the college stage, 

describing how her goal in sharing her study abroad travel plans with her parents was,  

Maybe, like to prove my competence, especially with the abroad thing. I mean I was 
traveling by myself for a while…I think just like letting them see that it worked, my plan 
worked, with no problems or anything. 
 

 Skyler’s goal in sharing things with his parents aligns with this notion of wanting 

to seek parental approval, however his was slightly different in the sense that he 

possessed a more specific goal of wanting to make his parents proud: 

I guess if I could plot my childhood up to my college years, It would be elementary 
school: enamored with my parents. Middle school kind of like ehhh. High school: oh my 
god I want to get away from these people, they’re crazy. And then college, just being 
very appreciative. And gratitude. And I think that’s the goal. I do. I have, whenever I tell 
them what I’m doing, trying to teach them about certain things. It’s that I want to show 
them that they’ve created, they’ve raised a son that they can be proud of. An individual, 
somebody who thinks for themselves, but who doesn’t also forget that he wouldn’t be at 
the place he is without his parents. You know? At this point, I just really want to make 
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them proud, and I don’t want to fail them. Because they’ve given me so much, what can I 
give back?           –Skyler  
 
Holly and Susan described teaching new things to their parents as a selfish act, 

with some component of personal convenience or benefit behind it. In high school, Holly 

explained how “texting was a huge phenomenon at that point, and so in order to 

communicate in the way in which I preferred they were like forced to learn how to 

text….I think the goal was probably more self-centered than anything else, like serving 

my own need and my own interests…” Susan experienced a similar situation in high 

school also involving parents and technology use, “I taught my mom how to text. She 

needed to because I was like “I’m going to college mom, you can’t call me all the time, 

you can text me and be like ‘hey can we chat later?” Susan claims the goal behind 

making her parents more technologically savvy was:  

Probably just for my brother and I it was personal convenience. If we taught them, 
especially my mom, then we wouldn’t have to do it. Because she would do things late at 
night on the computer, while we were sleeping, and we’d wake up to her saying like “I 
couldn’t print it out.” So, it’s like no, I’ll just teach you, you’ll be able to do it, and then I 
can just go to school without a problem. So I think in that way, it was for my own benefit. 
I mean, for her benefit as well, it’s the 21st century [laugh]. –Susan  

 
While teaching her parents a new technological skill set serves a self-interest for Susan, 

her last statement in the quote above reflects what I am categorizing as a “parent-focused 

goal” which will be discussed below. 

 

“I wanted to make them cooler. You always look at your parents and you’re just like ‘oh 
my god what a geek’”: Parent-focused Goals 
 
Many of the student participants reported that they share things with their parents because 

they want to alter their parents’ behavior or characteristics in some fashion, from 

attempting to “make their parents cooler” to making them aware of new trends: 
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I wanted them to be cool. I really thought my dad was already really cool, so I just 
wanted to amp-up that coolness a little bit. Which he did, because he responded very 
positively to things I shared with him like the Barenaked Ladies. And I wanted to go and 
tell my friends about my parents’ knowledge of like pop culture, things that we were 
doing. –Molly (middle school) 

 
Some of the stuff, like music and the way we watch TV and books and beliefs—it’s a lot 
more vain on my part, in the sense like I want to share these things with my parents 
intentionally and like sometimes with compassion and a sense of I want them to adapt to 
these new trends, or means of new ideas opposed to like me telling them for self-interest. 
–Holly  (College) 

 

Yeah, well I wanted to make them cooler. You know you always look at your parents and 
you’re always just like oh my god what a geek [laugh]. And it’s kind of like a Catch-22, 
because you bring home your music, and you say ‘hey listen to this band, I really like this 
band,’ or like ‘this is Radiohead, Radiohead is amazing’….and I’d be like ‘listen to this.’ 
And then two hours later, they’re listening to a Foofighters song, and I was just like oh 
god. Now it’s uncool [laugh]. –Skyler (high school) 
 

It’s just like things that I think they should know. I mentioned before that my parents 
were both sociology majors and they really like a lot of the stuff that I’m learning, so it’s 
kind of a shame that my parents missed a lot of the cool social theory that came out in the 
80s, like Foucault, that my mom is totally into, which just makes me so excited every 
time I hear her mention it….it’s things that I think they’re better for knowing, and I think 
they talk about it with their friends, which is cool. It’s kind of nice that at this point—and 
this could just totally be me reading too much into it—but I think our parents lives often 
sort of revolve around us, and when their friends have kids that are teenagers, it almost 
like a cool thing that they can talk to each other about this. When my dad talks to my 
sister’s friend’s parents, he can maybe drop in something about Kanye and explain to 
them who he is. That might be a cool thing that like “oh he’s the cool dad, he knows who 
Kanye is”…I think it’s good for them. And if it’s things that will keep them updated on 
what’s happening in the world, because god knows they don’t speak twitter, that’ll help. 
–Delia (college) 

 
In both Molly’s and Delia’s response we see a sense of encouragement and pride when 

their parents successfully learn and absorb cultural references. Delia’s description of how 

the cultural knowledge of Kanye West will impact his social status and reputation as a 

“cool dad” demonstrates how this upward knowledge exchange generates greater cultural 

capital for the parent: now that Delia’s father can successfully make this cultural 

reference, he can navigate peer communities with ease and impress members of his social 

network across generations and elevate his social status. Delia’s statement that “I think 
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our parents lives often sort of revolve around us” directly calls back to Lear’s conception 

of the state of the family unit as a “pediocracy” or “filiarchy” (1963:512). What Skyler 

describes as a “catch-22” echoes how parental reappropriation of youth culture may 

sometimes backfire and serve as a dysfunction—which for Skyler, was feelings of 

embarrassment. In Holly’s description of her goal to get her parents to adapt to and take 

advantage of new ideas, we see a sense of compassion driving this attempted 

modification of her parent’s outlook. Delia’s response reflects a similar sentiment of care 

for her parents, with statements like “I think it’s good for them.” This is the type of 

intergenerational affection that Silverstein et. al (1995) describes as essential to the 

maintenance of intergenerational family-bonds as the family unit ages. 

 

“I just wanted them to spend time with me I guess:” Family Life-Focused Goals 

Almost every participant suggested that they attempted to modify some aspect of 

the parent-child relationship when sharing new things with their parents. These motives 

ranged from wanting to increase understanding, maintain a connection when out of the 

home, seeking companionship, and critically challenging each other’s belief systems.  

 Delia’s responses across the four age stages to what motivated her to bring new 

things from her life to her parents really reflects these motives of companionship seeking 

and maintaining a high level of cohesion and understanding between family members:  

Maybe I had a deeper goal of getting my parents to understand me, because I think I 
remember a lot of that age not feeling like my parents understood me…When it comes to 
the things that I did care about and did want to teach my parents about, maybe I did have 
a deeper goal of “maybe if my parents understood why I was so into musical theater than 
maybe they would get into it and then maybe we could go to plays together” maybe if 
they saw why I was so into historical fiction, not only would they buy me American girl 
dolls, but they would also play with me.” And this was at a time when my sister was kind 
of realizing how ridiculously lame as I, and that I didn’t quite qualify as a friend for her 
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to play with anymore. So in trying to teach my parents about them, I was kind of hoping 
that my sister would come around and play with me more, but she didn’t.  
–Delia (elementary school)  

 
Here, Delia’s goal of getting her parents to understand her elementary school interests is 

serving as a means to an end for both situations of companionship and tangible 

commercial goods, such as dolls or tickets to plays. We can also observe how the variable 

of family structure—Delia’s sibling specifically—may be influencing the degree to which 

she desires a connection with her parents as a source of family cohesion that is not 

currently being provided by her sister. 

I was looking for someone to connect to, and I was having a hard time connecting to my 
friends about the things that were actually important to me. And so, my parents were sort 
of my outlet on that. I talked to my friends about other things, I talked to my friends 
about my boy issues, I talked to my friends about clothing. You know, there was no point 
in explaining that to my parents. –Delia (middle school) 

 
In this middle school phase, Delia reveals an interesting tension between what she shares 

with her parents and what she guards from them. The fact that she reserves “the things 

that were actually important to me” to share with her parents again demonstrates her goal 

to establish a meaningful connection with her parents. 

I think the goal was either you know you get excited about something and you want to 
share it with the people you love because you want them to get excited about it too, or it 
was, this will connect us more as a family. –Delia (high school) 

 
Again, here we see a goal of establishing a connection through mutual interest. This 

response also suggests that family cohesion is increased through this upward 

intergenerational sharing of new knowledge or things the child comes across. 

…or just things that are funny, you know, I think I showed them the 22 things that show 
you’re a second semester senior on buzzfeed because I thought it was funny and they 
were like “oh my gosh Delia is this your life now” and I was like “yes! This is my life 
now! You understand! You can see it on Buzzfeed! This is me! This is me binge 
watching House of Cards on Netflix while drinking wine out of a coffee mug, that’s my 
life mom, be afraid!” [laugh]. So it’s partially that they want to understand what I’m 
going through, and I want to share it with them, because I really care about them, and I 
think they really appreciate it. –Delia (College) 
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Here, in the college phase of long-distance communication, we still see Delia attempting 

to share her life with her parents—despite how foreign that lifestyle of a second semester 

senior may be to a parent. Similar to Holly wanting her parents to adapt to new trends, 

Delia continues to share her lifeworld with her parents because of the compassion motive 

they both share. 

 Molly and Susan also attempt to foster a greater sense of parental understanding 

about their passions, in hope that this greater degree of understanding will translate to a 

greater degree of support in their endeavors: 

For sports, the goal was I really wanted them to come to my events, and I wanted them to 
see how much I loved it and I wanted them to love it to, so they would understand why I 
was so into this. –Molly (high school) 
 
I think maybe my goal, subconsciously was just like encouragement and support. 
Because I didn’t really know what I was doing either [in regards to theater], but I knew 
that’s what I wanted, so I just kind of wanted them to go along with it. But I didn’t have 
any intention, like, I didn’t need them to be into it for themselves, I just needed them to 
be into it for me…selfishly [laugh]. You know, it’s like you don’t have to like be at plays 
yourself, you just have to come watch me. 
–Susan (middle school) 

 
Susan’s response also reflects a degree wanting to share with her parents with a self-

serving goal in mind. This demonstrates that the these goal categories I have proposed are 

not mutually exclusive, and a goal may possess both a self-focused and family-life 

focused component. Drake also described a goal of seeking companionship from his 

parents when he was in elementary school. Throughout childhood, he recalled growing 

increasingly frustrated by his parents’ work ethic and work-centered lifestyle. Drake 

explained how he used to get into arguments with his parents: 

I know it’s important to work, but it’s also important to have fun, you know, and enjoy 
life… But also he [my dad] would get really emotional about it too, like I think me telling 
him like hey you should like not work as much you should come hang out with us, that’s 
what good parents do, they like spend time with their kids, like he took that in a way like 
very personally, and took it as I didn’t appreciate him working so hard all the time…And 
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also I just like wanted them to spend like time with me I guess. I don’t know, I guess I 
would see on TV or on the media how families are supposed to be, like everyone is all 
happy and hanging out all of the time, and I was just like yeah, I wish my parents would 
do that with me, maybe a little bit. 

