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Chapter 1
Introduction
Understanding children’s social milieu is integral to promoting their well-being
and development, as the link between positive social relationships and physical and
mental health has been well-established (Rosenfeld, Richman, & Bowen, 2000; Spencer,
2006). Still, in spite of this strong connection, numerous studies from different countries
and cultures have shown great inter- and intra-group variability related to the specifics of
the identified correlations (Antonucci & Akiyama, 1994; Hitchcock et al., 2005; Nastasi,
Varjas, Sarkar, & Jayasena, 1998; Park et al., 2013; Tietjen, 1994). Given the extant
variation, an international and cross-cultural phenomenological study is warranted to
make sense of the similarities and differences evident in the empirical literature,
particularly from the child’s point of view. Although a growing body of research has used
cross-cultural approaches to analyses (Davidson, Demaray, Malecki, Ellonen, &
Korkiamaki, 2008; Glazer, 2006; Haid et al., 2010), most have been conducted with
adolescents and adults in the United States, Canada, and Western Europe (Cauce, Mason,
Gonzales, Higara, & Liu, 1994; Chen, Kim, Mojaverian, & Morling, 2012; McNeely &
Barber, 2010). Thus, in an effort to derive a comprehensive snapshot of global children’s
social worlds, this study explored children’s phenomenology about their social networks,
stressors, and supports using a qualitative research tool known as the ecomap (Hartman,
1978; Nastasi, Jayasena, Summerville, & Borja, 2011; Rempel, Neufeld, & Kushner,
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2007). With evidence that the tool is both culturally and developmentally acceptable and
adaptable (Driessnack, 2009; Hodge & Limb, 2010, 2011; Nastasi et al., 2010;
Summerville, 2013), the present study contributes not only to the global community’s
understanding of children’s social worlds, it also helps to demonstrate the potential uses
of the ecomap in research with children.
Guiding Frameworks
Children’s social worlds are complex and multi-faceted, and the domains that can
be studied are limitless. However, the current study focused only on children’s social
networks, stressors, and supports. Furthermore, it used an approach to analysis that is not
common in the empirical literature, namely, a child-centered cross-cultural
phenomenological approach (van de Vijver & Leung, 2000). Thus, given the uniqueness
of the study and its methodology, an explanation of key terms and guiding theories is
necessary.
Key Terms
Research on children’s social networks, stressors, and supports is rich with
diversity in the terms and definitions that are used, the aspects that are studied, and the
correlates or outcomes that are explored (Aldwin, 2007; Williams, Barclay, & Schmied,
2004). As such, definitions of terms relevant to the current study are detailed here.
Additionally, the provided definitions served as guidelines for the types of analyses and
theoretical papers reviewed.
International versus cross-cultural. The descriptors international and crosscultural are used here to indicate two distinct concepts. First, characterized by political
boundaries, the term international describes the relationship between or among more than
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one politically-recognized country, and it is used interchangeably with the terms global
and cross-national (Heyward, 2002). On the other hand, the term cross-cultural is used to
describe the relationship between or among more than one group of persons who
subscribe to a recognizable pattern of values and ideas that the worldviews, behaviors,
and language that individuals use (Arrindell et al., 1997; Trimble, Helms, & Root, 2003).
Although national identities and citizenship undoubtedly influence cultural ideologies,
specific cultural patterns can transcend political boundaries or be limited to a one locale
within a political boundary, making it distinct from the limitations of the term nation
(Schwartz, 1994). Ethnic, gender, and age groups are examples of conglomerates that
possess distinct cultures, and for the purposes of this paper, they are used as indicators of
different cultural groups. Thus, both terms are used in this paper to indicate two different
ideas, but when used simultaneously, the phrase global cross-cultural reflects the
relationship between or among more than one culture from more than one country.
Children and adolescents. Although age distinctions are often made between
children (ages 0 – 12) and adolescents (ages 13 – 18) in research, the terms child and
youth are used in this paper to encompass all persons under the age of 18, consistent with
the United Nations’ Convention on the Rights of the Child (UN CRC; 1989) definition of
the child. Therefore, the subsequent review of children’s social networks, stressors, and
supports includes literature about youth between the ages of 0 – 18 years. However, when
discussing relevant developmental differences, age distinctions are specified and the
terms child (ages 0 – 12 years) and adolescent (13 – 19 years) are used to differentiate
groups.
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Social networks, stressors, and supports. Children’s social worlds are
comprised of more than just the people and spaces that provide opportunities for social
exchanges. They also are defined by the cognitions, emotions, and behaviors that give
meaning to their interactions. Thus, children’s social worlds are complex systems that
possess structural, evaluative, and functional characteristics (Antonucci & Akiyama,
1994; Cohen & Wills, 1985; Newcomb, 1990; Tardy, 1985); and although research
suggests that measures assessing these characteristics bear low to moderate correlations
with each other, they are in fact distinct constructs that differentially affect functioning
(Barrera, 1986; Gottlieb & Bergen, 2010). Hence, the literature related to each
component is presented in great detail in subsequent sections.
Although definitions of social relationship structures have varied somewhat in the
literature (e.g., Barrera & Ainlay, 1983; Williams et al., 2004), most researchers agree
that the structural component consists of the settings, actors, events, and interaction
frequencies that coalesce to form a social pattern unique to the child (Cohen & Wills,
1985; Gödde & Engfer, 1994; Tardy, 1985). Essentially, then, social structures provide
information about the who and the what of children’s social worlds. For the purposes of
the present analysis, the terms social structure and social network indicate only the size
and composition of the child’s social milieu, not the child’s interaction frequencies; and
because the child is an integral part of his or her network, the network is inclusive of the
child him or herself.
In the social support literature, evaluations of social support refer to the child’s
cognitive and/or emotional appraisals of the supports available to him or her (Cauce et
al., 1994; Gottlieb & Bergen, 2010; Tardy, 1985). Thus, extant evaluative measures
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might ask children to rate their thoughts and/or feelings about their supports, such as their
perceived availability, levels of satisfaction with, love toward, and/or feelings of being
cared for by their support resources (Antonucci & Akiyama, 1994). Although this
definition is widely accepted in the literature, the present paper subscribes to a broader
conceptualization of the term evaluation, using it to capture the child’s emotional and/or
cognitive appraisals of his or her social relationships in general. This broad-based
approach is necessary because children’s social connections are not always supportive,
and a large body of research has demonstrated that distressing relationships bear as much
effect as supportive relationships on the individual’s health and psychological well-being
(Aldwin, 2007; Baumeister & Leary, 1995; Coyne & DeLongis, 1986; House, Umberson,
& Landis, 1988). Thus, synthesizing the research on stress and supports, the present study
broadly conceptualizes children’s diverse appraisals of their relationships along a
continuum of stress and support, whereby stressful relationships are appraised as
primarily distressing; supportive relationships are described as primarily positive; and
ambivalent relationships are perceived as both stressful and supportive (Nastasi & Borja
2015; Summerville, 2013).
Due to the exploratory and phenomenological nature of the present analysis, the
author anticipated an inductive discovery of stressors and supports that extends beyond
the child’s social sphere. Thus, the present paper uses the terms stressors and supports to
encompass more than just the child’s appraisals of the players, spaces, and events that
constitute his or her network. Stressors, then, are used to describe both internal and
external stimuli—inclusive of interpersonal relationships—that the child appraises as
physically, psychologically, and/or physiologically distressing (Aldwin, 2007; Lazarus &
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Folkman, 1984; Nastasi et al., 1998, 2010). Supports, on the other hand, are
conceptualized as internal and external experiences that alleviate negative physical,
psychological, and/or physiological states and/or augment positive ones (Aldwin, 2007;
Nastasi et al., 1998, 2010; Nastasi & International Psychological Well-Being Team,
2012). Although use of the terms stressors and supports is meant to be comprehensive,
the terms social stressors and social supports are still used throughout to specify triggers
that are derived explicitly from the child’s social sphere.
As noted earlier, the child’s relationships can function as stressors and/or supports
in and of themselves. However, specific interchanges or activities that occur within each
relationship also can be appraised as stressful and/or supportive. These specific
exchanges are important to identify as they not only comprise the content or functional
dimension of children’s social worlds (Gottlieb & Bergen, 2010; Tardy, 1985); they may
also implicate the reasons that children appraise their relationships as stressful,
supportive, or ambivalent in toto (House et al., 1988; Vangelisti, 2009).
In sum, exploration of children’s social worlds is a complex task, involving
constructs that are related but conceptually distinct (Barrera, 1986). Thus, clarity about
relevant terms is necessary to gain unequivocal insight about current knowledge and
extant questions, particularly because the current literature has so often used these terms
interchangeably and ambiguously (Barrera, 1986; Gottlieb & Bergen, 2010; Newcomb,
1990; Williams et al., 2004). Although the presented terms do not capture all aspects of
children’s social milieu, they reflect the constructs relevant to the present analysis.
Ecomaps and ecomapping. Due to the recent introduction and rare use of the
ecomap in empirical research with children (Rempel, Neufeld, & Kushner, 2007), a brief