 
Here Drake is motivated to attempt to share a more social-based lifestyle with his parents 

in hopes of attaining companionship and more time spent as a family unit. The notion that 

this goal of companionship was shaped by American media portrayals of the family may 

also suggest the learned cultural differences between Drake and his immigrant parents. 

These adopted cultural differences may also be responsible for motivating Drake to want 

to share new things with his parents, possibly hinting at an assimilationist motive with his 

phrasing such as “how families are supposed to be.” 

Lena voiced a goal many of the participants reported, which was that this form of 

child-to-parent sharing was essential to maintaining a connection when not living at 

home: 

I think it was how you stay in touch. You know, you leave home and you don’t see them 
everyday now, and you forget about how little or how much they know about you now, as 
a person, or like the things in my life, or you know, it’s stuff that I don’t think about 
normally, but it’s new for them, because like last time I was living with them full time I 
was 18, which is weird to think, I mean except for breaks and stuff. But yeah, I think 
maintaining that connection… –Lena (college) 

 
For Molly, her primary goal in exchanging knowledge with her parents was to challenge 

their belief systems as well as have her own beliefs challenged back. She describes the 

motivation behind this fluid process during both high school and college: 

I just wanted to share with them I think a lot of my thought processes. I was seeing 
problems in my community that I hadn't really seen before and I wanted to make sure 
they saw it too. So in the case of the Spanish for Spanish speakers class we talked a lot 
about racism in our community which is pretty prevalent, and so I shared that kind of to 
see what, to test the waters and see what their thoughts were. I was really relieved to see 
that they were like this is a huge problem and were all on the same page. I think that is 
probably my primary reason for sharing with them. –Molly (high school) 

I think the goal for me right now is to challenge the way they are thinking and have them 
to challenge me back. I really love having conversations that push the way that I think 
and challenge them, because I know that not everything I believe is like super concrete. 
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And I love for them to challenge that and they're really good at challenging me I would 
say. So that's probably my primary goal for sharing. –Molly (college) 

 

Here, Molly is inviting her parents into a discussion aimed at both sharing and learning 

about her own ideological beliefs. Couple this goal of hers with her earlier discussion of 

how her family places emphasis on family meal times for discussions just like these, and 

we can conclude that Molly is fully embracing the ideology-contesting social benefits of 

the multidirectional exchange that is possible within the family. 

Together, as discussed, the student responses about what incentivized them to 

bring new things to their parents ranged from self-serving goals, goals to prove 

competency or independence, goals to alter the behavior of their parents, and family-life 

focused goals to foster a greater sense of parent-child understanding and companionship, 

each of which may result in greater family unit cohesion. 

 

Parent’s Perspective: Underlying Motives Behind Learning from Children 

The parent responses reflected both a general willingness and excitement about learning 

from their children, as well as a desire to improve some skill set or area of knowledge. 

For instance, Molly’s mom indicates wanting her child to help her improve her comfort 

level with technology, explaining “…on the technical side, yes, I have wanted to expand 

my use of the internet and computer abilities.” Skyler’s mom’s goal also reflects seeking 

improvement in a knowledge area, describing, “With the music in particular, I wanted 

him to advise me so I would have a greater span of music to enjoy.” In this sense, the 

desire to improve a knowledge area or to gain an applicable skill is one motive that drives 

parents to learn from their children.  
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Ray’s mom reported that she never felt an intentional goal when learning from her 

children. She describes “Not really. It has always been an organic sharing of ideas, 

feelings and information.” Interestingly enough, Ray’s responses echoed the organic 

process his mom described, and throughout the four age stages I interviewed him about, 

he never reported having a specific goal in mind. Rather, Ray described feeling obligated 

to check-in and share with his parents, because it would be “mean” or “rude” not to, and 

would be exploiting his parents’ willingness to learn.  

 Skyler and Lena’s mom’s goals aligned with the “relationship-focused” student-

reported goals I described above: 

Initially, just to spend more time with him, or have a topic of discussion to share. –
Skyler’s mom 

 
First and foremost it’s about connecting with Lena and creating hardwired memories, 
simply, an expression of love! What better way to understand kids without being 
intrusive.–Lena’s mom 

 
These responses reflect how these parents are inspired to learn from their children in 

order to seek companionship and establish an understanding between parent and child, 

mirroring this same motive expressed by the student participants. 

 After comparing both the parent and child perspective on what motivates them to 

partake in child-to-parent knowledge exchange, it becomes apparent that within my 

sample, both parties are highly motivated to participate in these socialization situations. 

Children seek parental approval and confirmations of competency and individuation. 

They also bring new ideas and skills to their parents in order to change certain 

components of their parents’ beliefs or behaviors. Parents turn to their children to learn 

new skills or expand their knowledge of a particular cultural area, acquiring cultural 

products such as a new digital music library in the process. Children and parents 
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reportedly participate or initiate upward cultural sharing to seek companionship, deeper 

connection, and greater understanding within the family unit. We can see that these two 

highly motivated parties possess many positive and coinciding goals behind wanting to 

learn in the child-to-parent direction. Why, then, is this not always playing out in the 

family? What factors are impeding the ease of these knowledge exchanges if both parties 

are so highly motivated in the success of the exchange? This question leads into a 

discussion of how childhood is socially constructed and internalized. 
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Social Construction of Childhood & Parenthood 

Role of the Parent 

 Child’s Response 
 

Parent’s Response 

Skyler  
I picture parents as shepherds—for the 

beginning of life. I think probably 
throughout all of life, you know? I think 
that parents guiding you throughout your 
life is great. But they can’t have you on a 
leash, right? …so parents should support 

what their children are doing… And I’m so 
lucky and so blessed, you know, especially 

being adopted, that these people have 
decided like, “oh, well we’re going to take 

this kid, and we’re going to give him a life,” 
and that’s the best thing a parent can do: 

give 
 
 

 
 
 
 
 

Parents provide guidance, support and 
love and strive to raise a happy child. 

Molly  

I think it's very important that relationships 
are very fluid, that they are mutually 

sharing back and forth and between each 
other. I think it's really important that both 
parents and children are receptive to each 
other's beliefs and thoughts. I think I went 
through a lot of phases where I was like 

“no, that's 100% wrong because my mom 
said it,” But I have realized that she is 

extremely brilliant, that she has a lot more 
life experience than I have. So I think it's 

really important that I stop and listen to her, 
even if I think that I believe something 

different. 

 

 
 
 

The role of the parent is to be the child's 
cheerleader, to encourage the child to 

develop fully in an environment that is 
safe and nurturing. The parent provides 

and teaches moral example, social 
norms and values. Parents pass on 

tradition and history. 
 

Susan  
Well I think parents should help like expose 
their children to a lot of different ideas and 
different opportunities. That’s like one of 
the things that I value the most about the 

way my parents raised me, was just like the 
variety of opportunities, and part of that is 

like growing up in a place like the Bay area, 
it’s very easy to do that. They’re super, I 
don’t know how my parents parented, I 

can’t figure out their technique or whatever, 

 
 
 

Parents should provide a safe, nurturing 
environment for children from the time 
they are born until they move out of the 

house. 
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like if they had a method, but whatever it is 
I want to know!...I think they exposed me to 

so much, but at the end of the day, really 
drilled home what was important, which I 

really value. They taught me a lot, they 
were good parents, I like ‘em! I’ll keep ‘em 

around 
 

Holly  
I think that roles transition a lot, based on 
the age of the children, where the parents 
are in their life. But I think the role of the 
parents should be to try to facilitate their 
child growing up, and sort of influence 

them positively, but let them make…I guess 
the way I was raised, let them make their 

own decisions, and their own mistakes. To 
just sort of guide them, yeah. 

 

 
The role a parent should play is to make 
a safe and secure place for your children 
to grow up in. A parent should not be a 

“friend” to the child, they will have 
enough friends. Children need to have 
boundaries, which is how you make 

them feel secure and supported 
 

Ray  
I think the parent should facilitate whatever 
the child is passionate about, and be willing 

to sort of just encourage it and support it. 
But at the same time also advocating to 

work hard in all things. And sort of not do 
something because you [the parent] don’t 
like it. And to instill this sense of you do 
things for the future and not just for now. 

You do things for other people, not just for 
yourself. 

 

 
Parents should be models of 

unconditional love.  That love 
sometimes takes the form of setting 

boundaries, making expectations clear, 
and following through when there are 
consequences.  As their children grow 
older and become adults, that love can 

take the form of letting go to allow them 
to move into their own adult lives.  
Ideally, children will respect their 

parents if they have loving, healthy role 
models. 

 
Lena  

Oh gosh, I don’t know! You know, I 
haven’t really thought about this, because I 
have no interest in having children myself, 
and so, like I think the parents should be 
encouraging of their children to do what 
they can to be productive human beings, 
and curious about the world and around 
them, and I mean it’s really, I mean they 

shape them. Like it’s their responsibility to 
instill them with values that they would like 

their child to have, and I mean, that’s 
always a hard process, like I don’t think 

there’s a surefire way, like here’s step one 
and step two. I think raising kids must be 
the hardest job in the world [laugh], that 

and teaching. 

 
 
 
 

Parents should help establish the family 
ethics. It begins with establishing 
respectful communication. As role 
models, parents are not infallible 
though. Long ago I learned that 

parenting is very hard, especially in our 
rapidly changing world. 
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Delia  

I think it’s different when we’re younger. 
When we’re younger, our parents are kind 
of the last word, and they have to teach us 
things. That’s how we become people. I 

mean yeah, it is, we’re born people but this 
his how we become who we are, by what 

our parents teach us. So much of who I am 
is influenced by what my parents taught me. 
And I really appreciate that. And in terms of 
they have to make some hard decisions that 
they know will be better for you in the long 
run… But, in doing that, and maybe it used 

to be a lot more of them teaching me. 
 

 
The unique role of parents should be as 

the strongest possible allies for their 
children, while their children gain 

information about and facility in dealing 
with the world into which their parents 

have brought them.  Beyond that, to 
whatever extent possible, parents and 
children "should" ideally assume the 

role of treating the other with the same 
kind of love, honor and respect that they 

would a closest friend or spouse, 
someone with whom they have shared 

such a long, deep relationship. 

Drake  
I think it changes as kids get older and at 

different stages of life. I think some primary 
things that parents are responsible for is like 

one, just like providing all of the basic, 
physical needs. And I also think that parents 
are like your role models. I wouldn’t have 

admitted this maybe four years ago, but my 
parents, for example, have instilled their 

values into me, whether I like it or not, just 
by living with them and seeing them 

interact, and I think that’s important…Like 
if you live with your parents, you are 

naturally going to look to them for things. 
And I mean I think just mainly that, your 
parents should be the ones that 1) provide 
for you in both a physical and emotional 
way, and also like teach you how to like 

live in this world I guess. And how to deal 
with things, like besides just like 

academically or whatever. Like social 
interactions, life skills, I think a lot of that 

parents should teach their kids that. 
 

 
 
 
 
 
 
 
 

Parent's role in the family is to provide 
the necessity to children. 

 

Asking parents what role they as parents should assume allowed for a fascinating 

reflective perspective, similar to asking the student participants what role a child should 

hold. We see a few thematic groupings emerge in how parents viewed the idealized role 

of a parent. Many parents suggested that parents need to provide a sense of security, the 
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necessities for a child, and general support. Within this “unconditional love” and support, 

however, a couple respondents mentioned how parents must create boundaries in order 

for the child to feel secure, and to not necessarily become “friends” with the child 

(harkening back to Thomas J. Cottle’s 1969 work on the hazards of equality in the parent-

child relationship). Overwhelmingly, these parent respondents described how the role of 

the parent is to guide, teach, and encourage the child to develop into who they will 

become, most often by acting as role models. This notion of the parent’s role to act as a 

role model describes a situation of top-down learning, and situates the child as an 

observer who primarily exists to learn through example rather than participate as active 

teachers—a philosophy that aligns with only downward intergenerational transmission. 

When children reflected on the idealized role of the parent, many of their 

responses complimented what their parents described. For instance, both Drake and his 

mom emphasized how the role of the parent is primarily to provide the children with the 

necessities they need. Other responses mirrored this sense of parents as supporters, as 

Skyler described, “that’s the best thing a parent can do: give.” Ray further described this 

parental support as one that may include a degree of sacrifice—supporting a child’s 

interest or passion that may transcend the parent’s own personal interests. Many of the 

students believed it is the role of parents to allow their children to explore, make 

mistakes, and expose them to new things, while simultaneously instilling them with 

certain values. These values ranged from curiosity to selflessness to compassion. Lena’s 

response mirrored her mothers in that they both emphasized the importance of parents 

acting as role models, although Lena’s description went on to say that it is the parent’s 

obligation and responsibility to act in this way and instill values in their children. She 
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claims that it is parents who really “shape them [their children].” This set of responses 

seems to exaggerate or place primary responsibility on the parents for socializing 

children, more so than other socializing institutions such as education, mass media, 

public culture, peer contact etc. Family systems theory would dispute this conception, as 

it believes the child is socialized through contact with a variety of institutional 

environments that extend beyond just the reach of the family unit. 

Overwhelmingly, these child responses reveal beliefs that parents should fill the 

role of teachers. For instance, Delia states, “They have to teach us things, that’s how we 

become people…we’re born people, but this is how we become who we are, by what our 

parents teach us.” Her idea of what it means to be a parent reflects a deeply-imbedded 

belief–even normalization—of the top-down parent-to-child traditional view of 

intergenerational transmission. Susan even reflects how, “they taught me a lot, they were 

good parents,” which from her perspective equates the quantity of parent-to-child 

downward knowledge exchange with the quality of parenting. This sentiment perpetuates 

what I view as the problematic, static conception of parents as teachers and children as 

students, rather than children also as teachers capable of partaking in these knowledge 

exchanges alongside their parents. In this sense, there is an intriguing mismatch in the 

children’s ideal social constructions and their lived experiences. Molly’s response, 

however, did reflect a greater degree of fluidity and egalitarianism in the parent-child 

roles, describing how parents and children should be equally receptive to what they 

encounter in this mutual exchange of knowledge. Delia also began to describe that 

although what her parents have taught her has shaped who she is today, this teaching 

process has started to grow into a more mutual, bidirectional exchange as she matures.  
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Role of the Child 
 

 Child’s Response Parent’s Response 
 

Skyler  
The role of a child is to be gracious, and to not 
take what they’ve given you for granted. And 

you know, to live up to your own expectations. 
But, know that those expectations wouldn’t be 
there without the people who have helped you 

along the way... 
 

 
 

Children start out as being 
cared for, but grow into 

contributing members of the 
family. 

Molly (Same quote provided for role of the parent) The role of the child is to 
learn. 
 

Susan  
If you’re able to synthesize all of these 

opportunities and find what works for you 
within what works for the family—that’s 

ideal…But hopefully just like being a good 
child. Not in the sense of like not talking back 

and things like that. But just in the sense of 
being an active member of the family. I think 

my family is good and works well because 
there’s not a huge power dynamic….but they 

were still the authority… 
 

 
The children start out as 

helpless beings who are fed, 
clothed and sheltered for 

years. As they grow up and 
leave the house to go to 

school, their role is to learn 
from their teachers, friends, 

and parents and hopefully will 
become more and more 

independent as they grow up 

Holly  
The child should respect and appreciate their 

parents, but then also make their own decisions 
and come to their own conclusions, hopefully 

with like the positive influence of their parents. 
 

 
 

A child’s role is to become the 
best person they can become 

Ray  
I think the child, [sigh] oh the child [laugh]. It 

should be to share and to learn. Like to learn up 
to a certain point, and then to begin to 

share…and to sort of take what they’ve been 
taught and apply it. 

 

 
I think the role of a child is to 

be loving, honest, and to 
participate in the family unit as 

a team member. 

Lena  
The role of kids? I think it’s more of a 

functional thing. It’s like whenever I see couples 
who have kids, that’s more of a cemented 

relationship than it was before. If you’re just 
married or living with someone, you can always 

get divorced, you can always break up, 
whatever. But when you have kids…and I know 

that my parents, there were so many times 
where a divorce probably should have happened 

 
 
 
 

As children are able to 
critically think, they should be 

able to question parents and 
society for perceived wrongs. 
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or would have happened if my brother and I 
weren’t around. I think, we create a 

stabler…idea of families, so kids contribute to 
that 

 
Delia  

You know, they taught culture: they taught me 
who Bob Dylan was, cool. And now I teach 
them those things. They still teach me those 

things. I still listen to Bob Dylan. But like, we 
have much more of an equal relationship now 

 

(Not Addressed in Response) 

Drake  
…what role should children have? I don’t know, 

their kind of children. I don’t know what they 
can do really, [laugh]. I guess one thing is like 
children are kind of like your bridge, and it’s 

like to the new generation. Especially like when 
you’re older, and you start to develop your new 
autonomy a little bit more. I think children are 
like a great way to help parents to see how the 

world is changing, and how to to incorporate all 
of those things, in terms of like pop culture, or 

even just like world views, stuff like that. 
Maybe like when kids are like really young, 

there’s more of that like provider role the 
parents have, and the kids are just like doing 

their own thing, but then as like…like now for 
example in college, I really like how, and I think 

it should be that your parents can also see 
children as like an independent being and they 
also have ideas that should be acknowledged. 

 

(Not Addressed in Response) 

 
 

Parents described the role of the child changing as the child matures. Many of the 

respondents reflected a belief that children start out as “helpless beings” (Susan’s mom) 

or needing to be “cared for” (Skyler’s mom), however then grow, develop, and mature 

“into contributing members of the family” (Skyer’s mom). This notion that a child has 

the capacity to contribute was found in a few of the responses, and positions the child as 

someone who can make valid contributions or may participate in teaching processes. 

Molly’s mom simply stated that it is the child’s role to learn—modeling that conventional 
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idea of parents as teachers and children as students. A few of the responses hinted at a 

parental belief of the existence of a sort of “deservedness” of children to earn the right to 

contribute, by first learning about and absorbing the world around them before they begin 

to teach and “participate in the family unit as a team member” (Ray’s mom). This notion 

of “deservedness” before initiating upward exchange challenges rather than encourages 

multidirectional in socialization processes. Not all parents evoked this sentiment, 

however. In fact, a few parents mentioned that they were able to learn things from their 

child from the second they were born—reflecting a very different sentiment than the idea 

of “deservedness” before children were allowed to begin teaching.  

Children, when reflecting on their own role in the family, believed that children 

should be gracious, appreciative, respectful, and independent. Many of the responses also 

reflected the belief parents expressed that children should participate and contribute to the 

family unit. The student participants reported that the child should be an “active member 

of the family” (Susan), in which the child is expected “to share and to learn. Like to learn 

up to a certain point, and then begin to share,” a model that also reflects this notion of 

“deservedness” I just addressed. Ray’s description of the child’s role mirrored how 

Molly’s mom, and many of the other parent participants, responded. They describe that 

the child must learn, and then once they grow and mature, it is their obligation to 

contribute. Drake’s idea of the role a child should hold is that of a “bridge” for parents to 

understand the younger generations, and to “help parents see how the world is changing.” 

The way in which Drake suggests children help their parents adapt their worldviews and 

understanding of current culture is reminiscent of Clark Vincent’s “Familia Spongia” 

adaptive function of the family.  
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Revisiting “Familia Spongia:” The Family’s Shared Role in Cultural Adaptation 
 

I posed the question to both parents and their children “As you see it, what should 

the family’s role in the process of learning and adapting to culture?” With this question, I 

was hoping to investigate whether responses aligned with or clashed with Clark Vincent’s 

theoretical notion of “Familia Spongia” (1966). I framed the question as what “should” 

be the family’s role, in order to get at the participants’ idealized views of the interplay 

between family and culture. Vincent frames the adaptive function of the family as one 

that responds to the needs of both its internal members and larger social institutions 

existing outside of the family, describing how, 

The rapid and pervasive social changes associated with industrialization necessitate a 
family system that both structurally and functionally is highly adaptive externally to the 
demands of other social institutions and internally to the needs of its own members 
(Vincent 1965: 370). 