7
description of the qualitative tool is necessary. According to Nastasi and colleagues
(2011), the ecomap is a paper-and-pencil drawing that individuals create to (a) depict the
relationships that comprise their current social networks; and (b) to highlight their
appraisals of those relationships as stressful, supportive, or ambivalent. In most cases, a
corresponding interview is conducted to provide additional details and/or narratives about
the relationships depicted (e.g., Tsibidaki & Tsamparli, 2007; Yanicki, 2005), but a
handful of studies have demonstrated the promise and utility of the tool without the
corresponding interview (e.g., Calix, 2004; Rickert & Rettig, 2006).
Although the style and design of ecomaps vary greatly across studies (e.g.,
Baumgartner, Burnett, DiCarlo, & Buchanan, 2012; Correa, Bonilla, & ReyesMacPherson, 2011; Early, Smith, Todd, & Beem, 2000), ecomaps appear to be
classifiable according to the focus or center of the ecomap drawing itself; in other words,
the individual and/or social group of interest to the researcher or practitioner. Ecomaps,
therefore, can be egocentric (individual-focused; McCarty, 2002), sociocentric (groupfocused; Richardson & Derezotes, 2010), or blended (focused on the group as well as an
individual or individuals within the group; Clausson & Berg, 2008); and as a result, they
can potentially identify interpersonal connections, person-to-systems relations, system-topersons interactions, and/or system-to-system links. This level of adaptability is a
defining feature of the ecomap and can be considered its strength, particularly when
compared to traditional social support and social network measures that place restrictions
on who or what children can identify and rate as part of their social spheres (e.g., Franco
& Levitt, 1997; Hatzenbuehler, McLaughlin, & Xuan, 2012).
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Whereas the ecomap is a tool, ecomapping is the process by which ecomaps and
ecomap interviews are generated. Generation can occur in a multitude of ways, but the
process itself can be defined by the degree of autonomy that the interviewer and
interviewee possess over the construction of the map. Hence, the process can be (a)
interviewer-centered, wherein the interviewer asks specific guiding questions and
controls the drawing and transcription of all narratives; (b) interviewee-centered, wherein
the ecomap is drawn and written by the interviewee with minimal guidance, questioning,
and prompting by the interviewer; or (c) collaborative, wherein the interviewer and
interviewee act as co-creators during an on-going discussion about the depicted
relationships (Ray & Street, 2005). Thus, when conducted collaboratively, the ecomap is
capable of uncovering an expansive number of social relationships across a multitude of
environments, unlike many relationship measures that tend to limit the number and types
of individuals that children can report (Correa et al., 2011).
Summary of key terms. In summary, exploration of the presented constructs
(social networks, stressors, and supports) will render a comprehensive, albeit incomplete,
snapshot of international children’s social spheres, allowing for the simultaneous
discovery of social factors that can increase and/or decrease a child’s vulnerability to
maladaptive outcomes (Nastasi et al., 1998; Spencer, 2006). Using the ecomap, the
analysis helped to identify cross-cultural themes and patterns associated with the
individuals, spaces, events, and ideas that are perceived as challenges and/or supports to
global children.
Theoretical Frameworks for Understanding Children’s Social Worlds
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Children’s social development occurs within a variety of ecological contexts,
characterized by reciprocal interactions between the child and his or her physical and
sociocultural environments (Fischer & Bidell, 2006; Nastasi et al., 1998; Spencer, 2006).
As such, exploration of children’s social networks, stressors, and supports requires an
ecologically-sensitive approach that can incorporate the various contexts that are
imperative to social development. Although an undoubtedly complex task,
Bronfenbrenner’s (1979, 1986) ecological systems theory (EST), Spencer’s (2006)
phenomenological variant of ecological systems theory (PVEST), and Nastasi et al.’s
(1998) conceptual model of psychological well-being (PWB) provide guiding
frameworks that allow researchers and practitioners to: (a) systematically deconstruct and
reconstruct children’s social networks; (b) methodically contextualize children’s social
stressors and supports within the confines of their sociocultural and physical
environments; and (c) conduct rich and comprehensive cross-cultural analyses of
children’s social relationships, thoroughly attending to patterns of similarities and
differences. All three theoretical frameworks suggest multiple levels of influence across
the life span, and they all highlight a dynamic relationship between the individual and his
or her surroundings.
At the center of EST, PVEST, and PWB is the child and his or her development.
This focus is critical, as it highlights one of Spencer’s (2006) unique contributions to the
conceptualization of children’s social development. According to Spencer (2006), the
child’s experience of stress and support is mediated by the child’s phenomenology about
him/herself and the extant risk, promotive, and protective factors in his/her environment.
Variations in phenomenology help to explain the wide range of adaptive and maladaptive
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outcomes that children in similarly vulnerable situations experience (Gottlieb & Bergen,
2010; Lazarus & Folkman, 1984; Spencer, 2006). They also explain another fundamental
proposition in Spencer’s PVEST model, that is, that personal phenomenology creates
both personal and subgroup cultures that are evident at each level of Bronfenbrenner’s
EST. Consistent with this proposal and as a response to the extant diversity, Nastasi et al.
(1998) and Nastasi, Moore, and Varjas (2004) argued that the most meaningful way to
make sense of these variations is to engage children in a process that allows them to
openly detail their beliefs about their social relationships, particularly when working with
children from different cultural backgrounds. These open-ended methods, such as
ecomapping, provide children with opportunities to define empirical constructs as they
understand them, helping to support or challenge notions of conceptual equivalence
across groups.
Bronfenbrenner’s (1979; 1986) EST outlines the multiple systems of influence
that shape the child’s development, ranging from proximal to distal systems, and known
as the micro-, meso-, exo-, macro-, and chronosystems. At the micro-level, the child
interacts directly with others within an individual setting, engages in a defined set of
activities, and is socialized according to a set of roles and expectations. In these proximal
settings, the child develops a number of social relationships and interacts with them on a
face-to-face basis (Boocock & Scott, 2005). However, the child is not restricted to one
micro setting; he or she traverses a multitude of microsystems, and the individuals, roles,
and expectations of those systems interact and shape each other, creating what
Bronfenbrenner calls the mesosystem.
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Indirect influences also are evident, occurring at the exo-, macro-, and
chronosystem levels (Bronfenbrenner, 1979; 1986). Although the child possesses
minimal control or direct influence at these distal levels, the decisions and events that
transpire here—such as in the exosystem where decisions are made that can affect the
adults in the child’s life which in turn impacts the child—define the norms, opportunities,
and access that shape the child’s social experiences. Government policies, publicized
events, popular media, and the combined influences of the multiple ecologies produce a
cultural macrosystem that helps to define the roles, expectations, and social opportunities
that emerge during the child’s lifetime. Although attention can focus on contemporaneous
contexts (i.e., Bronfenbrenner’s chronosystem), Spencer (2006) emphasized that a
consideration of historical norms, ideologies, and events also must be applied,
particularly when conducting research with highly vulnerable children.
Both PWB and PVEST provide guidance about system-specific factors that
influence the child’s social development. Nastasi et al. (1998), for instance, suggests a
number of microsystems with which the child likely interacts, such as the family, peer
group, and school staff. More importantly, however, both models suggest that identified
sociocultural connections can function as both risks and strengths, highlighting the
importance of comprehensive analyses that explore risk, protective, and promotive
factors. According to both Spencer (2006) and Nastasi et al. (1998), holistic approaches
to research provide the most accurate picture of the child’s social world and his or her
vulnerabilities. Thus, aligned with these theories, the present paper assumes an ecological
and phenomenological approach to exploring children’s social worlds.
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Chapter 2
Literature Review
With a quickly growing database on children’s social networks, stressors, and
supports, knowledge of children’s social worlds is becoming increasingly sophisticated
and increasingly expansive. Thus, to narrow the search, only meta-analyses, literature
reviews, and qualitative and quantitative empirical analyses about children’s social
networks, stressors, and supports published in the last 20 years were used. However, a
handful of seminal papers that pre-date 1994 also were included. Available
dissertation/thesis publications and unpublished-but-accepted manuscripts also were
incorporated when applicable.
To find the publications, the author utilized a university-sponsored comprehensive
database that streamlined multiple databases, such as EBSCOhost, ERIC, JSTOR,
PsycInfo, and SAGE Journals Online, into a single search engine. Using this search
engine, the following meta-constructs were searched: social supports, stress, coping, and
ecomap. Identified articles and books— particularly meta-analyses and reviews—were
first selected to gauge current conceptualizations of the identified constructs. References
in those publications were then searched and reviewed, allowing the author to further
refine her understanding of the relevant constructs.
Although the initial meta-analyses, reviews, and empirical papers were useful and
important, most of the publications—with the exception of those about stress—were
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adult-oriented, thus requiring a more focused search of the identified constructs. Thus,
the terms child, children, youth, and adolescents were incorporated into all searches of
the meta-constructs. Furthermore, based on the results and review of the initial search, the
following terms were added to the subsequent searches: social network/structure/
composition; perceived/received/enacted support; and social/interpersonal
stress/stressors. Similar to the first step, relevant references—specifically empirical
analyses—within each article were identified.
Finally, given the cross-cultural nature of the proposed analysis, a third search
term was used in conjunction with those previously noted, that is, cross-cultural. To
promote a comprehensive search, various permutations of the combined search terms
(e.g., social support, child, and cross-cultural; or social support, youth, and crosscultural) were used. Similar to previous steps, references within each identified article
were searched when relevant.
The Structure of Children’s Social Worlds
Research about children’s social structures has taken flight only in the last 30
years, as emphasis had been previously placed on adult social networks (Belle, 1989;
Bost, 1995; Chu, Saucier, & Hafner, 2010; Nestmann & Hurrelmann, 1994). In spite of
this relatively short history, the literature has proliferated, continuously evincing its value
and distinctiveness from the adult literature (Boocock & Scott, 2005). In fact, by studying
children’s social structures, researchers and practitioners have been able to (a) capture
snapshots of children’s unique social ecologies (Bryant, 1985); (b) gain understanding of
children’s potential support resources (Barrera, 1986); (c) approximate children’s
perspectives of their embeddedness, or connectedness, to their social environments
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(Barrera, 1986; Cohen & Wills, 1985); and (d) comprehend the relationship between
children’s social structures and their competence and well-being (Holder, 2012). In fact,
the research on children’s social structures has revealed a number of prevailing patterns,
but the most prevalent—and perhaps the most noteworthy—has been the importance of
sociocultural factors on the characteristics of children’s social networks, prompting a
succession of research questions about diverse and vulnerable children’s social structures
(e.g., Guralnick, Connor, & Johnson, 2011; Hatzenbuehler et al., 2012; Raghavendra,
Olsson, Sampson, McInerney, & Connell, 2012). As a result, this body of literature is
quickly evolving, expanding not only in its research questions but also in its techniques
for data collection and analysis.
Network size patterns. Typically assessed through semi-structured interviews
(e.g., Bost, 1995; Datnow & Cooper, 1997), network nomination forms (e.g.,
Hatzenbuehler et al., 2012; Windzio & Bicer, 2013), guided questionnaires (e.g.,
Raghavendra et al., 2012), and visual mapping techniques (e.g., Baumgartner et al., 2012;
Sturgess, Dunn, & Davies, 2001; Levitt, Guacci-Franco, & Levitt, 1993; Lizardi &
Carregari, 2015), children’s network sizes have been shown to vary greatly in the
literature, depending on the type of instrument used and its set parameters. For instance,
network nomination forms typically limit the quantities and, in some cases, types of
relationships that can be reported, such as five best friends or five acquaintances (e.g.,
Hatzenbuehler et al., 2012), resulting in restricted network sizes that can vary greatly
from studies that use open-ended methodologies, like semi-structured interviews and
visual mapping. Thus, cross-study comparisons can be difficult and sometimes
impossible, indicating the need for more systematic cross-cultural analyses.
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Although most studies in the literature have utilized close-ended methodologies to
study children’s network sizes (Burnett, 2010), a growing trend in the last 20 years has
demonstrated that researchers interested in children’s social ecologies are placing more
value on developmentally-appropriate and open-ended research methods (Baumgartner et
al., 2012; Gödde & Engfer, 1994; Summerville, 2013). Using these techniques,
researchers have been able to demonstrate that children across age, gender,
socioeconomic status, race/ethnicity, and developmental abilities tend to report large
network sizes (e.g., Samuelsson, 1997), although open-ended studies have consistently
shown that these trends tend to shift as the child’s sociocultural experiences change (e.g.,
Carpenter-Aeby, Aeby, & Boyd, 2007; Feiring & Lewis, 1987, 1989; Levitt et al., 1993).
Thus far, the most consistent predictor of change in children’s network size is age.
Studies in the last 30 years have repeatedly demonstrated that children’s network sizes
tend to increase as they get older (Bost, Vaughn, Boston, Kazura, & O’Neal, 2004;
Feiring & Lewis, 1987, 1989; Levitt et al., 1993; Summerville, 2013) and then stabilize
during mid- to late adolescence, but then shift again just after secondary school
(Değirmencioğlu, Urberg, Tolson, & Richard, 1998). This is a logical developmental
trend, given that older children tend to be exposed to a greater number of ecological
contexts (Boocock & Scott, 2005). Consistent with this experiential explanation, less
predictable differences have been observed across gender, race/ethnicity, and
socioeconomic status (e.g., Samuelsson, 1997; Zelkowitz, 1989), as the effects of these
variables are heavily dependent on their culturally-assigned values, particularly as they
relate to children’s opportunities and access to different ecological contexts
(Bronfenbrenner, 1979; García Coll et la., 1996; Spencer, 2006). For instance, studies
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from the 1980s repeatedly demonstrated that American male youth maintained
significantly larger network sizes than females, as males within that time period were
more likely to be involved in out-of-school activities than their female counterparts
(Feiring & Lewis, 1989). More recently, however, studies have shown that American
female network sizes are more likely to be larger than those of their male counterparts
(e.g., Bost et al., 2004), aligning with macro-level changes in attitudes about female
participation in different academic and afterschool activities (Orr, 2011). Thus, variations
in children’s network sizes must be conceptualized within the specific sociocultural
contexts that define children’s opportunities and access to multiple ecological settings.
Embeddedness (social support network size). In most cases, researchers are not
singly interested in children’s network sizes, as the literature has consistently shown that
network size by itself does not implicate children’s competence and well-being (Chu et
al., 2010). Instead, researchers have focused their interests on identifying the number of
supportive individuals within the child’s social network (e.g., Cairns, Leung, Buchanan,
& Cairns, 1995; Crosnoe, 2000; Gest, Graham-Bermann, & Hartup, 2001). This way,
researchers have been able to approximate the child’s embeddedness within, or
connectedness to, his or her social environment (Cohen & Wills, 1984; Ueno, 2005). The
distinction between general social networks and social support networks is important
because, unlike the former, members of the latter may act as children’s social compasses
who can reinforce and/or punish children’s feelings and beliefs about their self-worth and
social competence, thereby perpetuating a cycle that can either encourage or discourage
further embeddedness within their social groups (Hartup, 1996; Holder & Coleman,
2009; Shute, De Blasio, & Williamson, 2002; Ueno, 2005). Aligned with this theory,
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embeddedness has been shown to correlate with a number of adaptive social-emotional
outcomes, such as lowered depressive symptoms (Ueno, 2005), and competencies, such
as empathy (Oberle, Schonert-Reichl, & Thomson, 2010). Unfortunately, the majority of
findings about connectedness and their associated correlates are based on adolescent and
adult samples (Holder & Coleman, 2009), resulting in a knowledge gap about youth in
early and middle childhood.
Like network size patterns, social support network correlates appear to be
susceptible to sociocultural influences. For instance, in middle childhood, Oberle and
colleagues (2010) found that connectedness with peers in a Western Canadian urban
school was positively correlated with empathy among the females in their sample; but
among the males, a significant inverse relationship was uncovered (aged 9 – 11 years).
That is, males with a greater number of friends were more likely to score lower on a
measure of empathic concern than males with smaller peer network sizes, suggesting that
empathic behaviors were not socially valued among the sampled males at that Western
Canadian school (Oberle et al., 2010). These findings are in direct contrast to Wölfer,
Cortina, and Baumert’s (2012) study with German adolescents (M age = 13.67 years)
attending public schools of differing academic rigor. Not only did they find a significant
positive relationship between embeddedness and empathy among males and females;
they also found that embedded youth were significantly more empathic if they attended
academically advanced schools and were enrolled in classes that fostered class-wide peer
acceptance. These results suggest that in these environments, cognitively gifted youth
may develop greater levels of empathy if they are provided with and supported by
system- or class-wide opportunities to engage in empathic behaviors (Wölfer et al.,
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2012), supporting the notion that embeddedness correlates, like network size, must be
contextualized within specific ecological frameworks.
Given the complexity of the embeddedness construct, measurement is,
unsurprisingly, greatly variable across studies (Cohen & Wills, 1984; Chu et al., 2010;
Ueno, 2005). Not only are different aspects of the construct measured—ranging from the
cognitive (e.g., perceptions of belongingness; Baumeister & Leary, 1995) to the structural
(e.g., the number of best and close friends; Gest et al., 2001)—but the tools and analyses
that are used to explore a single dimension also are greatly varied. To assess support
network size, for instance, researchers have utilized questionnaires, network nomination
forms, and visual mapping techniques, identical to those that are used to explore general
network size (Burnett, 2010). By summing the number of supports that the child
identifies, researchers have applied either egocentric (child-focused) or sociocentric
(network-focused) analyses to uncover the extent to which the child is embedded in his or
her social environment (Ueno, 2005). Still, despite the extant diversity, the one
characteristic that links these measures and analyses together is their focus on the child’s
supportive relationships. Thus, stressors within children’s social networks are completely
disregarded (Gödde & Engfer, 1994), which is problematic given that perceptions of selfworth and social competence are as much affected by one’s stressful relationships as they
are the supportive ones (Baumeister & Leary, 1995; Coyne & DeLongis, 1986; Harter,
1999; Higgins, 1987; Holder & Coleman, 2009). Thus, to expand the study of
embeddedness among children, studies are needed that assess the balance of supports and
stressors within the child’s social network.
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Using the ecomap, Summerville (2013) accomplished just that with a sample of
African American children (aged 6 – 10 years) in a New Orleans public school. The
school was considered a low resource, high need school. First, she transformed children’s
appraisals of their relationships into numeric codes (i.e., 1 – support; 1.5 – ambivalent; 2
– stressor) and then calculated a total Stress-Support Index (SSI) score by deriving the
mean of all drawn appraisals, with higher scores representing lower degrees of
embeddedness. Finally, Summerville (2013) conducted a correlation analysis with the
total SSI and the social-emotional domains on the Behavioral Assessment System for
Children, Second Edition (BASC-2; Reynolds & Kamphaus, 2004). She found that the
Total/Overall, School Adult, and Peer-Friend SSIs had statistically significant
correlations with students’ Attitude to Teachers, indicating that children with higher
degrees of embeddedness in total, with school staff, and with peers were more likely to
have positive attitudes toward their teachers. Aligned with current theory about social
embeddedness, Summerville’s (2013) findings suggest that a positive attitude toward
teachers is a valued competency among those youth and school staff. Thus, the ecomap
may be a viable option for deriving children’s embeddedness scores that incorporate both
stressors and supports, particularly as the ecomap is child-friendly, efficient, and openended enough to allow children free reign to discuss the stressors and supports in their
social networks (Driessnack, 2009; Nastasi et al., 2011; Summerville, 2013).
Network composition. In addition to network size, children’s social structures
are characterized by the actors, spaces, and/or events that comprise them (Tardy, 1985).
These network members are critical to ascertain because they give meaning to the child’s
social world. Not only do they implicate the child’s exposure to specific social ecologies,
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they also suggest the types of opportunities that children possess to learn, practice, and
even teach culturally valued beliefs and behaviors (Hartup, 1996). Moreover, network
members can inform researchers and practitioners of the child’s potential support
resources, regardless of how each network member is appraised (Barrera, 1986).
Like network size, network composition and its associated appraisals can be
assessed using semi-structured interviews, questionnaires, checklists, and visual mapping
techniques. Each instrument, like network size instruments, is defined by different sets of
parameters that can promote or inhibit in-depth exploration of children’s network
composition (Burnett, 2010; Phelan, Davidson, & Cao, 1991). Specifically, some
measures restrict children’s responses to: (a) one or more prescribed ecological contexts
(e.g., home, school, and/or neighborhood; Sturgess et al., 2001); and/or to (b) a predetermined list of network members (e.g., DeRosier & Kupersmidt, 1991; Furman &
Buhrmester, 1985). Overall, of all the available options, semi-structured interviews and
visual mapping techniques present with the least restrictions, but even they are not
without their limitations (Burnett, 2010; Gödde & Engfer, 1994). For example, Sturgess
and colleagues (2001) used a visual mapping strategy known as the Four Field Map to
guide children to draw the people that they really love, love, like, dislike, and really
dislike into one of five concentric circles. Although potentially extensive, the Four Field
Map simultaneously limits network membership to those who function within four
specific ecological settings, namely, the home, school, relatives, and friends/neighbors.
This limitation may preclude a consideration of individuals from other relevant ecologies,
such as those in community mental health agencies (Burnett, 2010). In comparison, the
ecomap encourages children not only to describe all the individuals who are important to
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them; it also asks them to consider the important events and spaces that comprise their
social worlds (e.g., Nastasi et al., 2011; Summerville, 2013). Thus, open-ended strategies,
like the ecomap, likely provide the most meaningful opportunities for children to fully
engage and describe the unique composition of their social networks, a quality that is
especially important when working with diverse children whose relationships and
experiences may not fit a prescribed, or etic-defined, checklist.
In spite of extant methodological variations, general patterns about network
composition can still be generated, guiding current understanding about children’s social
networks. Like network size, composition patterns are susceptible to individual and
sociocultural factors, resulting in network configuration differences (Bost et al., 2004;
Franco & Levitt, 1997). As noted earlier, children’s relationships develop within the
confines of available ecological settings, and access is circumscribed by macro- and
micro-level value systems as well as the child’s age (Bronfenbrenner, 1979; Datnow &
Cooper, 1997; Horton, Kraftl, & Tucker, 2011; Spencer, 2006). That is, as children get
older, they grow increasingly mobile and autonomous, making access to different
ecological settings less challenging and more likely (Bost et al., 2004; Cunningham,
1999; Horton et al., 2011; Samuelsson, 1997), and as a result, the literature has
consistently shown that older children tend to report more relationships and relationship
types than younger children do (e.g., Bost et al., 2004; Levitt et al., 1993).
Although network composition is widely varied among children, common
relationships are evident in the literature. These include immediate family members (i.e.,
parents and siblings; Baumgarner et al., 2012; Curry, Fazio-Griffith, & Rohr, 2008;
Franco & Levitt, 1997), peers/friends (Bost et al., 2004; Datnow & Cooper, 1997; Gödde
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& Engfer, 1994; Windzio & Bicer, 2013), extended family (House et al., 1988; Levitt et
al., 1993), and teachers (Furman & Buhrmester, 1985; Reid et al., 1989). Less common
but nonetheless identified network members have included neighbors (Bost et al., 2004),
technology/media (Driessnack, 2009), pets (Baumgartner et al., 2012), members of
religious communities (House et al., 1988), the natural environment (Nastasi et al., 2011),
and even specific locations (Baumgartner et al., 2012). Clearly, the present list is not
complete nor is it exhaustive, as the potential for reports of numerous other relationships
is expansive. Accordingly, the importance of using open-ended methodologies is even
more apparent, especially when considering populations of children who are less
prominent in the empirical database, namely, diverse and international children.
Summary of current knowledge and gaps in the literature. In the last 30 years,
the literature on children’s social structures has greatly proliferated. Much is now known
about children’s network sizes and composition, as well as the factors that likely
contribute to their characteristics. Although some structural patterns are common across
populations, a growing body of research with diverse and international children has
suggested that specific structural attributes are heavily dependent on environmental and
sociocultural characteristics. Unfortunately, this conclusion has been based primarily on a
systematic synthesis of numerous studies that were conducted with single-group (i.e.,
race/ethnicity and SES) populations, not on a body of cross-cultural research. In fact,
cross-cultural studies on children’s social structures have rarely been conducted, and
those that are in existence have used questionable methodologies (e.g., use of measures
normed in the United States). Thus, cross-cultural structural analyses are needed to
understand the extent of these structural variations across cultures, and the ecomap is a
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viable option to do so. As a drawing-based tool, children are more likely to be engaged in
an interview process about their social structures, thereby encouraging greater detail
about their network sizes and composition (Gödde & Engfer, 1994; Driessnack, 2005;
Wesson & Salmon, 2001).
The Functions, or Content, of Children’s Social Relationships
Comprising children’s social structures is the constellation of interactions among
the child’s network members, including the child him or herself. These interchanges—
measured as the frequency in which these interactions, or enactments, occur—have been
theorized to serve certain purposes, and some research suggests that they contribute to
children’s overall evaluations of their social connections (e.g., Dubow & Ullman, 1989;
House et al., 1988). The present study draws from the literature on stress, coping, and
social support to conceptualize the content of children’s relationships as either stressors
or supports, with the caveat that the listed categories may not necessarily reflect
children’s real-life appraisals of the theoretically-defined interactions. In other words,
although children may report the occurrence of empirically-defined stressors and/or
supports (e.g., yelling from a teacher or academic help from a peer, respectively), they
may not necessarily appraise the interchanges as such, primarily because individual
appraisals are heavily influenced by the source, context, and/or manner in which the
stressor or support occurs (Aldwin, 2007; Beck, 1995; Vangelisti, 2009). Nonetheless,
analysis of the dominant stressor and support types is imperative because it allows for a
comprehensive critique of their use in the literature, particularly as they relate to
internationally diverse children. It also provides a foundation for understanding
children’s the types of stressors and supports that children may encounter.
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Social support types. Knowledge of children’s support typologies is based on
theory and research about social supports among primarily European American adults
(see Barrera, 1986; Cohen & Wills, 1985; Tardy 1985); and for the most part, the
literature on children’s enacted supports has not strayed from those traditions (Malecki &
Demaray, 2003). In fact, most studies that explore children’s support types and their
associated correlates have used standardized tools modeled after the adult factor
structure, which defines emotional, instrumental/tangible, informational/guidance,
esteem/appraisal, and companionship supports as universally-applicable support
constructs. Using this model, questionnaires have been generated that were normed with
primarily European-background youth from the United States, Canada, Western Europe,
and, more recently, Australia. This a priori framework has been used to guide exploration
in the majority of quantitative (e.g., Demaray & Malecki, 2003; Dubow & Ullman, 1989;
Malecki & Demaray, 2003; Reid et al., 1989) and some qualitative studies (e.g.,
Baumgartner et al., 2012; Burnett, 2010; Martinez & Abrams, 2013), in spite of the fact
that factor loadings with children have not always fit the adult scheme (e.g., Cauce et al.,
1994; Demaray & Malecki, 2003; Dubow & Ullman, 1989), and evidence from available
international studies suggests that support behaviors from different cultures may not fit
neatly into the prescribed factor structure (Harrison, Stewart, Myambo, & Teveraishe,
1997; Wesiner, 1989). Because factor variations also are evident in the adult literature,
researchers have speculated that differences may be due to item inconsistencies across
measures and/or sociocultural incongruities (Cohen & Wills, 1985). With knowledge
from the child-based literature, it also is likely that developmental differences affect the
validity of adult-based constructs in research with children (Demaray & Malecki, 2003;
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Dubow & Ullman, 1989). Thus, to gain a better sense of developmentally and culturally
relevant support behaviors, more exploratory studies with diverse and international youth
are needed to better understand the types of supports applicable to children, yielding less
than fully accurate representations of children’s social interactions (Gordon, 2011;
Hitchcock et al., 2005).
In addition to the adult-based (AB) classification system, developmentally-based
(DB) factor structures have been introduced to address extant factorial incongruities.
However, in spite of its foundation in developmental theory and research, children’s
voices were not used to formulate the DB categories, and, with few exceptions, use of
these systems have been limited to the United States (e.g., Bost, 1995; Bost et al., 2004;
DeRosier & Kupersmidt, 1991; Furman & Buhrmester, 1985; Harrison et al., 1997;
Zelkowitz, 1989). In addition, much overlap exists in the types of constructs that are used
between the two systems (Malecki & Demaray, 2003), but DB factor structures are
nonetheless sensitive to the fact that children’s social connections are qualitatively
different from adult relationships (Belle, 1989). For instance, Zelkowitz (1989) and Belle
(1989) noted that unlike many adults, children’s social structures are marked by
relationships that are both horizontal (i.e., peer-to-peer) and vertical (i.e., adult-to-child)
with respect to the distribution of power; and, in fact, many of these peer and adult
relationships are limited to the ecologies that adults choose for them, such as certain
schools, clubs, and even certain neighbors. So, unlike many adults, children are
dependent on others to survive, develop, and thrive. Thus, as one example, Zelkowitz
(1989) applied the category of daily/occasional maintenance in her social support schema
for pre-school aged children, emphasizing the fact that young children inevitably require
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assistance completing basic maintenance tasks, like feeding, bathing, and getting dressed.
Also, because play is fundamental to children’s development (Burriss & Tsao, 2002;
Oswald, Krappmann, Uhlendorff, & Weiss, 1994), Zelkowitz (1989) incorporated a
recreational support category to identify the individuals with whom children have fun or
play, although it is similar to the AB category of companionship support.
Furman and Buhrmester (1985) also used a developmental approach to create
their support classification system. Specifically, they incorporated elements of attachment
research, so in addition to applying the constructs of instrumental, appraisal, and
companionship support, they established the following support categories: (a) reliable
alliance, or degree of dependability; (b) affection, or support enacted by show of physical
affection; and (c) intimacy, or support received when engaging in intimate disclosure.
Although this system has been used with youth in international settings (e.g., the United
States, Costa Rica, & Zimbabwe), its factor structure has not been consistently uniform
across sampled populations. For instance, among Zimbabwean youth aged 13 – 15 from
both urban and rural settings, items representing instrumental support and affection did
not cluster as two discrete factors but instead formed one construct (Harrison et al.,
1997), suggesting that the behaviors defining affection and instrumental support are
unified for the sample of Zimbabwean youth. Thus, international youth phenomenology
are needed to inform researchers about the behaviors that define types of supports
relevant to youth experiences.
In spite of the extant diversity, current factor structures have been used
extensively to identify relationships between enacted support types and children’s wellbeing and functioning. Thus, the following subsections detail current research about
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emotional, instrumental/tangible, informational, esteem/appraisal, and companionship
supports.
Emotional support. Emotional support is the constellation of interactions that
maintain, enhance, or encourage positive emotions, independent of or in the face of a
negative emotional state (Tardy, 1985). In general, standardized instruments that assess
enacted emotional support include items that assess the frequency in which others have
provided such support, such as, (a) “How often does somebody cheer you up when you
lose a game”; and (b) “When you are happy, how often can you find someone who will
be happy with you” (Dubow & Ullman, 1989, p. 56). Although items are diverse and may
accurately depict children’s experiences, most emotional support questionnaires have
been generated without the child’s perspective, in spite of the fact that research has
shown that children can meaningfully contribute to the research process (Hogan, 2005;
Nastasi, 2014). Without consideration of the child’s voice, existing surveys may not be
sensitive enough to capture the expanse of child- and culturally-relevant emotional
supports. For instance, in an observational study with Abaluyia families in Kenya,
Weisner (1989) reported that ‘teasing’ was a consistent behavior that parents used to
make their young children smile when they were crying or upset, suggesting that teasing
in the Abaluyia culture may have been a form of emotional support, and one that would
not have been represented in any of the currently available measures. Thus, the empirical
database is in need of analyses that explore diverse and international children’s
phenomenology about developmentally- and culturally-relevant emotional supports.
Instrumental/tangible support. Instrumental or tangible support refers to
interactions that provide material aid and/or tangible resources to the child, such as
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money, food, and/or clothing (Cohen & Wills, 1985). Unlike emotional support,
however, enacted instrumental support has not demonstrated consistent correlations with
well-being and development (Cohen & Wills, 1985; Malecki & Demaray, 2003); and
likely due to this inconsistency, the effects of instrumental support have not been
extensively studied among children (Malecki & Demaray, 2003). However, variable
relationships are not necessarily indicative of chance findings. They may, in fact, point to
the influence of context or perhaps even the limitations of currently available measures
(Gottlieb & Bergen, 2010). Further, instrumental support may support one’s
psychological health only if it is (a) desired; (b) perceived as non-threatening, beneficial,
and/or non-costly; and/or (c) warranted or necessary (Vangelisti, 2009). Consistent with
this idea, Cheng (1998) found that instrumental support was inversely and significantly
related to the depressive symptoms of Chinese adolescent males but not for adolescent
females (M age = 14.9 years), a pattern that she attributed to the higher achievement
needs and pressures of the male participants. Thus, for her male participants, instrumental
support may have been perceived as a desired, beneficial, and necessary form of social
support, targeting their need for high achievement.
Informational/guidance support. Informational/guidance support describes
interactions that help children understand, process, and generate solutions for managing
or improving their life events, particularly those that are appraised as stressful or
challenging (Cohen & Wills, 1985). Like instrumental support, the effects of
informational support have been rarely studied, although a number of studies have
demonstrated that adults—principally parents and sometimes teachers—tend to be the
primary sources of children’s informational support (e.g., Hombrados-Mendieta, Gomez-
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Jacinto, Dominguez-Fuentes, Garcia-Leiva, & Castro, Travé, 2012; Malecki & Demaray,
2003). A review of the literature found that only one study conducted by Malecki and
Demaray (2003) analyzed the specific effects of informational support on American