 
An adaptive family unit as Vincent describes it would essentially be aware of and 

respond to shifts within the family unit as well as broader cultural shifts occurring outside 

of the family unit context. 

Three of the eight parent responses presented cultural adaption within the family 

as a primarily parent-to-child controlled exposure process: 

The family’s role should be to expose your child to as much as possible and to have 
rituals which instill the culture into their lives. –Holly’s mom 
 
The family’s role in the process of learning is to provide a role model for the child. They 
should teach by example. Children mimic what they see and hear when they are young. 
By setting a good example, i.e. to speak politely and treat other people with kindness, this 
is a positive example for the child. –Susan’s mom 
 
Culture can devolve. If friends are using meth or hooking up without a thought, it doesn’t 
mean that those are wise things to do. And by all means, don’t post it on Facebook. 
Parents need to help their kids consider the social, legal, emotional, relational and 
financial consequences of rapidly changing cultural “norms” in order to make wise 
choices. –Lena’s mom 
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This set of parent responses frames the adaptive function of the family in a way that is 

consistent with the body of literature on intergenerational transmission as a top-down, 

parent-to-child socializing process. Holly’s mom’s response places the responsibility of 

cultural exposure on the parents as almost gatekeepers of culture. Her response also 

focuses on structuring family life around incorporating culture into the child’s life. The 

responses Susan’s and Lena’s moms provided depict a situation in which the parent needs 

to intervene in and facilitate the child’s cultural adaptation—either by setting a good 

example as Susan’s mom suggests, or challenging and mediating their child’s cultural 

participation as Lena’s mom suggests. Lena’s mom feeling obligated to mediate or 

challenge her child’s cultural participation reflects David Buckingham’s discussion of 

how children are socially constructed to be thought of as “threatened” or “endangered” 

by cultural forces (2003:3). Together, the responses these three parents provided do in 

fact evoke “Familia Spongia”—in the way that they demonstrate internal members of the 

family responding to cultural contact outside of the family context. However, it presents 

“Familia Spongia” not in a manner that creates equal space for the child to participate and 

contribute their own knowledge and skill sets to this process of cultural adaptation.  

In contrast, four of the eight parent responses really reflected the idea of the 

family possessing an adaptive function through which to discover and learn the 

constantly evolving culture around them. They did so in a way that emphasized the 

multidirectionality of this sharing: 

…The family must help each other to navigate the mix of cultures in which we live. 
Happily, there’s still a lot of mutual culture-navigation support flowing in both directions 
within our family. –Delia’s dad 
 
As the children’s needs changing in growing up, the family should keep learning and 
adapting the new things to meet the need.  —Drake’s mom 
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We all should have the freedom to grow and change. The family needs to be that solid 
base that each member can come ‘home’ to and share what he or she has experienced. –
Ray’s mom 
 
Everyone is in it together, sharing what they know and like. –Skyler’s mom 

 
What is fascinating about this set of parent responses is that they described a situation in 

which this cultural discovery and adaptation is a mutual, multidirectional process that 

both parents and children take fairly equal part in. Skyler’s mom’s use of the phrase 

“everyone is in it together” reflects an egalitarian sentiment between the participation of 

parent and child. Delia’s dad comments on how he is happy that “there’s still a lot of 

mutual culture-navigation support flowing in both directions.” Drake’s mom frames her 

description of this idealized role of the family as one that adapts in response to the child 

growing—reflecting parental adaption inspired and motivated by the needs and abilities 

of the evolving child. Ray’s mom’s description of the family’s relation to culture 

positions cultural adaptation as a necessary freedom of all family members. Her response 

also demonstrates how the family unit may act as a welcoming, “solid base” to use her 

words, that family members may return to and share what they have encountered outside 

of the home.  

 The student participants responded with a similar optimistic and positive 

sentiment toward the adaptive potential the family holds. They described the family’s 

role in cultural adaptation as a modern necessity, explaining how, “I think one important 

thing a family should do is like instill the value of being open minded, because culture is 

changing all the time” (Drake). Many of the student participants emphasized how 

important it is for the child to be encouraged to go explore the world that exists beyond 
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the family or the family’s interests, and then bring those discoveries back to the family 

unit. For instance, Ray believes the family is responsible for: 

…trying to instill a sense of, not inclusiveness, but a desire to seek different parts of 
culture, instead of just like “the thing” or “the main pop culture.” Not just trying one 
thing, but trying too many things. And then I don’t know if the child holds an obligation 
to, but it’s that the child is willing to share these things…everybody if they learn 
something should be willing to share it with everybody else in the family.      –Ray  

 
His response really demonstrates this process of leaving the family unit, encountering a 

new skill set or knowledge realm, and then sharing those discoveries with other family 

members. Skyler emphasizes how crucial it is for him to have cultural contact outside of 

the home, describing,  

I think sometimes my parents are socially awkward. I think you gain most of your social 
skills and cultural skills in interacting with people your own age who are outside of the 
family. –Skyler  

 
Children coming into contact with different peer communities allows for exposure to new 

aspects of peer culture. The benefits of these cultural discoveries and instances of new 

exposure are only amplified when the child brings home the peer-community-specific 

things they have learned to teach to their parents. Lena supports the notion that children 

play a significant role in familial cultural adaption, describing how,  

…as kids we’re like buffers for our parents. We adapt to changes or maybe we don’t 
question changes as much as they do, and that allows us to be a little bit more flexible.  
—Lena  

 
Upward intergenerational transmission and “Familia Spongia” act in tandem to 

complement one another, as “…those who interpret its [the family unit’s] adaptability as 

strength may see the dependence of the larger social system on the flexibility of the 

family and see the family’s adaptive function as crucial to its socialization and mediation 

functions” (Vincent 1965:383). These two concepts together suggest a potential to 

facilitate a narrowing of generational knowledge gaps or instances of cultural lag—
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keeping the family unit current, cohesive, and flexible in relation to the chaos of the 

modern culture that surrounds the family unit. 

 

At What Age Do Children Become Cultural Teachers? 

After having each student participant reflect on what they shared with their 

parents over the four different age stages, I asked them, if they had to pinpoint it, “at what 

age do you feel as though you were knowledgeable enough to begin teaching things to 

your parents?” In asking them this question, I was attempting to investigate how each 

participant has internalized a specific guiding social construction of childhood. For the 

sake of contrast, on the parent survey I asked the parent participants the same question 

about their children. The results for each parent/child pair are displayed in the table and 

graphic below: 

 

 Child’s Response Parent’s Response 

Skyler  
“Sometime in the last couple of years I 

would say. I think it was probably the first 
time that I acknowledged my gratitude 

towards them, which was probably 
sophomore year of college, on break we 
were at the dinner table, my grandpa was 

there too, and I just like thanked them. And 
I think it was just a moment of like 

breaking from the shackles, now I am an 
individual! So I’d say probably around the 

age of 19, 20.” 
 

 
 

“At a young age, a child unknowingly 
teaches patience, but to actually 

impart “teachings” that would begin 
when a child can speak and begin to 
discuss what he did when away from 

the parent.” 

Molly  
“Probably High School…when my sister 

left the house, there was more focus on me. 
And I was in a lot bigger school, with 
teachers who were starting to actually 
make me feel like I was challenged in 

school, so I felt like what I was learning 

 
“From the moment she was 

conceived, because the first lesson 
you learn from a child is this: you do 
not have the ultimate control in your 

life” 
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was really beneficial to share.” 
 

Samantha  
“Maybe, middle school or early high 

school” 
 

 
“Middle School (11-14 years old)” 

Holly  
“I grew a lot individually when I was like 

16, 17, so if I had to pinpoint an age I think 
it would be like 17. I was driving, was 

making my own decisions in life, was just 
given a lot more freedom in general, and 

sort of had to navigate how much I wanted 
to appease my parents versus do my own 

thing.” 
 

 
 
 

“Five.” 

Ray  
“16 probably.” 

 

 
“From the time he was born.” 

Lena  
 

“Well, I mean I thought I could teach them 
in elementary school, but I felt like I 

wasn’t actually engaging with them, and 
you know showing them cool things 

probably not until late middle school, high 
school.” 

 
“Babies teach us things about 

ourselves. Their purposeful cries teach 
parents responsibility. The ability for 

children to teach didactically is a 
different question. Teachers know that 

when a child teaches another child, 
the learning is more deeply hard-

wired. We all know that the depth of 
what we can learn grows with 

development. Then there’s the reverse 
process when we age :( ” 

 
Delia  

“I would say around 16, maybe 15-16, up 
until then I taught them some things, but 
they were still teaching me so much more 
than I was teaching them. I think it was 

around the time that I started kind of 
critically thinking about what I was 

learning from other sources, that I was able 
to, or like from school, or what I was 

learning on TV, and it became less of like 
“I like this because it’s cool” and more of 
“I like this because it’s interesting because 
of this, and this is something that I think 
you would appreciate and get something 

from.” When the conversation changed to 
that was when the shift really happened, 

and I’d say I was around 15.  
 

 
 
 
 

“As soon as I discovered that my wife 
was pregnant I started learning things 
about myself. My children teaching 

me has never been dependent on their 
age or knowledge, though I 

continued/continue to learn more from 
them as they grew/grow older and 

more knowledgeable.” 
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Drake  
“I would honestly say like probably now, 

because yeah. I think now is when I 
realized—I think a lot of times growing up 

I was like oh, my parents don’t know 
anything, so I have to teach them 

everything. And I thought that I knew 
everything, and I thought that I could teach 
them things, but really I didn’t know much, 

laugh. It was just kind of silly. But now I 
feel like I understand a lot more about why 
they do the things they do. And I still will, 
you know. I’m sure like as life goes on I’ll 
realize more, I am realizing now like how 
hard it is to be an adult sometimes. But I 
feel like now, yeah in college, when you 

actually start doing research and like 
actually start like learning things, in terms 

of like academics or whatever, you can 
maybe teach your parents things.” 

 
 
 
 
 
 
 
 

“12.” 
 
 

 

I compiled the quantitative data the participants’ responses generated into the 

following visual representation to better illustrate this mismatch between the way parents 

and children responded. The dots along the timeline represent parent responses, while the 

triangles represent children’s responses. Matching colors represents the parent-child pairs. 