children’s functioning (Grades 5 – 8; primarily Latin American and European American),
and regression analyses did not reveal any significant effects.
Esteem/appraisal support. Esteem or appraisal support refers to the interactions
that serve to enhance a person’s self-esteem or self-worth, such as when others recognize,
accept, and actively promote the person’s sense of overall worth and domain-specific
competence (e.g., academic, athletic, citizen) (Cohen & Wills, 1985; Harter, 1999). Like
instrumental and informational support, enacted esteem support and its effects are not
frequently researched in the literature (Malecki & Demaray, 2003). However, Malecki
and Demaray’s (2003) study on the effects of enacted support types with early
adolescents in the United States (Grades 5 – 8) suggests that esteem support on its own
may not actually correlate with indicators of well-being and development. Instead, they
found that only the combined effects of enacted emotional, informational, esteem, and
instrumental support was significantly correlated with children’s functioning.
Specifically, combined supports from parents were positively correlated with children’s
ratings of personal adjustment; and from teachers, cumulative supports were positively
and significantly correlated with prosocial skills, academic competence, and school
adjustment. However, esteem support contributed only minimally to the variance of the
overall adjustment R2 (β = .06, -.13, .01, .15, respectively).
Companionship support. Similar to Zelkowitz’s (1989) conceptualization of
recreational support, companionship support refers to interactions that are leisurely
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and/or fun, theorized to promote group affiliations and provide desirable options for
reducing stress (Cohen & Wills, 1985). Although an undoubtedly important concept for
youth, child studies on the effects of companionship support are non-existent, but
numerous studies have explored the characteristics of its enactment from parents,
teachers, and other youth. For instance, a number of studies have demonstrated that peers
are the primary source of companionship support among American (e.g., DeRosier &
Kupersmidt, 1991; Furman & Buhrmester, 1985; Reid et al., 1989) and European
Australian youth (Shute et al., 2002). However, cross-cultural analyses with children
from Costa Rica and the United States (DeRosier & Kupersmidt, 1991) as well as from
Indonesia and the United States (French, Rianasari, Pidada, Nelwan, & Buhrmester,
2001) have suggested that cultural values related to collectivism and individualism may
affect this companionship pattern. That is, whereas American children consistently
reported that their friends most frequently provided companionship support, Costa Rican
(Grades 4 – 6) and Indonesian youth (Grades 5 – 8) indicated that their mothers and
siblings most frequently fulfilled their companionship needs. Researchers in both studies
suggested that the prominence of the family in their cultures may have contributed to the
resultant patterns. They also noted that collectivistic values may either delay or suppress
the child’s desire to remove themselves from their families and affiliate more closely
with peers, a pattern that has been observed to begin during middle childhood in
individualistic cultures.
Cumulative enacted supports. In addition to the explication of specific support
categories, some studies have explored the cumulative effects of enacted supports using
measures that cover various support types (e.g., Colarossi & Eccles, 2003; Davidson et
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al., 2008; Malecki & Demaray, 2003, 2006). In these studies, enacted cumulative
supports have been shown to correlate with positive developmental outcomes, such as
improved academic performance among American youth at risk for school failure
(Malecki & Demaray, 2006); and improved transitions between Grades 7 and 8 among
Australian students attending Catholic schools (Waters, Lester, & Cross, 2014). The
results of these studies suggest that the general enactment of social supports is a
protective factor in the child’s life, buffering the relationship between presented risks and
potential negative outcomes.
Age differences also have been identified, with adolescents reporting lower
frequencies of cumulative supports than their younger counterparts (e.g., Malecki &
Demaray, 2003; Waters et al., 2014). This pattern of results further reinforces the notion
that adolescents may experience greater difficulty maintaining, seeking, and/or deriving
supports, particularly from adults. Although gender differences also have been studied,
the results are far more inconsistent, with some studies showing that females report
significantly greater frequencies of enacted supports (e.g., Davidson et al., 2008; Waters
et al., 2014) and others suggesting that gender differences are dependent on the person
providing the support (e.g., Malecki & Demaray, 2003). For instance, Malecki and
Demaray (2003) found that whereas American males and females (Grades 5 – 8;
primarily Latin American and African American) reported similar frequencies of parent
and teacher supports, females reported receiving significantly more supports from
classmates and close friends. Still, more studies are needed that can determine the factors
that influence gender differences across cultural contexts, as these differences bear
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implications for predicted risks, protection, and gender-specific prevention and
interventions.
Exposure to stressors. Whereas enacted supports have been identified as
protective and promotive factors in the child’s development, exposure to stressors—
especially compounded (i.e., multiple) and chronic (i.e., over a long period of time)
stressors—has been identified as a risk factor in the child’s life, correlated with a
multitude of maladaptive outcomes (Jewett, 1997; Roosa et al., 2010). Still, the
correlation is not perfect; and although most children are likely to face at least one
stressor each year (Cunningham, Mars, & Burns, 2012), most youth are resilient and can
successfully overcome their challenges—both normative and non-normative—without a
confluence of long-term negative consequences (Jewett, 1997). Those who are most
vulnerable are those who face multiple stressors over an extended period of time (i.e.,
both cumulative and chronic), such as those living in poverty or in countries that
systemically oppress certain groups (e.g., females, racial minorities, and/or sexual
minorities) (UNICEF, 2005).
Unlike the study of children’s enacted supports, the study of children’s exposure
to stressors is a well-developed area of research, comprised of a greater quantity of
analyses that involve diverse and international youth (Aldwin, 2007), although, like most
international studies, the majority are derived from youth populations in the United
States, Canada, and Western Europe (Brown & Larson, 2002). Still, the sheer volume of
these empirical analyses has demonstrated the complexity and range of children’s
stressors, making it difficult for researchers to agree on any one classification system
(Aldwin, 2007). Furthermore, unlike supports that are categorized according to their
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intended outcomes (e.g., emotional, instrumental, or esteem augmentation), stressors are
rarely, if ever, conceptualized according to their results. This is because stressor functions
are inextricably linked to their appraisals, so a single stressor may be associated with
multiple outcomes, depending on its unique effects on the child. For instance, based on
Lazarus and Folkman’s (1984) stress appraisal classification system of harm/loss, threat,
and challenge, the death of a parent/caregiver may function as both harm/loss and a threat
to the child’s livelihood and/or sense of security. Thus, stressors are typically
characterized according to source (e.g., self, interpersonal, or systemic) and/or duration of
exposure (e.g., acute, chronic, sequential, or intermittent) (Aldwin, 2007; Lazarus &
Folkman, 1984), but specific typologies vary greatly across studies.
In addition to variations in stressor classification systems, child-relevant stressors
are greatly diverse, differing according to the child’s maturation level, sociocultural
context, and environmental demands. In spite of the diversity, some stressors are wellestablished in the international literature, such as exposure to community violence (e.g.,
Overstreet, Dempsey, Graham, & Moely, 1999), interpersonal aggression (e.g., Nastasi et
al., 2011), and academic performance failures (e.g., Frydenberg, Lewis, Ardila, Cairns, &
Kennedy, 2001). Empirical patterns also suggest that females and American ethnic/racial
minorities tend to report greater exposure to stressors than their respective counterparts,
but these differences are not always consistent across studies nor across the types of
stressors (e.g., Murberg & Bru, 2004; Silverman, La Greca, & Wassterstein, 1995). Still,
knowledge of common stressors and stress exposure patterns bears important practical
implications. Namely, it can guide researchers and practitioners to make research-based
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decisions about prevention and intervention efforts with children, their families, and
schools.
Currently, most studies that explore the enactment of children’s stressors use
respondent-based surveys, typically checklists, that simultaneously assess the frequency
in which children are exposed to a predetermined list of stressors as well as children’s
subjective appraisals of them (e.g., DuongTran et. al, 1996; Quamma & Greenberg, 1994;
Siqueira, Spath, Dell’Aglio, & Koller, 2011; Williamson et al., 2003). Although the
results of these studies have been invaluable for determining the negative correlations
between stress exposure and well-being, the increased use of pre-determined checklists in
international and diverse settings has raised concerns about these instruments’ cultural,
developmental, and contextual appropriateness (Aldwin, 2007). Due to the preset nature
of these measures, their results may not adequately or accurately represent children’s
voices within the context of their respective environments (Nastasi et al., 1998). In fact,
the gravity of this consideration is underscored in a recent study conducted by RyanWenger, Sharrer, and Campbell (2005). In this study, the researchers compared American
children’s open-ended phenomenology about their stressors (Grades 2 – 6; primarily
European American, African American, and Latin American; collected in 2000) to the
stressors listed in seven different checklists that were published between 1972 and 1997.
Not surprisingly, Ryan-Wenger and colleagues (2005) found that each of the standardized
checklists were only able to capture less than 50% of the stressors that children identified
as being important to them, suggesting that the empirical literature is in dire need of
improved methods for identifying child-relevant stressors, particularly for use with
internationally diverse youth.
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Fortunately, a growing body of qualitative research has been able to slowly fill
this gap, shedding light not only globally relevant and culturally unique stressors, but also
on culturally and developmentally appropriate ways to engage children’s perspectives
about their stressors (e.g., Mosavel, Ahmed, Ports, & Simon, 2013; Nastasi et al., 1998,
2010, 2011). Thus, the following subsections highlight both common and unique personbased, interpersonal, and systemic-based stressors to which children have reported
exposure, with the caveat that most of the current findings have been derived from closeended surveys, meaning that the data are unlikely to represent the full range of stressors
to which children have been exposed. Because many of the identified stressors are social
in nature or implicate social functioning, subsections do not differentiate between social
and non-social stressors.
Self-based stressors. Self-based stressors are defined as stressors that stem from
the child’s cognitions about him or herself and are inherently linked to the child’s
experiences with sociocultural expectations. Person-based stressors are diverse, but
children in research have commonly identified at least three. They include concerns about
identity (e.g., Chung & Mohanty, 2014; Cunningham et al., 2012; Datnow & Cooper
1997); academic, social, and behavioral performance outcomes (DuongTran et al., 1996;
Huang & Menke, 2001; Nastasi et al., 2011); the future (Byrne & Mazanov, 2002;
DuongTran et al., 1996); and one’s physical health (Ryan-Wenger et al., 2005; Silverman
et al., 1995). However, caution must be taken in considering these results because most
available data have been derived from close-ended surveys, forcing a limit on the types of
stressors that youth can report.
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Interpersonal stressors. Perhaps reflective of the highly social nature of
children’s upbringing, most stressors that children report occur within the context of
social interchanges between the child and other persons or between/among others that the
child knows. Although some stressors are unique to individual ecologies (e.g., home,
school, peers), most interpersonal stressors are applicable across multiple settings,
implicating (a) children’s phenomenology about healthy and unhealthy social
interactions; and (b) the salience of certain stressors in children’s lives. Among those
identified, interpersonal aggression and violence is one of the most common, but specific
manifestations within each setting are highly variable (e.g., Hjern, Alfven, & Östberg,
2008; Jackson & Warren, 2000; Nastasi et al., 2011; Ryan-Wenger et al., 2005;
Silverman et al., 1995). Some examples include teasing in school (Nastasi et al., 2011),
parents being mean to or yelling at their children (Ryan-Wenger et al., 2005), parents
fighting with each other (D’Imperio et al., 2000; Huang & Menke, 2001), and hearing
others use “foul language” (Nastasi et al., 2011, p. 525).
Other interpersonal stressors that apply across ecologies include punishment by
authority figures and the death/loss, illness, and/or injury of loved ones, particularly
family and close friends (e.g., D’Imperio et al., 2000; Jackson & Warren, 2000; Nastasi et
al., 2011; Silverman et al., 1995). Specific to punishment, some examples include
scolding—especially public scolding—and physical forms of punishment, such as being
slapped (Nastasi et al., 2011). Related to loss, in addition to death, children have reported
that loss also can occur as the end of a friendship (Jackson and Warren, 2000), the loss of
a parent through divorce or separation (Huang & Menke, 2008), the loss of a family
member due to incarceration (D’Imperio et al., 2000), and even the break-up of an
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intimate relationship (Cunningham et al., 2012). Injuries and illnesses include the
hospitalization of family members (Williamson et al., 2003) and witnessing the violent
beating or shooting of a family member or friend (Cunningham et al., 2012; D’Imperio et
al., 2000). As indicated, the types of interpersonal stressors that children report are
greatly diverse, but very few international studies have systematically employed crosscultural approaches to compare and contrast reported stressors. Therefore, more studies
are needed that employ cross-cultural approaches in the analysis of children’s
interpersonal stressors.
Some interpersonal stressors are specific to the individual ecologies in which the
child is socialized, such as the home, school, and neighborhood. Specific to the youth’s
home/family life, for instance, children have indicated that parents can be sources of
stress, such as when they use drugs or alcohol (e.g., Huang & Menke, 2008; Nastasi et
al., 2011), place strict restrictions on youths’ social lives (e.g., DuongTran et al., 1996),
and have high, sometimes unrealistic expectations about the responsibilities, behaviors,
and performance that children should exhibit at home and at school (e.g., D’Imperio et
al., 2000; DuongTran et al., 1996). Specific to peers, children have indicated that the lack
of friendships and/or playmates is a source of distress (e.g., Huang & Menke, 2003), and
among adolescents, peer pressure (Cunningham, 1999).
Exosystem stressors. Exosystem stressors, which are stressors that stem from
indirect influences, are typically studied among adults (e.g., Turney, 2013), but some
researchers have explored youths’ exposure to and their appraisals of some exosystem
stressors, such as parents’ loss of jobs (Jackson & Warren, 2000), the imprisonment of a
close family member (D’Imperio et al., 2000), and the poor condition of resources at
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children’s schools (Nastasi et al., 2011). For example, among a sample of Singhalese 5th,
7th, and 9th graders in Sri Lanka, youth reported that a lack of school supplies and
materials in the school—a condition created by economic and governmental decisions to
allocate funding—was noted as a child-relevant stressor (Nastasi et al., 2011). Children
not only discussed the lack of books, pencils, and other supplies, they also reported
distress related to the lack of water, toilets, playground equipment, and a Buddhist shrine.
Still, more studies are needed that assess children’s acknowledgement and appraisals of
exosystemic events that may trigger distress.
Macrosystem stressors. The literature also is replete with youth reports of
macrosystemic stressors that affect children’s psychosocial functioning, ranging from
systemic concerns evident in schools, neighborhoods, and/or the local community to
systemic events that stem from more distal ecologies, such as policy decisions made at
the national level or national attitudes about social conditions and relations. Most often,
youth in the empirical literature—typically adolescents—have reported exposure to and
distress about poverty in their communities (e.g., Mosavel et al., 2013), especially when
it coexists with pervasive community violence and violent crimes (e.g., D’Imperio et al.,
2000; Frydenberg et al., 2001; Huang & Menke, 2001; Mosavel et al., 2013), drug use
and drug dealings (e.g., Huang & Menke, 2001; Mosavel et al., 2013; Nastasi et al.,
2011), and a lack of police intervention (Mosavel et al., 2013). Children also have
reported the effects of poverty at the school-wide level, which are inevitably intertwined
with exosystemic decisions affecting children’s access to quality materials and curricula,
such as books and playground equipment (e.g., Nastasi et al., 2011).
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Youth also have reported that racism and racial discrimination are macro-systemic
stressors that affect youth’s functioning in both negative and positive ways (e.g.,
Cunningham, 1999; Datnow & Cooper, 1997). In addition to the many examples of
compromised well-being with which racial discrimination is correlated (Spencer, 2006),
studies have shown that systemic discrimination can motivate youth to act as change
agents (e.g., Datnow & Cooper, 1997). For example, among a sample of African
American adolescents attending schools for gifted youth (Grades 10 – 12), students at one
school reported that they established the Black Awareness Club to “‘bring more Black
authors into the library’ and ‘make people aware of the accomplishments of African
Americans….We felt that there was a need for one in order to dispel stereotypes’”
(Datnow & Cooper, 1997, p. 66).
Adolescents also have indicated stressors that relate to the culture of their schools.
For instance, among a sample of Scandinavian children aged 10 – 18, youth indicated that
fast paced school work, an extensive exam load, and dangerous conditions at school all
are distressing to youth (Hjern et al., 2008). In addition, among a sample of sheltered
homeless children between the ages of 8 and 12 years old, youth indicated that specific
types of assignments are distressing, such as speaking in front of the class and taking tests
(Huang & Menke, 2001). Thus, overwhelming evidence suggests that children are aware
of and affected by macrosystemic conditions. However, most prescribed measures that
probe children’s exposure to stressors do not typically include questions about
macrosystemic events, failing to explore children’s phenomenology about the effects of
larger systems.
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Environmental stressors. Although most stress exposure surveys do not include
environmental factors, when given the opportunity, children in the literature have freely
indicated that extreme environmental conditions, some natural elements, and pollution
are stressors (Frydenberg et al., 2001; Nastasi et al., 2011). For instance, Singhalese
youth in Grades 5, 7, and 9 reported that tsunamis, landslides, monsoons, big animals,
and other environmental concerns are all stressors (Nastasi et al., 2011). According to
youth in that study, natural disasters like tsunamis and floods are stressful because of the
large-scale destruction that they can cause, such as damage to the community water
system and destruction to people’s homes. Thus, children in the empirical literature
demonstrate useful insight into the environmental factors that can be stressful to youth, so
more studies are needed that can engage children’s perspectives about stressors in the
physical environment.
Summary of current knowledge and gaps in the literature. In summary, the
literature on enacted supports and stressors offers a wealth of knowledge about the
factors that youth consider as stressors and supports. It also indicates their influence on
children’s well-being and development. However, given the diversity in extant findings
coupled with the limitations of most common methodologies, more studies are needed
that explore internationally diverse children’s perspectives about their stressors and
supports, particularly using a cross-cultural and open-ended approaches. Ultimately, their
perspectives will help to shed light on the accuracy of adult-generated classifications and
will help to refine available measures of enacted stressors and supports. Thus, the current
study aims to build on the international database not only by studying populations of
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children that have yet to be studied in the literature, but also by using a cross-cultural
approach.
Children’s Evaluations of their Social Worlds
Over and above children’s reports of enacted stressors and supports, youths’
appraisals of their relationships and social experiences are the most reliable correlates of
their own well-being (Aldwin, 2007; Chu et al., 2010; Lazarus & Folkman, 1984). As
noted earlier, children’s interpretations of their interactions influence the manner in
which they react to and manage their experiences (Beck, 1995; Lazarus & Folkman,
1984; Vangelisti, 2009). Given the relative consistency of these findings, much research
has been conducted on better understanding stress and support appraisals. Although it is
beyond the scope of this paper to review all available research, the following sections
detail key findings related to children’s perceived supports and stressors.
Perceived social supports. Hypothesized to promote psychological health in the
presence and absence of adverse events (Aldwin, 2007), perceived social supports have
been shown to be the most reliable correlates of children’s positive functioning and wellbeing (Chu et al., 2010), and its role as a protective factor in children’s lives is wellestablished (Gordon, 2011). For instance, Levitt and colleagues (1993) found that among
a diverse sample of American primary and middle school students, perceived support
from individuals who were identified as “closest” to the youth was positively correlated
with their self-concept and mood. Perceptions of support also have been correlated with
positive attitudes about school (Brewster & Bowen, 2004), higher GPAs (Gillock &
Reyes, 1999), greater perceptions of hope (Kemer & Atik, 2012), and higher healthrelated quality of life (HRQOL) scores (Zeller & Modi, 2012). Perceived social supports
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have been associated with improvements in maladaptive functioning, such as lowered
depressive symptoms (Hurd, Stoddard, & Zimmerman, 2013; Piko, Luszczynska, &
Fitzpatrick, 2012), decreased anxiety (Chou, 2000), and a reduction in suicide risk over
time (Czyz, Liu, & King, 2012). However, consistent with other aspects of children’s
social experiences, patterns of findings appear to be influenced by the persons providing
the support (Zeller & Modi, 2012) and the norms that shape the nature and functions of
the perceived supportive relationship (Colarossi & Eccles, 2003). For instance, in a study
that assessed the relative effects of familial and peer emotional support among
hospitalized suicidal adolescents (Mage = 15.6 years; primarily European American), Czyz
and colleagues (2012) found that perceived emotional support from both family and
friends was significantly correlated with lowered depressive symptoms and lessened risk
for future suicidal ideation. However, among adolescents with multiple attempt histories,
only support from family (not friends) demonstrated a significant effect on suicidal
ideation one year post-hospitalization, such that perceptions of greater familial support
was associated with lessened risk.
Linked to sociocultural norms, biases, and expectations about how youth seek,
accept, use, and need supports (Colarossi & Eccles, 2003), age and gender differences
have been observed in a number of studies across international samples, with older youth
tending to report less perceived support, especially from parents, (Scholte et al., 2001)
and females generally reporting more across the age span (e.g., Bender & Losel, 1997).
However, results from functional support studies suggest that changes in support
perceptions may be linked to sociocultural norms about youths’ relationships with their
families (DeRosier & Kupersmidt, 1991). That is, in countries that value interdependence
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and collectivistic behaviors, this negative trend may be delayed or non-existent (DeRosier
& Kupersmidt, 1991). However, this theory has yet to be tested, as age patterns related to
perceptions of support have not been studied among youth from collectivistic countries
and backgrounds. Addressing this gap can further help to shed light on the influence of
culture on perceived social supports.
Perceived stressors. Stressors are not created equal. For youth, interpretations of
their internal and external experiences define the degree to which they believe them to be
stressors or supports (Aldwin, 2007). Thus, regardless of the research base that identifies
common stressors, each child’s appraisals ultimately characterize his or her unique
experiences, and a recent cross-cultural study conducted by Persike and Seiffge-Krenke
(2012) suggests that stress perceptions among global adolescents (Mage = 15 years;
predominantly Middle Class from major cities with universities in 20 different countries)
may not be influenced by gender or individualistic/collectivistic cultural values. Instead,
similar to the literature on perceived supports, they found that across countries and
gender, the types of stressors that adolescents face differentially affect their perceptions
of distress, and across the types listed, pressure from parents and school was consistently
perceived as most stressful compared to other every day stressors. However, additional
cross-cultural studies are needed to further explore this conclusion, as many studies have
shown that male and female youth show differences in stress appraisals, depending on the
types of stressors to which they are exposed (Aldwin, 2007).
Similar to the literature on perceived supports, evidence from numerous stress
appraisal studies have shown that perceived stressors strongly influence children’s wellbeing and functioning (Aldwin, 2007). In fact, the literature on stress exposure clearly
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demonstrates that exposure to distressing stimuli can have both immediate (Yarcheski,
Mahon, & Yarcheski, 2011) and long-term impacts, particularly if the individual’s
distress is chronically experienced (Kim et al., 2013) and if the stressors experienced are
interpreted as out of the child’s control (Aldwin, 2007). Perceived distress has been
associated with feelings of loneliness (Yarcheski et al., 2011), lowered levels of hope
(Yarcheski et al., 2011), and greater anger control problems (Hampel & Petermann,
2006), to name a few.
Summary of current knowledge and gaps. The importance of children’s stress
and support appraisals has been well-established in the literature. Correlated with a
number of social, emotional, and behavioral indicators, understanding children’s
interpretations of their internal and external experiences bears important research and
practical implications. However, more research with international populations is needed
to identify the influence of culture on patterns of perceived support.
The Ecomap: A Methodological Solution for International Research
The ecomap is an open-ended qualitative tool that is capable of addressing current
methodological challenges in the literature on international children’s social networks,
stressors, and supports. As an open-ended qualitative tool, the ecomap is highly adaptable
to a variety of cultural settings, cultural groups, and to individuals of different cognitive
and developmental abilities (e.g., Hodge & Limb, 2010; 2011). Although acceptability
studies have primarily generated the perspectives of European American adults, the
diversity of locales in which ecomap research has been conducted is telling. Researchers
in Australia (e.g., Ray & Street, 2005), Brazil (e.g., Lizardi & Carregari, 2015), Canada
(e.g., Yanicki, 2005), Greece (e.g., Tsibidaki & Tsamparli, 2007), New Zealand (e.g.,
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Kennedy, 2010), Romania (e.g., Negovan et al., 2015), Sri Lanka (e.g., Nastasi et al.,
2011), Sweden (e.g., Clausson & Berg, 2008), and the United States (e.g., Summerville,
2013) have used the ecomap to study the social networks and resources of diverse groups
of people from various socioeconomic backgrounds, ethnicities, races, ages, and genders.
As an open-ended tool, researchers can easily use children’s languages of origin to
facilitate the process and collect data.
Additionally, as an open-ended tool, the ecomap allows for free and in-depth
exploration of network members who may not fit the mold of the ‘typical’ support
system. For instance, in a study with single Puerto Rican mothers of children with
exceptional needs (Mage = 27.3 years), Correa and colleagues (2011) compared the results
of a close-ended questionnaire of social support and the results of the ecomap. They
found that although both measures produced similar taxonomies of support, the ecomap
allowed participants the freedom to include all relevant supports and stressors that were
not reflected in the standardized measure. Namely, 20 percent of participants identified
madrinas, or godmothers, as sources of support, individuals who were not listed on the
close-ended measure and who would have been missed as a potential resource to use
when working with Puerto Rican families. Further, Correa et al. (2011) cited that the
ecomap was more sensitive to the considerable variation found in the types of relatives
that mothers mentioned, as well as in the frequency with which these relatives were
mentioned.
Unlike many social support measures, the ecomap allows for a comprehensive
and in-depth assessment of children’s social networks and their perceived social supports
and stressors. Unfortunately, many social support measures disregard the exploration of
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stressful and ambivalent relationships (Gödde & Engfer, 1994; Tardy, 1985), a
problematic pattern because stressful relationships bear as much impact on the child’s
well-being and development (Coyne & DeLongis, 1986; Harter, 1999; Holder &
Coleman, 2009).
With children, the ecomap has been adapted to assess the social networks of
children as young as four years of age (Summerville, 2013). Because the ecomap is a
paper-and-pencil drawing, it facilitates children’s abstract thinking and verbal
communication skills while also visually organizing their network members, making the
ecomap a developmentally-appropriate research tool (Curry et al., 2008; Driessnack,
2005; Wesson & Salmon, 2001). Further, it does not necessitate reading skills, so
younger children can readily engage in the process (Driessnack, 2009; Summerville,
2013). Further, the ecomapping process can easily be adapted to meet children’s
cognitive, behavioral, and language needs, such as by simplifying the language
(Driessnack, 2009; Summerville, 2013), segmenting the process into short, discrete
chunks (Summerville, 2013), allowing for breaks as needed (Summerville, 2013), and
rewarding children with stickers or other tangibles after sitting through the activity
(Summerville, 2013). Summerville (2013) also described the use of individual sessions
with young children so that questions and challenges were more easily addressed.
Baumgartner and colleagues (2012) adapted the ecomap process for very young children
(4 year olds) such that instead of drawing, they took pictures of the important people in
their lives. They found that this adaptation helped these children to communicate
effectively and creatively about their social worlds.
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Chapter 3
Current Study
Given the current knowledge and research gaps about global children’s social
networks, stressors, and supports, the current study addresses the following qualitative
research questions about children in 14 cities across 12 countries (see Table 1):
1. What are the characteristics of international children’s social networks, and
what cross-cultural (i.e., city/research site, grade level, and gender) patterns
exist?
2. Who and what do children consider their social supports and social stressors,
and what cross-cultural patterns emerge?
Using archival ecomap data (drawings and available narratives) from Nastasi and the
International Psychological Well-Being Team’s (2012) Promoting Psychological WellBeing Globally (PPWBG) project, the analysis used a combined deductive-inductive (i.e.,
abductive) approach to generate emic descriptions of emergent phenomenological
patterns. However, specific components of the ecomap drawing were quantified,
calculated, and compared across groups in an effort to inform qualitative patterns,
rendering the analysis a concurrent mixed methods design (Creswell, 2009). Ultimately,
the study aggregated all phenomenological findings (both qualitative and quantitative)
and applied etic developmental and sociocultural research to help explain emergent
patterns. Thus, specific hypotheses were not generated because the selected populations’
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phenomenology about their social worlds have never been explored. Instead, a general
prediction about the relationship between ecology and the child’s phenomenology is
made: That is, if children’s social networks, stressors, and supports are linked to their
ecological contexts, then convergent and divergent patterns can be explained by
incorporating an emic-etic framework of ecological factors. Based on a review of the
current literature, the current study is the first of its kind. It derived a comprehensive,
albeit incomplete, snapshot of international children’s social spheres, allowing for the
simultaneous discovery of social factors that can increase and/or decrease a child’s
chances of adaptive and/or maladaptive outcomes (Nastasi et al., 1998; Spencer, 2006).
Method
The current study used archival ecomap data and their associated narratives
collected between 2008 and 2012 as part of Nastasi and colleagues’ (2012) Promoting
Psychological Well-Being Globally (PPWBG) project (see also Nastasi & Borja, 2015).
The PPWBG is an ongoing international participatory action research (PAR) project
aimed at understanding the culture-specific factors that contribute to children’s
psychological well-being (Nastasi & Borja, 2015). By engaging the perspectives of
students, parents, teachers, school administrators, and service providers, the PPWBG
team has been able to guide and empower community stakeholders, especially children,
in the design and implementation of culturally acceptable, developmentally appropriate,
and locally sustainable mental health programs at both schools and local community
centers (e.g., Nastasi et al., 1998; Nastasi & Jayasena, 2006; Nastasi, Maitra, & Members
of the RISHTA Intervention and Research Team, 2013). Although formative data were
initially collected from both children and adult stakeholders, only children participated in
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the ecomapping process, creating a total of 859 ecomaps. Access was made available to
845 of the total collected but only 817 were determined to be usable for the proposed
analysis (see section labeled Participants and Site Contexts for a full description of the
selection process). Procedures for obtaining and using archival ecomap data were
reviewed and approved by the Tulane University Institutional Review Board (IRB) under
Dr. Nastasi’s PPWBG project (Nastasi & Borja, 2015).
The PPWBG Research Team
Given the highly interactive role that the researcher assumes in PAR, the
researcher is considered the primary instrument of data collection and analysis, ultimately
co-constructing the dynamics and outcomes of the research process with his or her
participants (Corbin & Strauss, 2008; Creswell, 2009; Hatzichristou et al., 2015; Nastasi
& Schensul, 2005). As such, a description of the PPWBG (Nastasi & International
Psychological Well-Being Team, 2012; see also Nastasi & Borja, 2015) research team is
necessary to understand how and why the original research was conducted. It provides a
context for comprehending the current study’s data analysis and interpretation process.
Under the leadership of Dr. Bonnie Nastasi at Tulane University, the PPWBG
(2012) research team consisted of 30 co-principal investigators (co-PIs) in 14 cities
across 12 countries (see Table 1). At the time of data collection, most co-PIs were
residents of the cities they were researching, with the exception of Dr. Nastasi (Tulane
University) who worked closely with researchers in Sri Lanka and India; and the Georgia
State University research team who worked closely with researchers in Mexico. Most coPIs were female (90%), formally educated at the graduate level in either Europe or the
United States, and most were school or educational psychologists working in the
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university setting. Additionally, resident researchers were either native or non-native
fluent speakers of their respective country’s official language.
Philosophically, the PPWBG (2012) research team applied four guiding principles
to their PAR practice. First, the team believed that children’s voices must always be
engaged in research conducted about them; this way, children can actively define and
verify the conclusions and decisions that adults ultimately make (Nastasi, 2014). Second,
the team believed that research about children must always explore strengths-based
indicators of their development and functioning, either in isolation or in conjunction with
deficit-based concepts (Spencer, 2006). Third, in such research, they believed that its
outcomes should not only benefit the researcher; research should have practical
applications that help to promote children’s well-being and development (Liamputtong,
2010). Last, because children are products of the interaction between the self and the
environment (Bronfenbrenner, 1979, 1986), evidence of children’s sociocultural and
developmental backgrounds must permeate the design, implementation, interpretation,
and application of research conducted with them (Liamputtong, 2010; Nastasi, 2006).
The present author, an American female graduate student of Chamorro descent—trained
under the expertise of Dr. Nastasi at Tulane University—also subscribes to the PPWBG’s
(2012) guiding principles.
Participants and Site Contexts
Overall, the PPWBG team worked with 880 students from 14 cities (herein
referred to as sites) across 12 countries, aged 4 – 19, in grades Kindergarten to 12. Of the
880 students, 859 completed egocentric ecomaps (i.e., ecomaps with the child at the
center of the map), but only 846 (~98%) of the drawings were made available to the
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researcher for the proposed project. Of the 846, twenty-nine (~3%) were deemed
unusable due to the incomplete presentation of the maps. That is, ecomaps that were
completely (100%) untranslated, unlabeled, or uncoded with relevant appraisal codes
(i.e., stressful, supportive, or ambivalent) were excluded from the analysis. Additionally,
ecomaps that did not specify the participant’s gender and age or grade level were
excluded. Thus, usable ecomaps not only provided details about the student’s gender and
age or grade level, they also presented with less than 100 percent untranslated, unlabeled,
or uncoded symbols. In total, 817 ecomaps (~55% female; ~40% primary school; ~22%
middle school; ~37% secondary school) and their available narratives were used in the
present analysis (see Table 1). All sites except Xalapa, Mexico provided narratives with
their drawings.
Table 1. Participant demographics
Research site
(year of data collection)
Brazil – Manaus
(2011)
Estonia – Tallinn
(2008)
Greece – Athens
(2012)
India – Mumbai
(2011)
Italy – Padua
(2011)
Mexico – Xalapa
(2009 – 2010)
Romania – Bucharest
(2008)
Russia – Samara
(2008)
Slovak Republic – Košice
(2010)
Sri Lanka – Negombo
(2010)
Tanzania – Arusha
(2008 – 2009)
USA – Boston, Massachusetts
(2010)
USA – Mayagüez, Puerto Rico
(2011)
USA – New Orleans, Louisiana
(2010)
TOTALS