The lines extending from the dots and triangles represent responses that spanned a range 

of years (i.e. 11-14 years old): 
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This rather stark mismatch between the age that parents suggested versus what 

their children suggested reveals the different conceptions of childhood that have been 

internalized. If younger children felt more confident in their abilities to act as agents of 

cultural socialization, this upward intergenerational channel of communication may be 

much more active and effective. However, despite parents reporting here that their 

children have taught them things since the moment they were born, many of the student 

participants expressed frustration with feeling as though their parents weren’t receptive to 

certain things they tried to share. This blocked channel of communication is something 

deserving of further investigation.  

I do want to acknowledge that this disproportionate data skew may have been the 

result of a methodological flaw, or some degree of ambiguity in how I framed these 



 76 

questions to respondents. The question I posed on the parent survey was “at what age do 

you feel as though your child was knowledgeable enough to teach you things?” whereas 

during the student interviews I asked them “at what age do you feel as though you were 

knowledgeable enough to teach things to your parents?” There may have been some 

differences in the interpretations of the two questions, since the students were asked 

about their own activity—implying some degree of intentionality—whereas the parents 

were asked about the receipt of their children’s activity, implying a more passive role in 

this process that may have led them to respond with earlier ages.  

 Many of the parents reported that they began learning from their children at a very 

young age, even beginning before they were born. What they learned took a variety of 

different forms—from learning about themselves, to learning patience, responsibility, and 

a loss of control. Student responses, on the other hand, reflected a sentiment that they 

couldn’t begin teaching things to their parents until they effectively established their 

individuality and independence from their parents.  

There were also fascinating implications of how children versus parents attach 

different degrees of value to certain bits of knowledge. For instance, Molly describes 

feeling like what she had learned was only “really beneficial to share” once she reached 

high school and began to feel challenged. Delia and Holly describe choosing to share 

things with their parents that they believe will be meaningful or significant for their 

parents—reflecting a situation in which they assess value for someone other than 

themselves: 

…it became less of like “I like this because it’s cool” and more of “I like this because it’s 
interesting, and this is something that I think you would appreciate and get something 
from.”  
–Delia 
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I definitely think it’s more two-sided at this point [college], and I think it’s, I’m telling 
them things that are more applicable to their life, and more significant, as opposed to just 
a point of interest for them. –Holly  
 
In contrast to the positive value-assessments Holly and Delia demonstrate, Drake 

completely downplays his own knowledge as a child when comparing what he shared 

with his parents in elementary school opposed to what he shares with them now: 

I thought that I knew everything, and I thought that I could teach them things, but really I 
didn’t know much [laugh]. It was just kind of silly…but I feel like now, in college, when 
you actually start doing research and actually start like learning things, in terms of like 
academics or whatever, you can maybe teach your parents things.   –Drake  

 
His use of the word “silly” in reference to him feeling confident in his knowledge as a 

child reveals a belief that what children know and are able to share isn’t necessarily 

valuable, compared to his knowledge of “academics” and “research” that he has attained 

in college. This assessment of value is vastly different than how parents are placing value 

on what they learn from their children. Parents describe that they are learning through the 

mere existence of their child, and speak about this learning in a way that praises the child 

and all that they are capable of teaching to their parents from a very young age. This 

major difference in how parents versus children assess the worth and value of knowledge 

that a child possesses may be the key to understanding this mismatch in reported ages. 

Furthermore, it may begin to explain why children may hold back from attempting to 

teach things to their parents at a young age, even if both parties are motivated to 

exchange this knowledge. 
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How this Process of Multidirectional Socialization Influences Family Life & the 

Lives of Individual Family Members 

 As framed in my literature review, there are many potential benefits associated 

with multidirectional socialization. To address these potential benefits, I will first discuss 

the ways in which parents reported that multidirectional socialization enriches their own 

lives. Next, I will explore the ways child-to-parent knowledge exchanges increase 

parental social and cultural capital. Finally, I will discuss the various ways that 

multidirectional socialization influences family life and the shared experiences of the 

family unit. 

 

How Multidirectional Socialization Enriches the Life of the Individual 

A few of the parent participants mentioned learning something from their children 

that has motivated them to significantly alter some aspect of their life. For instance, 

Holly’s mom comments on how learning from Holly has changed the role of education in 

her life:   

Holly seeks knowledge and by watching her I have gone back to college. —Holly’s Mom 
 
What Holly’s mom is describing seems to be an instance of observation-based learning, 

and may have been less of an active or intentional act of teaching on Holly’s part. 

However, what Holly shared—even by just setting an example for her mom—motivated 

her mom to return to college.  

 Holly mom and Drake’s mom also discussed how their children have been 

integral to teaching them about leading a healthy lifestyle.  

The best example of how my Holly shared her outlook on a subject is physical fitness. I 
would love to be a couch potato and not move unless absolutely necessary. Holly 
approached me and told me that she was concerned for my health and longevity. She 



 79 

stated that she wanted to have me around for a long time and that I needed to take better 
care of myself. Although I did not like hearing it, Holly did open my eyes to how poorly I 
was taking care of myself. I now go the gym three times a week and walk for two hours 
twice a week.  –Holly’s mom 

 
They showed me how to cook certain foods, and eat whole grain wheat, and brown rice.  
I just watched and learned. –Drake’s mom 

 
Here, similar to the way Holly’s mom went back to college because of her daughter, 

these parents are expressing a type of learning from their children that has extremely 

positive and beneficial consequences. These parents are inspired by what their children 

share with them to make education, health, and fitness modifications to their lives that 

will presumably increase their longevity and enrich their minds.  

 For many of the parents, being included in the lifeworlds of their children resulted 

in newly gained social capital in the form of new friendships or access to valuable social 

networks. As Molly’s mom describes, 

She [Molly] has introduced me to new friendships via the friendships she developed via 
school and extra curricular activities. –Molly’s mom 
 

Other parents also reported instances of increasing their social networks through the 

activities and peer groups their children are a part of. For instance, Susan’s mom began 

attending an acting “summer camp for adults” once her daughter took up theater, to 

become better immersed in the theater world. In doing so, Susan’s mom expanded her 

own social network of adults also in this “camp.” Ray explained how once he got 

involved in theater, “I started making new friends, and then all of their parents became 

friends with my parents, and then that was their social life.” Ray’s dad then went on to 

become the president of the drama boosters club, granting Ray’s dad access to a larger 

social network of parents to draw upon. Essentially, parental inclusion in the peer groups 
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and activities of their children has the potential to serve as a branching point for parents 

to expand their own social network.  

 In regards to cultural capital, parents reported obtaining new sets of cultural 

knowledge or technologic skills from their children—ranging from South Park to The 

Backstreet Boys, to the art of theater stage management, fashion trends, sports, social 

theorists, internet phenomena, communication technologies, social media, and much 

more. In addition to these exchanges of more tangible skills, from the parent responses it 

also seemed as though they were being taught a variety of interactional life-skills: 

I would imagine that every parent throughout history has felt that their child has 
introduced her to updated music, technology, dress, current day language and thinking. 
Molly did that for me...everything from listening to the Backstreet Boys to helping me set 
up my spreadsheets when it came time to plan out our older daughter's wedding finances. 
Something that is not so objective, is the way a second child (which she is) helps to put 
life in to perspective...to appreciate the slower moments of bed time reading, to really 
develop listening skills during the melt downs of childhood or the frustrations of growing 
up.  —Molly’s mom 

 
My oldest child taught me about fearlessness. My youngest taught me about kindness and 
self-discipline. Both of my sons have introduced me to new music and ideas…I loved 
listening to his radio show because it felt like a music history class. His reflections about 
his friends always taught me how to love those who are different from me and to be more 
accepting rather than judgmental. His ability to focus and plan ahead always impressed 
both his father and me.  
–Ray’s mom 

 
These two parent responses really illuminate this paring of cultural knowledge and 

interactional life skills that parents are learning from their children. As Lareau and 

Weininger (2003) write in their reworking of cultural capital, it is the case that in the 

dominant interpretation of the term,  

The concept of cultural capital is assumed to denote knowledge of or competence with 
‘highbrow’ aesthetic culture…We suggest that the ‘highbrow’ interpretation was not 
essential to Bourdieu’s conceptualization of cultural capital. We therefore assert that it 
has unnecessarily narrowed the terrain upon which cultural capital research operates 
(Lareau 2003:568-569) 
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My application of cultural capital here—in terms of conceptualizing the sharing of bands 

like The Backstreet Boys or youth fashion trends like Vans Skater shoes as a form of 

cultural capital—aligns with Lareau and Weininger’s reworking of the term. Rather than 

restrict the discussion of cultural capital to “highbrow” aesthetic culture as the dominant 

interpretation of the term suggests, I am choosing to conceptualize cultural capital to 

include current cultural trends or items, regardless of aesthetic connotations of highbrow 

or lowbrow. Essentially, I am choosing to focus on cultural relevancy rather than 

aesthetic connotations of quality, as I believe how current the cultural knowledge that is 

being exchanged is what is most important to this multidirectional socialization process.  

 Part of Bourdieu’s (1984) conceptualization of cultural capital is the idea that 

resources may be unequally distributed among members of a society. As Lareau and 

Weininger explain, 

Indeed, his essay ‘‘The Forms of Capital’’—his most sustained elucidation of the 
meaning of the concept—contains no mention of an affinity for or participation in 
highbrow cultural activities. Instead, this discussion asserts, in highly generic terms, that 
any given ‘‘competence’’ functions as cultural capital if it enables appropriation ‘‘of the 
cultural heritage’’ of a society, but is unequally distributed among its members, thereby 
engendering the possibility of ‘‘exclusive advantages.” (2003:579) 

 
This helps justify my choice to include the knowledge of current cultural trends—be they 

highbrow or lowbrow—in my application of cultural capital. Current culture and trends 

often times emerge from youth culture. Upward intergenerational transmission, then, 

allows for these trends to be passed intergenerationally. Knowledge of youth culture or 

generation-based trends falls under this “competence” form of cultural capital, in that this 

knowledge “enables appropriation” of youth culture by older generations (Lareau and 

Weininger 2003:579). Sometimes this appropriation of youth culture trends may backfire 

and serve as a dysfunction to family life. However, since this cultural capital of relevant 
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culture is unequally distributed and concentrated in younger generations, members of 

older generations may attempt to access the younger generation cultural capital by 

initiating and seeking out upward intergenerational transmission.  

 For Bourdieu (1984), skills are tied to social status—proposing yet another benefit 

of gaining cultural capital from upward intergenerational transmission: 

Effects of “status,” for Bourdieu, are not distinct from those of “skill” (or by extension, 
“ability”). Cultural capital amounts to an irreducible amalgamation of the two” (Lareau 
and Weininger 2003:582). 

  
What this might look like for a parent, for instance, would be if a parent learns a new skill 

such as Googledocs from their child. Possessing this new skill, the parent may now 

employ this skill in their daily life activities and institutional settings. Say, for instance, 

they bring this new skill to their workplace or to a group of colleagues or friends—in 

doing so, they may elevate their status through this sharing process.  

From wedding-finance excel spreadsheets to these heightened listening skills, 

self-discipline, patience, acceptance, focus, and a sense of fearlessness, what the parents 

reported learning from their children varied in scope and influence in their lives, and 

together comprise the form of cultural capital that may be learned from children. 

Moreover, Lareau and Weininger’s interpretation speaks to the precise application of 

cultural capital I am employing: 

Our conception emphasizes micro-interactional processes whereby individuals’ strategic 
use of knowledge, skills, and competence comes into contact with institutionalized 
standards of evaluation. These specialized skills are transmissible across generations, are 
subject to monopoly, and may yield advantages or “profits.”’ (2003:569) 
 

The intergenerational component of these skills and knowledge sets describe the way in 

which one generation may hold an unequal monopoly or may have privileged access to 

certain areas of culture. The notion of “advantages” and “profits” attached to cultural 
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capital evokes the idea that cultural capital gained from upward intergenerational 

transmission may be beneficial to both the family unit and its individual members. 

 

Influence of Upwards Intergenerational Transmission on Family Life 

To speak to the impact of this upward intergenerational transmission on family 

life, I asked both student participants and their parents point blank, “do you think what 

you shared or attempted to share was influential in your family? How so?” When I asked 

the parents this on their surveys, eight of the eight participants responded with yes and 

further elaboration as to why. Delia’s dad went so far as to describe this multidirectional 

learning as “the very core of my family life,” while Ray’s mom echoed a similar 

sentiment with, “learning is at the heart of our family dynamics.” The student responses 

didn’t as unanimously report that what they have shared with their parents has affected 

family life. In fact, a few student participants even believed that what they shared 

probably had no impact on family life that they can recall in the earlier age stages of 

elementary and middle school. However, those participants who believed that what they 

taught their parents had no impact during the early age stages most often reported that 

what they shared did in fact influence family life in the later age stages of high school or 

college.  

 Reflecting the way many students undermined the knowledge they possessed as a 

child, some of the participants seemed to trivialize the effects and impact of what they 

shared:  

…it probably did [influence family life] just in like the activities that we did, the things 
we communicated with each other, the types of movies we saw and books we read. But 
nothing super foundational. There was no like real rifts or bonding over any of these 
things. It was just sort of more like a fluid thing that came in and out of our relationship. 
–Holly 
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Holly’s trivialization of what she shared with her parents as “nothing super foundational” 

opposes what her mom reported, explaining how important learning from Holly has been 

throughout her life, and how learning from Holly is what inspired her to return to college.  

 When reflecting on how child-to-parent teaching has influenced family life now 

that she is in college, Holly describes that what she brings back to the family unit, 

…influences my family’s self-awareness I think…like the foods in which we eat, and the 
way in which we travel, and the things in which we consume, they’re more purposeful at 
this point, and less so about mass culture, and more so about our own family interests and 
self interest. So I think it has more influence on like our family patterns as opposed to 
like just my consumption or their consumption, it’s more of a unit. –Holly  

 
Holly’s response suggests that what she contributes to the family unit now that she is has 

left the home and is in college helps shape and tailor the cultural preferences of the 

family. This collectively constructed view of social reality connects back to the symbolic 

interactionism idea that “as people come into contact with different things and 

experiences, they interpret what is being learned” (Smith et al. 2009:14). Here, Holly has 

also described how the knowledge she brought back to the family unit contributed to the 

family’s collective habitus—as now the family unit possess a set of dispositions, tastes, 

and preferences that are isolated from what Holly describes as “mass culture” and 

specific to her family unit. 

 Molly’s description of how child-to-parent knowledge exchange has influenced 

family life focuses on the family’s daily experiences: 

I think it influenced our family dynamics, how we all spent time together, what we talked 
about, what we did together. Because they really took into account what I was interested 
in and what I was talking about most of the time. So we would do family swims because 
they knew that was something I was interested in. –Molly 

 
From what she described, what Molly shared with her parents was a determining factor in 

how the family unit spent its leisure time. Molly’s family centered some of the family’s 
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leisure activities around the child’s interests, a model reminiscent of the 

conceptualization of the family unit as a “pediocracy” or “filiarchy” (Lear 1963:512). 

 Molly’s mom’s response placed equal, if not greater, emphasis on the influence of 

child-to-parent learning, describing the various ways in which what Molly shared has 

altered both her own life and collective family life: 

What I have learned from being Molly’s mother has been extremely influential in my 
family life.....more from the emotional and communicative framework. My enhanced 
computer skills have also influenced my family life. Staying abreast of current thought, 
music and dress has allowed me to stay connected with my children, and thus has been 
influential to family life. –Molly’s mom 

 
Here, Molly’s mom associates learning from her child with keeping current and 

connected to her children. Her response reflects many of the potential benefits to this 

process that my literature review addressed. For instance, she has gained cultural capital 

from her “enhanced computer skills” and her development of emotional and 

communicative interactional skills. Her response addresses Clark Vincent’s (1966) 

proposed adaptive function of the family, in which Molly’s mom is able to keep up with 

and adapt alongside current knowledge and trends that allow her to connect with her 

children. Finally, she expressed experiencing increased family cohesion from this child-

to-parent knowledge exchange, in feeling as though she maintains a connection to her 

children through this process of learning about current culture from her children. This 

expression of family unit cohesion calls back to Bengston’s work on the importance of 

multigenerational bonds as the parent-child relationship ages over time, especially in the 

context of a larger shift away from the nuclear family (2001). 

 Lena’s mom focused less on the impact on family life, and more so on how child-

to-parent sharing influences her individual construction of reality and worldview; which 
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harkens back to the symbolic interactionism principle that reality is an individualized 

social construction: 

My kids' individual experiences have helped me better understand the pressures of their 
generation… Learning through my kids, I think in the present with an eye on their future. 
–Lena’s mom 

 
Here she proposes the notion that this multidirectional socialization fosters greater 

understanding between generations and provides insight into another generational cohort. 

By learning from Lena, Lena’s mom now possesses a greater understanding of and 

empathy for the “generational identity” or “collective persona” of her daughter’s 

generational cohort (Snyder and Farrington 2014:11). This greater intergenerational 

insight may even decrease generational conflict, intergenerational discrimination, or 

“generation bashing,” a phenomenon which “occurs when members of a generation 

behave according to negative judgments and perceptions of other generations, for 

instance when a member of an older generation exhibits prejudice towards a member of a 

younger generation based purely on preconceived negative stereotypes” (Snyder and 

Farrington 2014:12). Lena’s mom’s discussion of what she has gained by learning from 

Lena demonstrates how this child-to-parent knowledge exchange may benefit not only 

the family unit and its individual members, but may generate positive consequences that 

extend beyond the family unit to larger subsystems such as generational cohorts. 

Ultimately, the positive consequences of upward intergenerational transmission described 

by my participants operate on the level of the individual, the family unit, and larger social 

cohorts outside of the family unit. 
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Placing this Process in its Larger Social Context & The Fruitful Potential for Future 
Research 

 
While we may praise this process for its potential to result in benefits that enrich 

family life and the lives of its individual members, we must also remember that this 

process of upward intergenerational exchange is operating in a rather affluent, privileged 

social context. We must question, then, whether this is an exclusively white, American, 

middle or upper class phenomenon. As discussed in my methodological limitations, my 

sample was predominantly white, well-educated, upper-middle class families. Since my 

objective with this study was to generate a generic model of what this social process of 

upward cultural exchange within the family looks like—not necessarily to study the ways 

in which variation across various social demographics affects this phenomenon—I 

decided to exclude analysis of specific demographic variables. However, I completely 

believe that a whole host of other demographic variables would affect both what is being 

shared, the frequency of which the sharing is occurring, and how family life is influenced 

by these upward exchanges. These child-to-parent exchanges require a certain idealistic 

view of the family context that is privileged enough to be able to incorporate this cultural 

transmission into the family unit. Basically, I want to be clear in acknowledging that I do 

not assume that this phenomenon is accessible nor attainable in every family unit, and 

requires some degree of intersectional privilege.  

Now that I have presented a generic model of this process of upward socialization 

within the family—disregarding variation by social demographic—I would like to present 

a list of variables that I believe would make for fruitful further research on how this 

generic phenomenon of upward intergenerational transmission varies across different 

family contexts: 
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i. Race and Ethnicity 

ii. Nationality 

iii. The Family’s Socioeconomic Class Position  

iv. Birth Order & Number of Siblings 

v. The Extent of the Age Gap Between Parent and Child 

vi. Frequency of Contact with Other Relatives 

vii. Whether the Family is Located in an Urban or Rural Context 

viii. Parent’s Education Level, Occupation, and Distribution of Time Spent at 

Home Versus at Work 

ix. Parenting Philosophy 

x. Family Structure (Divorce, Remarriage, Adoption) 

 

As explained, I focused this study on introducing a generic model of 

multidirectional socialization and chose not to use a constructed convenience sample that 

would have reflected a particular demographic composition. However, I believe we may 

still be able to suggest potential larger trends pertaining to how race, ethnicity, nationality, 

and class may influence this child-to parent sharing process, based on what was reported 

in my data set: 

 

Race, Ethnicity & Nationality: A Case Study of Drake’s Family 

Drake’s recollections of elementary school through college stood out as an outlier 

within the context of the seven other primarily Caucasian families. Many of the 

experiences he described centered around the social construction of his racial and ethnic 
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identity. While we can’t make concrete statements about the correlation between Drake’s 

ethnic identity and his frustrations by the lack of opportunity for child-to-parent teaching, 

we can suggest potential patterns based on his case. These correlations, however, should 

be further investigated  with a sample size greater than one singular participant’s 

recollections. 