Primary School
(Ages 4 – 11)
Females
Males

Middle School
(Ages 12 – 14)
Females
Males

Secondary School
(Ages 15 – 19)
Females
Males

Total

10

13

9

8

8

7

55

13

15

6

5

7

6

52

13

12

6

6

6

5

48

-

-

6

-

16

-

22

16

16

8

8

8

8

64

24

13

5

6

14

17

79

16

16

8

7

8

8

63

12

12

-

-

17

4

45

12

13

7

8

7

8

55

7

10

30

37

40

9

133

15

13

-

-

18

19

65

5

5

4

5

11

4

34

2

4

1

2

3

4

16

24

18

-

-

24

20

86

169

160

90

92

187

119

817
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As shown in Figure 2, most ecomaps (~41%) were generated by children at
European research sites (Estonia – Tallinn; Greece – Athens; Italy – Padua; Romania –
Bucharest; Russia – Samara; and Slovak Republic – Košice), and approximately 27% of
these maps were derived from Central and Eastern European countries (Estonia,
Romania, Russia, and Slovak Republic). Participants in Central/South America (Brazil,
Mexico, and Puerto Rico) and Asia (India and Sri Lanka) comprised about 38% of the
entire sample (~19% in each region). In North America (Boston and New Orleans),
participants contributed approximately 15% of all ecomaps, and in Africa (Arusha),
participants comprised about 8% of the sample. On average, each site comprised
approximately 7% of the sample size (SD = 3%), and most site samples were within one
standard deviation of the mean percentage, the only exceptions were Puerto Rico (2% of
the sample), Mumbai (3% of the sample), and Negombo (16% of the sample).
20%
18%