Drake’s family life memories from elementary school through the present reflect 

the social process of acculturation within the family. In elementary school, Drake recalled 

instances in which he felt responsible for translating for his parents, demonstrating an 

instance of child-to-parent linguistic instruction: 

My parents immigrated here from China, and so their English wasn’t super great…I 
would translate for my parents a lot…Actually, like he spoke fine, he just thought he 
didn’t speak very well so he would be embarrassed and wouldn’t want to stay stuff.  

 
Throughout elementary and middle school, in addition to linguistic knowledge, Drake 

also tried to bring his understanding of what he describes as “American life” to his 

parents: 

I definitely remember when there would be a lot of like school events, where we would 
go to a play, or like open house, stuff like that. I would be kind of embarrassed to be with 
my parents in public, because they didn’t really know like American social norms or 
culture. 

 
This attempted teaching of “American life” ranged from restaurants to music to ideology 

and values. Drake was exposed to new cultural experiences through his peer community, 

describing how he would eat at fast food chains like Taco Bell with his friends and then 

try to get his parents to go there for family meals. He describes how this sharing of 

American culture was driven by embarrassment and insecurities with his own ethnic 

identity more than anything else: 

I don’t think I was consciously like “oh yeah, I need to make my parents more white” or 
whatever. It was more that I was just pretty embarrassed. Because I also just had my own 
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issues, with my identity, in terms of being Chinese. So I was pretty ashamed of my 
culture. And I felt like people looked down upon us because we were Asian. 

 
These feelings of identity-rooted shame were only amplified by his pessimistic view of 

what children are capable of, describing how in elementary school, “I still respected my 

parents a whole lot, and felt like it wasn’t my place to teach them anything.” This 

combination of embarrassment and self-doubt in what he could offer created a frustrating 

and tension-ridden family life situation for Drake. In middle school Drake recalled 

looking to his parents for consoling with social issues such as first crushes or friend 

dynamics, yet feeling frustrated that he couldn’t bring these things to his parents. He 

described how his parents were very focused on their work lives and work ethic: 

Basically most conversations just centered around my parents talking about their work 
with each other, or them asking about homework. I felt like I couldn’t really talk to them 
about things that I was struggling with, or experimenting with or whatever…They would 
have this set idea of like “well as long as you work hard and try, you’ll be okay. You’ll 
be fine. Just do well in school. You’ll be fine.”  
 

Drake encouraged his parents to take a break, be it to come watch his football games on 

Saturdays or hang out at home, however his attempts were often met without success. 

Drake would seek companionship in his parents, recalling wanting them to spend more 

time with him. He remembers this goal of parental companionship being shaped again by 

the notion of “American life,” describing how mass media portrayals led him to evaluate 

his own family relationships: 

I guess I would see on TV or on the media how families are supposed to be, like 
everyone is all happy and hanging out all of the time, and I was just like yeah, I wish my 
parents would do that with me, maybe a little bit.  

 
Drake’s feelings of distance and disconnect with his parents had some major 

ramifications during high school. He described feeling a sense of exaggerated 

independence and rejection towards his parents. Drake fell into a pattern of drug-use, 

skipping school, and stealing, until he was sent to a non-traditional wilderness 
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rehabilitation program and then a private, therapeutic-based boarding school in Montana. 

Drake explained how both he and his parents experienced a lot of emotional growth, self-

reflection, and learned how to better communicate with one another through family 

therapy sessions when they would visit the school: 

They [his parents] also started to begin to understand how the culture in America can be 
rough for teenagers, and like a lot of the problems they didn’t think were problems, like 
social problems and feeling sad that the girl you liked didn’t text you back [chuckle], 
feeling like rejected, or you know feeling like people make fun of you….They started 
realizing that these things do affect people and their kids, and I think they also started to 
evolve a lot emotionally on their own. 
 

Since attending Whitman, Drake described a much more positive relationship with his 

parents, and one that involves a bidirectional exchange of ideas. Drake reported 

discussing new ideas and social issues such as gender equality with both his parents and 

younger sister, in addition to exchanging fitness tips and generally spending more time 

together as a family unit—from playing “Bananagrams” to negotiating movies to watch 

together for family movie nights. 

 Drake’s tumultuous narrative reflects the concepts of acculturation and 

intergenerational transmission. At a young age, as the first-born child of immigrant 

parents, Drake acts as a wealth of cultural knowledge, as he in many ways is the family’s 

first-line of contact with the host culture—by attending American schools, consuming 

American mass media, and growing up in an American peer group. His story is an 

interesting case of what could happen when the child-to-parent channel of 

communication is blocked, and how things may have played out differently had there 

been more successful upward cultural exchange. As previously mentioned, I believe there 

is much more research to be done investigating the racial and ethnic variation of this 

family sharing process. Additionally, I propose that further research investigate how this 
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multidirectional process varies across nationalities, questioning whether this upwards 

socialization is primarily an American—or Western—phenomenon, and how different 

societies might value child-to-parent learning to different degrees. 

 

The Impact of Social Class: Just an Upper-Middle Class Phenomenon? 

 Considering that nearly every student participant reported that their family fell 

into the category of upper-middle class, I believe it is fair to suggest that the frequency 

and nature of this child-to-parent sharing that emerged in the responses holds some 

relation to the family’s upper-middle class socioeconomic position. It may be the case 

that middle and upper-middle class families are more likely to invite this upward cultural 

sharing and knowledge exchange in order to foster a sense of creativity, intellectual 

curiosity, and self-discovery in their children. This aligns with the main finding of 

Annette Lareau’s Unequal Childhoods (2003)—that middle and upper-middle class 

parents are more likely to practice “concerted cultivation” when raising their children in 

hopes of instilling white-collar skills and cultural capital at a young age. These middle 

and upper-middle class families may encourage this child-to-parent exchange in order to 

instill the values of the “creative class” or that group of high-achieving professionals that 

they hope their children will one day become a part of. In contrast, it may be the case that 

working-class families may discourage, or at least less-actively seek, these child-to-

parent exchanges in hopes of raising their children with an ideology of obedience that 

will translate into working-class occupations. Social class, then, may provide a 

fascinating window into the connection between these upward child-to-parent knowledge 

exchanges and intergenerational social mobility. 
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 Essentially, while studying the positive consequences of this process for the 

families in my sample has led me to advocate for the greater implementation of child-to-

parent exchange, placing this general phenomenon in its larger social context speaks to 

how we cannot discount how inequalities create an obstacle for many families to 

participate in this process. In my concluding discussion, I hope to address this notion of 

unequal access to multidirectional socialization, and question how to encourage greater 

multidirectionality across family contexts without discounting inequalities. 
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VI. CONCLUSION 

Before I collected the data from the parent perspective and after listening to the 

student participants pour out the in-depth details of their childhoods to me, guided by my 

pro-youth bias I wrongly assumed and expected that parents would be the ones primarily 

responsible for blocking this channel of upward exchange and communication. The 

responses I received from the parent surveys could not have proved me more wrong 

regarding parental receptiveness toward learning from their children and the general 

praise and admiration toward their children as incredibly capable teachers and agents of 

socialization. Below are some of the parent testimonials speaking to these sentiments:  

My goal is always to learn from people I admire. Holly is probably the person I most 
admire in this world. –Holly’s Mom 
 
With both of my children, I always felt they were a gift and I had as much to learn from 
them.  
–Ray’s Mom 

 
On the importance of engaging in this child-to-parent learning: 
 

Life would be boring if learning ended when we became adults. What's so fun about 
learning (and re-learning) through experiencing it with your child is that the mundane 
becomes new and vital. It's the opportunity to reconsider my views about the world. It's 
the nudge for this old dog to learn new tricks.  –Lena’s Mom 

 
On creating the space and opportunity for the child to share and exchange: 
 

I would ask her for help and should would give it, happily most of the time. She was 
encouraged to ‘be in charge of the radio’ whenever we were on family car trips.  –
Molly’s mom 

 
Some of these praising parent testimonials may be the result of rose-tinted vision, 

prompted by these somewhat sentimental questions such as “what is the role of a parent?” 

This is why I believe if my methodology were to be replicated, I would suggest including 

some component of ethnographic observation of the family units in order to gain some 

more potentially less-exaggerated insight into the family life. However, pairing these 
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individual in-depth interviews and surveys remains necessary to investigate some of these 

more internal insights regarding this phenomenon. 

In terms of how the degree of parental receptiveness is playing out in this 

exchange process, parents in this sample generally embraced their children’s activities, 

pursuits, and passions that may have even been new to the parents themselves. For 

instance, once Ray became deeply involved with theater, his dad became the drama 

booster club president. Similarly, once Susan transferred to a private Jewish day school in 

elementary school, her mother started taking Hebrew prayer classes right alongside her 

daughter. When Susan told her parents she wanted to take up theater at an early age, her 

mom, knowing very little about theater, went to what she described as an acting summer 

camp for adults. While this may be an extreme and exaggerated example of receptiveness, 

it demonstrates a strong parental interest in upward intergenerational exchange. I want to 

clarify that I am not necessarily advocating for the necessity of this extreme degree of 

parental support in allowing for child-to-parent teaching. Rather, what I believe to be an 

ideal philosophy and approach to supporting and learning from family members is one of 

selfless open-mindedness. As Delia describes,  

…you know if it’s something that someone you love shows you, you should at least give 
it a try and learn something maybe, and if it’s not something that you’re really enriched 
by, you don’t have to pursue it. But if it is, then like that’s great for everyone, we can all 
benefit from that. 

 
Through these parent responses, we can see how most of the parent participants were 

incredibly receptive toward what their children were teaching them; and we have 

established early on in the results section that both parties were highly motivated to 

partake in this child-to-parent learning process. What then, is responsible for interfering 

with this upward teaching in certain family contexts? What is impeding a greater 
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Bear with me here—with this system of transport tubes, I am hoping to illustrate 

the exchange of cultural knowledge and the various routes this knowledge can take. The 

pieces of cultural knowledge are packaged into the vesicles, aligning with my previously 

described treatment of culture as “a nugget of knowledge that is worth something if we 

think it is worth something” (O’Sullivan 2013:70). If someone on one end of these tubes 

deems a piece of cultural knowledge valuable to send off, they can package it into these 

sending vesicles and initiate the exchange process by pressing the button to begin the 

vacuum-powered transport. The person on the other end of the tube must also push this 

button, representing how both actors in this intergenerational exchange must be 

motivated and receptive toward this learning and teaching process for it to succeed.  