%age of Participants

16%
14%
12%
10%
8%
6%
4%
2%
0%

Research Site
Figure 1. Distribution of participants across research sites.
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Participant recruitment. Because data were initially collected as part of a PAR
process, children’s participation in the PPWBG (2012) project was limited to schools and
community agencies that expressed interest in identifying and applying culturally and
developmentally appropriate ways of promoting children’s psychological well-being
(Nastasi & Borja, 2015). Thus, consistent with the purpose of qualitative research,
sampling for PPWBG (2012) was purposive and criterion-based, targeting between 48
and 64 children who were considered to be representative of their community’s income,
racial/ethnic, gender, and language distributions (Nastasi & Borja, 2015). At each site,
PPWBG researchers were asked to recruit a minimum of 16 students at the primary (ages
4 – 11), middle (ages 12 – 14), and secondary (ages 15 – 19) school levels, for a total of
48 students. In cases where partnered agencies were not primary, middle, and/or
secondary schools (e.g., Mexico – Xalapa and India – Mumbai), researchers were asked
to group participants according to their ages (i.e., ages 4 – 11; ages 12 – 14; or ages 15 –
19). Although not all sites met the minimum requirements (see Table 1 and Figure 2),
their children’s views were still included to provide a baseline for understanding their
children’s social relationships.
Consent and assent process. For children to participate in the PPWBG process,
informed written consent in the child’s language of origin was required from parents or
legal guardians, but exceptions were made for parents of children who were unable to
read or write (Nastasi & Borja 2015). In those instances, informed oral consent was
permitted, provided that the information on the written form was used as a guide in the
process. Although the English version of the form was identical across sites, co-PIs
worked with their own teams of language experts to ensure a back translation process that
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was culture and language specific, while still preserving the conceptual integrity of the
original form (Erkut, 2010). A similar process was used for translating the English
versions of the demographic forms and ecomapping protocol.
Co-PIs also were given the authority to recruit participants and collect consent
forms in the most culturally appropriate manner, but each co-PI was asked to use
methods that encouraged equitable opportunity for all children to participate (e.g.,
inviting all students at the selected school to participate). If parent consent was acquired,
then students were asked to provide informed written or oral assent at the outset of data
collection (Nastasi & Borja 2015).
Site and participant sociocultural contexts. Partnerships were established with
schools and community agencies in Africa (1 site), the Americas (5 sites), Asia (2 sites),
and Europe (6 sites). As shown in Table 1, most sites were located within the United
States and Europe, and as illustrated in Figure 2, most participants were from
Central/Eastern European countries. In addition, most sites (~57%) worked with children
of middle income backgrounds, but a large proportion of sites (~43%) engaged the
perspectives of highly vulnerable children from low socio-economic backgrounds.
Unfortunately, due to varying degrees of available information about each site from
participants, researchers, and reputable published sources, the level of detail about each
site varies.
Africa. In Africa, researchers Peterson and Giles (2015) worked with Kiswahilispeaking youth in the Arumeru district of Tanzania’s Arusha Region, an area just outside
of Arusha’s capital city (also known as Arusha). The Region is home to many African
and Tanzanian ethnicities, including the indigenous Waarusha people, after which the
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region and capital city is named (Mangat, 2005). Although the city itself boasts a steadily
growing economy, the peri-urban and rural areas of Arusha, like Arumeru, are much less
lucrative, with larger populations of families and children—including orphaned
children—living at or below the basic needs poverty line (UNICEF, no date). In fact, the
sample of youth who participated in the PPWBG reflects the socioeconomic realities of
the Arumeru district. Collected at two different locations, that is, in a diverse
neighborhood enclave known as Olasiti and at a secondary boarding school for extremely
poor and/or orphaned adolescents, the recruited sample of children and adolescents were
representative of the Arumeru population in terms of gender, socioeconomic status
(SES), ethnicity, and living situation (i.e., orphaned or living/in contact with one’s family
of origin; Peterson & Giles, 2015).
The Americas. In the Americas, the PPWBG project was conducted in five cities
across three different countries, that is, Manaus (Amazonas), Brazil; Xalapa (Veracruz),
Mexico; Boston (Massachusetts), United States; Mayagüez (Puerto Rico), United States;
and New Orleans (Louisiana), United States.
In Brazil, researchers Lizardi and Carregari (2015) worked with Portuguesespeaking children from three publicly funded schools in Manaus, Amazonas, a diverse
and vibrant city located in the middle of the Amazon rainforest. Representative of the
racial diversity characteristic of the city, Lizardi and Carregari’s (2015) sample included
children of different racial backgrounds, including those who identified as caboclos (a
mix of indigenous, African, and European heritages; 69%), White (18%), Black (9%),
Asian (2%), and unreported (2%). However, unlike most families in Manaus, the
recruited sample reported monthly average incomes that were almost 50 percent below
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the city’s monthly average income, placing the participating children in the low income
to lower middle income SES brackets (Lizardi & Carregari, 2015).
In Mexico, researchers Varjas, Cadenhead, Morillas, and Leonard (2012) drew
from the perspectives of Spanish-speaking children in two elementary schools (one rural
and the other urban) and one urban middle school (serving students upwards of 16 years
of age) in and just outside of Xalapa, Veracruz. Although reputable city-specific
information was unavailable to the present author, information about the state Veracruz
was readily accessible, providing some insight into the experience of Xalapa’s rural and
urban youth. According to with the Office of Economic Cooperation and Development
(OECD, 2010), just over 40 percent of Veracruz’s population lives in poverty, with its
low skilled laborers and rural populace facing the most dire of economic circumstances.
Furthermore, Veracruz has been considered educationally “‘lagging and underperforming,’” requiring drastic changes at all levels of its education system to reduce
extant social inequalities and encourage economic growth (OECD, 2010, p. 3).
Consistent with this report, the three partnered schools were all severely lacking in
human, material and financial resources, although the materials and spaces at the urban
schools far outranked those at the rural one (Varjas et al., 2012). For example, whereas
the urban elementary school offered academic, arts, and physical education courses, the
rural school did not appear to possess a formalized academic curriculum nor did it seem
to prioritize academic instruction time (Varjas et al., 2012). According to Varjas et al.
(2012), the children “seemed to learn these [academic] skills when preparing for events
like the Mother’s Day celebration” (Slide 7). In addition, income disparities were plainly
clear among the children sampled. Families at the urban elementary, rural elementary,
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and urban middle schools reported monthly average incomes of $132.96 US, $17.92 US,
and $116.69 US, respectively, indicating that the children residing in rural Xalapa were
living well below the international poverty line set at $1.25 US per day (The World Bank,
2014; Varjas et al., 2012).
In the United States, diverse groups of children were recruited from Boston,
Massachusetts; Mayagüez, Puerto Rico; and New Orleans, Louisiana, with each site
representing a unique composite of SES backgrounds, languages, and ethnicities/races. In
Boston, for instance, researchers Li and Li (2015) gathered the perspectives of high
achieving bilingual Chinese American/Chinese Immigrant (CA/CI) youth, an ethnic
minority population in Boston and the United States (U.S. Census Bureau, 2010), at a
local after-school agency. Among these youth, research has demonstrated that many of
them experience difficulty coping with the high academic demands placed on them by
their parents, resulting in what has been coined the achievement/adjustment paradox
(Qin, 2008). Consistent with this observation, Li and Li (2015) reported that in addition
to their adolescent subsample reporting a mean GPA of 3.91 out of 4 (4 being the
highest), they also reported high stress levels associated with the pressures of academics
and biculturalism, that is, of having to negotiate between being Chinese and American at
home, at school, and within the larger Boston community. Although average household
income was not reported, approximately 68 of Li and Lis’s (2015) adolescent subsample
reported parent education backgrounds of Bachelor’s degrees or higher, a proxy of SES
that suggests, on average, gainful employment and a range of middle income earnings
(U.S. Department of Labor, 2014).
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The PPWBG project was also conducted on the island of Puerto Rico, a United
States commonwealth in the northeastern region of the Caribbean Sea. There, researchers
León and Clinton (2015) worked with middle income bilingual (Spanish and English)
Hispanic children at two private Catholic schools in the city of Mayagüez. Although
Puerto Rico has a high prevalence of poverty among children, that is, approximately 80
percent (Alexandrino, 2012), this sample of children likely have better access to
education and physical and mental health care.
Finally, in Louisiana, researchers Nastasi and Cunningham engaged the
perspectives of English-speaking African American youth at two public charter schools
in New Orleans, a diverse and lively city with French, Spanish, African, Native
American, and Caribbean influences (McKinney, 2006). It is a city marked by strong
familial connections and cultural and community pride. However, in spite of its vigor,
New Orleans suffers from a poverty rate that is more than twice the US national average,
and community violence continues to be a public health concern, particularly for youth
living in poverty (Bell, Verlenden, Swift, Henderson, & Nastasi, 2015). With a dearth of
mental health services to support its children’s social-emotional and safety needs, New
Orleans’ youth are especially vulnerable to stress and negative outcomes. The New
Orleans PPWBG sample was no exception. These youth attended schools in which
approximately 90 percent of the students qualified for free or reduced lunch (Borja,
2012), suggesting that most participants likely lived with families of low income
backgrounds and were likely affected by violence in their communities.
Asia. In Asia, the PPWBG project was conducted at two sites in the southern
region of the continent: Mumbai, India and Negombo, Sri Lanka. In India, researcher
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Maitra—in partnership with Nastasi—conducted the PPWBG project with Hindispeaking adolescent females at a community non-governmental organization (NGO) in
Mumbai. Established in 1973, the NGO was created to educate, provide health care
services, and empower individuals and families—most especially women—living in the
slums of Mumbai (Nastasi et al., 2013). Although participants did not identify as living in
the “slums,” most (~64%) did estimate that their families earned an average monthly
household salary between $50.59 US and $101.00 US, which translates to a living wage
of about $1.69 US to $3.67 US per day. But more than just their income, the
pervasiveness of poverty in their lives was evident in their educational histories. Namely,
although all participants were still of school age (between 12 and 19 years old), just over
40 percent of them reported that they were no longer attending school, and among this 40
percent, the highest reported education level was between the 5th and 9th grades.
In Sri Lanka, researcher Jayasena—also in partnership with Nastasi—worked
with Singhalese Catholic youth in Grades 6 – 13 at two schools: one, a provincially
funded Catholic school with minimal resources, funding, and courses offerings, serving a
population of children from impoverished fishing families; the other, a nationally funded
all-girls school with great resources and expansive course offerings in the sciences,
liberal arts, and languages, serving youth from middle to high income backgrounds
(Jayasena & Borja, 2015). Although income and educational disparities were evident in
the Sri Lankan sample, they are representative of the current socioeconomic and
educational circumstances that plague the Sri Lankan public, especially the poor
(Arunatilake, 2006).
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Europe. Finally, the PPWBG was conducted in six European countries, two in
Western Europe—i.e., Athens, Greece and Padua, Italy—and four in Eastern Europe—
namely, Tallin, Estonia; Bucharest, Romania; Samara, Russia; and Košice, Slovakia.
With the exception of Russia, all European countries are members of the European Union
(EU), a European-wide economic and political cooperative designed to bolster the
economies of its member countries (European Union, no date). Across all six countries,
researchers were able to generate data from children of different socioeconomic
backgrounds, but most participants claimed family incomes that placed them in the
middle class of their respective countries.
In Greece, researchers Hatzichristou, Issari, and Yfanti (2015) elicited the voices
of Greek-speaking Greek youth from three schools within and just outside of the Athens
city proper, a large urban metropolis and the capital city of Greece. Data collection
started and ended in 2012 during the height of the economic crisis, thereby eliciting the
perspectives of youth about the contemporaneous changes in Greek society. In working
with the three schools, Hatzichristou and colleagues (2015) were able gather views that
were representative of low, middle, and high income youth throughout the city.
In Italy, researcher Cavallo (2015) worked primarily with middle income Italian
students from seven schools in Padua, a city in northeast Italy rich with art and education
history, and one that boasts a successful education system. Similarly, the public school
systems in Tallin (Estonia), Bucharest (Romania), Košice (Slovakia), and Samara
(Russia) are all well-funded and well-supported and serve children of diverse SES
backgrounds (Negovan et al., 2015; Viitpoom & Saat, 2015). Thus, researchers Viitpoom
and Saat in Estonia; researchers Negovan, Glăveanu, and Stănculescu in Romania;
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researchers Orsova, Gajdosova, and Janovska in Slovakia; and researchers Matasova,
Shatalina, and Chaus in Russia were able to recruit children from various SES
backgrounds, but most came from families of middle income statuses. In Estonia, the
majority of participants (~70%) were Estonian-speaking ethnic Estonians, and
approximately 30 percent identified as Russian-speaking Estonians. In Romania, all
participants were Romanian-speaking ethnic Romanians. In Slovakia, 86 percent reported
to be Slovak, 3.5 percent Hungarian, 3.5 Albanian, 3.5 percent Roma, and 3.5 percent
undeclared. Data about ethnicities were not collected in Russia.
Data Collection Process
Data collection activities were the primary responsibility of co-PIs at their
respective sites (Nastasi & Borja, 2015). In addition to translating protocols and relevant
data collection forms, co-PIs were responsible for implementing relevant developmental
and cultural changes to the ecomapping protocol. With the exception of the New Orleans
site, all co-PIs reported to follow the ecomapping protocol exactly as prescribed by Dr.
Nastasi. In New Orleans, the research team modified the protocol for its primary school
population by: (a) simplifying the language; (b) segmenting the process into short,
discrete chunks; (c) allowing for intermittent breaks; and (d) using prizes to reward
children for their effort at the end of the activities. The team also used individual sessions
for really young children or children with attentional difficulties. Ecomapping sessions
were designed to be completed in small groups, and completion times ranged between 10
minutes and an hour (Nastasi & Borja, 2015).
Demographic data collection. In addition to the ecomap drawing and narratives,
demographic data were collected from participating youth (Nastasi & Borja, 2015). Co-
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PIs were asked to record information about children’s age and grade, gender, language
and ethnic origin, religious orientation, parent education level and occupation, family
income, and number of siblings and household occupants.
Ecomapping protocol. Materials needed to complete the ecomapping process
were minimal, requiring only a private space, drawing materials, and if possible, snacks
for the children (Nastasi & Borja, 2015). Drawing materials included construction or any
unlined paper and pencils, markers, and/or crayons. The ecomapping procedure was a
collaborative one, that is, led by the child but allowing the interviewer to ask clarifying,
follow-up, and verification (or member check) questions, as well as questions about
relationships in different ecological spaces, namely, the home, school, and neighborhood
(Nastasi & Borja, 2015). First, children were informed of the purpose of the activity,
which was to share and draw about the people and events that were important to them.
Then, researchers modeled the components and process of completing a map (see Nastasi
& Borja, 2015 for the ecomap template and a detailed description of the data collection
procedures). After the demonstration, researchers asked children to draw themselves at
the center of the paper, surrounded by the people and/or events that were important to
them. If children had difficulty generating relationships, children were prompted to think
about individuals and events in different ecological settings, such as the neighborhood,
school, and home.
To indicate the child’s appraisals of his or her relationships, children were
instructed to connect their ecomap centers with each of their relations using one of three
lines, that is, a solid one to represent a supportive relationship, a series of disconnected
crosses to show a stressful one, and a set of interchanging crosses and dashes to
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demonstrate an ambivalent one (Nastasi & Borja, 2015). Children also were asked to
label their drawings, write any feelings associated with each person/event, and explain
the reasons for their feelings. In the event that children were unable to write
independently, researchers wrote their labels and explanations for them.
When the drawings were completed, researchers asked students to narrate or write
stories about two identified relationships, one that was stressful or ambivalent and one
that was supportive or ambivalent. If the child appraised all their relationships similarly,
then the child was asked to describe two of those identified relationships. This process
encouraged thick, or detailed, descriptions of the identified relationships, an inviolable
quality in qualitative research. Unfortunately, due to feasibility limitations, not all sites
collected narratives (Nastasi & Borja, 2015).
Ensuring data trustworthiness. Because ecomap drawings and narratives were
either written/drawn or orated by the child, children’s finalized maps and narratives were
exact representations of their phenomenology, and the combination of drawings and
narratives helped to ensure data saturation (Nastasi & Borja, 2015). However, partnered
researchers were asked to conduct in-session member checks when feasible, that is, by
asking clarification and verification questions (Nastasi & Borja, 2015). Thus, all collected
ecomaps and their associated narratives were considered to be trustworthy representations
of each child’s phenomenology.
Data Analysis
Although data were primarily analyzed using qualitative methods, ecomap
drawings also were transformed and calculated to inform qualitative themes and shape
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cross-cultural comparisons. Thus, the current analysis used a concurrent mixed methods
design (Creswell, 2009).
Data analysis team. To ensure the veracity and validity of all findings, the
current study required the partnership of a coding dyad, comprised of the lead author and
an undergraduate research assistant. This dyad of independent interpreters helped to: (a)
ensure that coding schemes, themes, and data transformations were appropriately defined,
applied, and, when applicable, calculated; (b) promote a diversity of perspectives and
abilities, encouraging meaningful discussions and reflections about the research process
and outcomes; and (c) perhaps most importantly, allowed coders the opportunity to verify
that coder interpretations did not cloud participant phenomenology (Nastasi & Schensul,
2005; Saldaña, 2013). To ensure readiness for analysis, the author used a professional
development training model that incorporated pedagogical, practical, and evaluative
components for ensuring competence and on-going support (Heller, Daehler, Wong,
Shinohara, & Miratrix, 2012). As shown in Appendix A, the pedagogical—or didactic
teaching—element was short-term, requiring only one 8-hour day of training, reflection,
and demonstrations. However, the practical and evaluative components were embedded
in the actual application of analysis through a two-part process of independent and
dialogical consensus building relevant to each of the five research questions.
Materials needed for training and analysis. Table 2 summarizes all the
materials necessary for training and analysis. The listed materials not only ensured a
systematic process of analysis, they also helped to create an audit trail of the procedures
used to complete analysis. According to Nastasi and Schensul (2005), an audit trail is
necessary to ensure the trustworthiness of the findings, promoting researcher
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accountability and encouraging potential replication. Additionally, the author and the
research assistant used the Analysis Reflection Form to engage in reflexive journal during
and after all stages of analysis (see Appendix A). The form, completed as a team by both
analysis members, was a record of fidelity to the prescribed procedures, allowing all
researchers the space and opportunity to reflect upon their individual and team processes.
Table 2. Required materials for phases of analysis.
Stage of Analysis