The channel connecting parent and child is the most direct route within this 

representation, yet with this thesis I argue that this route is not being taken full advantage 

of in contemporary family life. Rather, the pieces of cultural knowledge floating around 

these vacuum-powered tubes must find alternative, more convoluted routes to reach the 

parent—for instance, parents learning these bits of cultural knowledge from peers, mass 

media sources, or other institutions, represented as these other tubular routes.   

What I am trying to communicate through this analogy is the way in which this 

process of child-to-parent teaching, especially as the child ages and encounters new peer 

communities and skill sets, is not being utilized to its fullest potential, due to social 

constructions of childhood that undermine the child’s capabilities or reinforce the 

stereotyped roles of parents as teachers and children as students.  

In light of all of these potential benefits of this process I have addressed, however, 

I argue that there needs to be an effort made to empower children and potentially reframe 
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the social construction of childhood they are coming into contact with and internalizing. 

This study, then, advocates for the normalization of upward intergenerational 

transmission from an early age, in order to fully utilize the adaptive, critical, and growth 

potential of the family unit. 

Further, while I only studied this process of upward knowledge exchange within 

the family context, I believe it is necessary to use the family context as a jumping off 

point to examine this social phenomenon on a broader scale that spans a variety of 

institutions. I claim that wherever there are instances of intergenerational contact—be it 

the family unit, the workplace, politics, or educational settings—there is opportunity for 

upward intergenerational transmission and all of its non family-specific associated 

potential benefits. Additionally, I believe intergenerational exchange in the upward 

direction is necessary and equally advantageous to life outside of the family context. As 

Barrie Thorne’s (1993) privatization of childhood trend suggests, children are 

experiencing diminishing public power—becoming “private giants” and “public figurines” 

(Pugh 2002:19). Encouraging upward intergenerational transmission outside of the family 

context, then, may be a necessary way in which to maintain this diminishing public 

power of children. What I am proposing is a greater prioritization and receptiveness 

toward learning from younger generations, both within and outside of the family unit. 

Ultimately, striving for intergenerational exchange that is multidirectional and mutual in 

essence is key to keeping not only the family unit, but society the fluid, evolving, 

dynamic and progressing entity that it is capable of being. Embracing the power of 

upward intergenerational transmission, essentially, helps the family unit and society 

strive to live up to their fullest potentials.  
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Appendix I – Participant Recruitment Email 
 

Dear Students,  
I send this message on behalf of senior sociology major Emma Snyder. Replies and 
questions should be addressed to her at snyderer@whitman.edu.  Thanks, Michelle 
Janning. 
-------- 
 
Hello Whitman Students! 
  
I am conducting student interviews for my senior sociology thesis, and am currently 
looking for participants! The interviews will last approximately 30 minutes, and will ask 
you to recall memories from different stages of childhood through your college years of 
instances in which you taught your parents something. 
  
I ask that you be at least 18 years old and a Whitman student to participate. Additionally, 
to participate in the student interviews you must have gotten consent from your parents or 
guardian(s) to also participate in an interview done over the phone with them (lasting no 
more than 30 minutes). 
  
Please let me know by this Friday night if you are interested by emailing me at 
snyderer@whitman.edu. 
  
Don't hesitate to contact me or my thesis adviser Michelle 
Janning at janninmy@whitman.edu for further information about the study. Your 
participation is greatly appreciated! 
  
  
Sincerely,  
 
Emma Snyder 
snyderer@whitman.edu 
Whitman College '14 
Sociology & Film and Media Studies 
 
 

Michelle Y. Janning  
Professor of Sociology, Whitman College 
Senior Research Fellow, Council on Contemporary Families 
345 Boyer Ave. 
Walla Walla, WA 99362 
  

mailto:snyderer@whitman.edu
mailto:snyderer@whitman.edu
mailto:janninmy@whitman.edu
mailto:snyderer@whitman.edu
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Appendix II – Standard Interview Script  
 

[I had emailed participants the consent form prior to the interview. I had a hard copy for 
them to read over silently and sign] 
 
“So I know that you’ve looked over the consent form I emailed to you, but just to 
reiterate some things: your participation is completely voluntary, and you may refrain 
from answering any of the questions. In terms of how the interview is going to work, first 
we’re going to start with some memory jogging, where I’m going to ask you a set of 
questions in the context of elementary, middle, high school, then college. After that I will 
ask you a few broader questions pertaining to the family, then finally a couple of 
demographic questions. Take you time answering these, there is no rush, and if you 
would ever like to go back and add to a previous answer as you remember more 
experiences, feel free to let me know and do so.” 
 
 
ELEMENTARY SCHOOL 
So, picture yourself in elementary school- the cafeteria, the classroom, the playground, 
recess activities, the birthday parties, playing with friends, getting to and from school, the 
music you listen to, the movies and television you watch, the way you dress, the 
homework you do, the things you eat, the beliefs you hold and the language you use. Do 
you ever feel like you knew more about certain things than your parents, or brought 
something new into the home? At this age, did your parents learn anything from you? 
 
[Implicit but if I get just a “yes” or “no” then follow up will be: What were these?] 
 
How did you share them with your parents? How did they respond? How did it go over? 
 
Did you have a goal in sharing these with your parents? What was it? 
 
Do you think what you shared or attempted to share was influential in your family? How 
so? 
 
MIDDLE SCHOOL 
Now, we’re moving to middle school, hooray puberty! Picture the cafeteria, the 
classroom, recess activities, the birthday parties, playing with friends, any extracurricular 
activities, getting to and from school, the music you listen to, the movies and television 
you watch, the way you dress, the magazines you read, the homework you do, the things 
you eat, the beliefs you hold and the language you use, what you do on the computer 
and/or internet. Do you ever feel like you knew more about certain things than your 
parents, or brought something new into the home? At this age, did your parents learn 
anything from you? 
 
[Implicit but if I get just a “yes” or “no” then follow up will be: What were these?] 
 
How did you share them with your parents? How did they respond? How did it go over? 
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Did you have a goal in sharing these with your parents? What was it? 
 
Do you think what you shared or attempted to share was influential in your family? How 
so? 
 
HIGH SCHOOL 
On to high school. Picture how you spent lunch time, the classroom, any extracurricular 
activities, getting to and from school, the music you listen to, the movies and television 
you watch, the way you dress, the magazines you read, the homework you do, the things 
you eat, the beliefs you hold and the language you use, what you do on the computer 
and/or internet. Do you ever feel like you knew more about certain things than your 
parents, or brought something new into the home? At this age, did your parents learn 
anything from you? 
 
[Implicit but if I get just a “yes” or “no” then follow up will be: What were these?] 
 
How did you share them with your parents? How did they respond? How did it go over? 
 
Did you have a goal in sharing these with your parents? What was it? 
 
Do you think what you shared or attempted to share was influential in your family? How 
so? 
 
COLLEGE 
To college we go! Picture campus, dorm life, off campus housing, the classroom, any 
extracurricular activities, how you spend your weekends, the music you listen to, the 
movies and television you watch, the way you dress, the magazines you read, the 
homework you do, the things you eat, the beliefs you hold and the language you use, 
what you do on the computer and/or internet. Do you ever feel like you knew more about 
certain things than your parents, or brought something new into the home? At this age, 
did your parents learn anything from you? 
 
[Implicit but if I get just a “yes” or “no” then follow up will be: What were these?] 
 
How did you share them with your parents? How did they respond? How did it go over? 
 
Did you have a goal in sharing these with your parents? What was it? 
 
Do you think what you shared or attempted to share was influential in your family? How 
so? 
 
 
BIG QUESTIONS 
As you see it, what role should parents have in the family? What role should children 
have? 
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At what age do you feel as though you were knowledgeable enough to teach things to 
your parents? 
 
As you see it, what should be the family’s role in the process of learning and adapting to 
culture? 
 
 
DEMOGRAPHICS 
 
How old are you? 
 
Where did you grown up? City and state? 
 
What kind of school did you attend? (public, private, charter, Montessori, homeschooling 
etc.) 
 
What is the marital status of your parent(s) and/or guardian? 
 
Who was in your home growing up (siblings, grandparents, guardians, relatives)? 
 
To the best of your ability, if you feel comfortable doing so, please identify your family’s 
social class, within the categories of working class, lower middle class, middle class, 
upper middle class, upper class.  
 
If you feel comfortable telling me this, what race do you self-identify with? 
 
If you feel comfortable telling me this, how do you identify your gender? 
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Appendix III — Visual Aid for Student Interviews 
 

 The cafeteria 

 The classroom 

 Playing with friends 

 Birthday Parties 

 Any extracurricular activities 

 Getting to and from school 

 Music 

 Movies/Television 

 The way you dress 

 Magazines you read 

 The homework you do 

 What you eat 

 Beliefs you hold 

 Language you use 

 Use of computer and/or internet 

 
 
Do you ever feel like you knew more about certain things than your parents, or brought 
something new into the home?  
 
At this age, did your parents learn anything from you? 
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Appendix IV — Survey Distribution Email to Parents 
 

Hello! 
 
My name is Emma Snyder and I am a senior sociology major at Whitman College. I am 
currently conducting my thesis study about what children can teach their parents, in 
which your child has already taken part in. I asked them a series of questions about 
whether they have ever shared or taught anything new to their parents, and now I would 
love for you to weigh in to get your perspective! I am only looking for one of you to 
please fill out this survey. 
  
Here is the survey link to my brief survey (roughly 20 minutes). I would be incredibly 
grateful if could submit your responses by March 16th at Midnight. 
 
https://whitmancollege.co1.qualtrics.com/SE/?SID=SV_5AUBW953geTWlal 
 
The survey includes the informed consent form, which highlights the conditions of 
participation. I just to reiterate a few things from it: I will keep your response 
confidential, and will remove any identifying information from any data reporting that I 
do. Participation is entirely voluntary, and you may refrain from answering any of the 
questions found on the survey. 
  
These questions are not meant to be stress-inducing, and I will be grateful for any length 
of response you want to send me. If you have any further questions about this research or 
clarifications about any of the questions below, please don’t hesitate to contact me or my 
thesis advisor Michelle Janning at janninmy@whitman.edu. 
  
Thank you so much for your time! 
  
Emma Snyder 
Whitman College ‘14 
Sociology & Media and Film Studies 
snyderer@whitman.edu 
  

https://whitmancollege.co1.qualtrics.com/SE/?SID=SV_5AUBW953geTWlal
mailto:janninmy@whitman.edu
mailto:snyderer@whitman.edu
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