Training

Deductive Coding

Inductive Coding/Thematic
Analysis
Quantitative Analysis

Materials needed

Professional Development and Training Procedures for Data Analysis

PPWBG International Ecomap Database (one copy per analyst, stored on Dropbox ©)

Theoretical Orientation Reflection Journal questions

Analysis Reflection Form (stored on a Google Drive © spreadsheet)




PPWBG International Ecomap Database
Analysis Reflection Form
Deductive Coding Scheme (see Table 4)





PPWBG International Ecomap Database
Analysis Reflection Form
Inductive Codes for Relationship Types (Appendix B)




PPWBG International Ecomap Database
Statistical Package for the Social Sciences (SPSS) ©

The PPWBG International Ecomap Database also was required at all stages of
the data analysis process (see Appendix B for a snapshot of the database). Each member
of the analysis team had access to exact soft copies of the database, which were labeled
and placed in a folder with each of their names on it. Access was made through a
password-protected online cloud known as Dropbox©, and all copies of databases were
password-protected as well. As analysis progressed and as changes were made to each of
the databases, new copies were saved to each of the databases, with new file names that
included the following: (a) the part of the analysis process that is demonstrated (i.e., I for
independent analysis; C for post-consensus); (b) the original name of the file (i.e.,
PPWBG Intl Ecomap Database); (c) the team member’s initials (e.g., APB); and (d) the
research question and stage of analysis that was addressed (e.g., R1-S1 for Research
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Question 1-Stage 1). Thus, a database file that reflected the author’s changes made after
independently addressing research question 1 at stage 1 was labeled as I - PPWBG Intl
Ecomap Database – APB-R1-S1. With the exception of the conferral part of the process,
each team member was responsible for recording any changes made to the documents.
The present author was responsible for saving a database copy containing the conferred
data, saved in a separate folder labeled Conferred Data. In order to complete all
quantitative analyses, ecomap data were copied, stored, and calculated using the
Statistical Package for the Social Sciences © (SPSS).
Other materials necessary for analysis included the lists of coding schemes and
the open-ended list of inductive themes (see Appendix B). Given the size of the dataset, it
was necessary to maintain an ongoing record of generated themes. Themes were
modified as the analysis process ensued so that a uniformed thematic structure could be
created, which was necessary to allow for the cross-site, cross-gender, and cross-grade
level comparisons. Similar to the PPWBG Intl Ecomap Database, changes made to all
soft copies were saved as newly labeled documents so as to create an ongoing audit trail.
General approach to analysis. All qualitative data were analyzed using a 2-part
analysis process, one marked by independent analysis (I); and the other marked by a
consensus building process (C), in that order. Thus, after independently analyzing data
relevant to each research question and stage, coders used a dialogical consensus approach
to determine the codes and themes that most closely reflected the child’s views. This
approach required that team members engage in extensive discussions about their
findings, particularly when divergent views emerged (Saldaña, 2013). After each
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discussion, only the codes and themes that were agreed upon were considered credible
and, therefore, were included in the results.
For both research questions, site-specific, gender-specific, and grade level groupspecific (primary, middle, and secondary) analyses were conducted so that cross-site,
cross-gender, and cross-grade level group themes and patterns could be explored. In this
way, divergent and convergent views were systematically represented. Table 3 defines
the selected categories of convergence and their definitions, relevant only to qualitative
themes. Use of these consensus categories was important to systematically define levels
of data saturation, which suggests that, with greater confidence, inductively-derived
themes are in fact representative of the sampled youths’ voices (Nastasi & Schensul,
2005). Thus, themes of lower convergence were interpreted cautiously, although they did
not necessarily suggest themes of lesser importance or relevance.
Table 3. Degrees of Cross-site Convergence used for Inductive Analysis of Narratives
Degree of Convergence
Definition
High Convergence
75% or more of groups discussed the identified theme
Moderate Convergence
50% - 74% of groups discussed the identified theme
Low Convergence
25% - 49% of groups discussed the identified theme
Minimal Convergence
Less than 25% of groups discussed the identified theme
Site-specific
Only one site discussed the identified theme
Note: Depending on the cross-site analysis (gender, grade level, or gender-by-grade level), groups were defined as gender, grade or
gender-by-grade level groups.

For cross-site analyses of ecomap narratives, degrees of convergence were
reported as the percentage of groups (gender levels, grade levels, and gender-by-grade
levels)—not participants—that discussed the relevant themes at least once. Thus, a binary
coding system of 0 and 1 was used to indicate if a theme was discussed (1) or not (0).
Furthermore, at each site, a maximum of six groups were available for consensus
calculations, that is, primary school females, primary school males, middle school
females, middle school males, secondary school females, and secondary school males. If
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a theme showed minimal agreement due to agreement at only one site, then that theme
was determined to site-specific.
Within each site, gender and grade level consensus levels were not calculated due
to the small number of groupings at each site. For example, to calculate female consensus
in Manaus (Brazil), only three groups of females (primary, middle, and secondary) could
have been used to calculate agreement, forcing convergence into one of three categories
(low, moderate, or high). Thus, gender, grade level, and gender-by-grade level consensus
calculations were computed only across all sites, but a total consensus calculation was
computed for each site, unless the site included less than four groupings (e.g., primary
school females, primary school males, and secondary school females). In those cases, site
total consensus calculations were not computed.
Research question 1: What are the characteristics of international children’s
social networks, and what cross-cultural patterns exist? Although many structural
aspects were able to be explored, the present study focused on children’s network sizes,
their perspectives of embeddedness, and their network compositions. All data were
initially entered into the PPWBG Intl Ecomap Database and then later copied and pasted
into an SPSS © spreadsheet. To ensure accuracy, all quantitative analyses were
completed using SPSS descriptive functions, which included calculating the overall
sample size, mean network sizes, proportions of network members represented on each
ecomap, and proportions of network members appraised as supportive, ambivalent, and
stressful. All means and proportions were calculated across all sites, and then computed
by site, gender, grade level (primary, middle, and secondary), and gender-by-grade level.
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To calculate mean network sizes across the sample and by site, gender, and grade
level group, the number of each participant’s network members were first summed by
hand and entered into a column on the PPWBG Intl Ecomap Database (see Appendix A).
Although accuracy was verified by a member of the New Orleans PPWBG team, further
verification was achieved using SPSS©. That is, because each participant’s network
member required its own row, each participant’s demographic data (i.e., ID number,
city/site, gender, and grade level group) was repeatedly copied and pasted to match the
rows its network members required. Thus, network sizes were calculated using the
aggregation (by participant identification code) and count functions on SPSS©.
Specifically, the count function computed the number of rows that each participant was
repeated. Then, after necessary corrections were made, mean network sizes were
calculated (using SPSS©) across all sites, and then computed by site, gender, grade level,
and gender-by-grade level.
As a proxy for embeddedness, a total stress-support index (SSI) score was
calculated to account for the balance of stressful and supportive relationships in the
child’s network. This method is unlike most embeddedness analyses that account only for
supportive relationships, or support network size (Cohen & Wills, 1985). However, given
the noted influence that stressful relationships can have on children’s psychological wellbeing (Aldwin, 2007; Coyne & DeLongis, 1986), accounting for both stressful and
supportive relationships may provide a more complete picture of children’s perceived
embeddedness (House et al., 1988). Thus, as a first step, the New Orleans PPWBG team,
led by the present author, transformed and verified all appraisal lines into one of three
numerical codes: 1, to indicate supportive relationships; 1.5, to represent ambivalent
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relationships; and 2, to denote stressful relationships. Once all codes were transformed
and stored on the PPWBG Intl Ecomap Database, all data were exported from Excel © to
SPSS ©. First, a new database with the mean per participant was created using the
aggregation function. Then, from this data base, with the summarization tool on SPSS,
and using the Descriptives function on SPSS©, SSI’s were calculated by deriving the
mean of each participant’s appraisal codes. Relationships that were not appraised (i.e.,
cases with missing information) were excluded from the mean calculation, resulting in
network sizes that may have been slightly lower per participant. Finally, total means were
calculated across the sample and by site, gender, grade, and gender-by-grade level group.
To determine the types of relationships that children identified, relationship labels
were inductively coded—that is, without an a priori framework and based on the data
provided (Saldaña, 2013)—across sites, gender, and grade level group. However, the
New Orleans PPWBG team, under the leadership of Dr. Nastasi and the present author,
created a coding scheme between 2012 and 2013, immediately after receiving all
ecomaps from all partners. To ensure the veracity of the coding scheme, all data were
independently re-coded by the coding dyad. Upon conferral, the coding team discussed
areas of disagreements as well as concerns about any inductive labels. Efforts were made
to prevent the use of double codes (i.e., two codes used to classify one relationship;
Saldaña, 2013) so as not to over-represent any one inductive label. A full list of the
inductively generated relationship codes are provided in Appendix B.
Once all relationship categories were finalized, the frequencies in which each
category was represented on each child’s map was calculated. Using SPSS©, proportions
and counts of each label were calculated per participant. For example, if the label “Home
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Parent/Caregiver” was represented twice on an ecomap with 10 network members, then
the proportion of “Home Parent/Caregiver” labels for that child was determined to be
20%. Then, once all proportions were calculated, proportions of each relationship label
was averaged across the sample and then by site, gender, and grade level group. In
SPSS©, this was automatically computed using the aggregation function.
Research question 2: Who and what do children consider their social
supports and social stressors, and what cross-cultural patterns emerge? Exploration
of this research question aimed to uncover patterns related to the evaluative and
functional dimensions of children’s social milieu. To do so, the analysis team engaged in
two stages of analysis. First, quantitative analyses identified the proportions of the types
of relationships that are appraised as stressful, ambivalent, and supportive across site,
gender, and grade level groups. Second, the research team engaged in a three-part
abductive analysis of all ecomap narratives, focusing only on the types of relationships
and the functions of social stressors and social supports.
Stage 1 – Frequencies of relationship appraisals by relationship type (R2-S1).
Quantitative calculations of relationship appraisals by relationship type helped to
contextualize the types of relationships that children appraise as stressful, supportive, or
both. Thus, Stage 1 of Research Question 2 identified the proportions of each relationship
type that was coded as stressful, ambivalent, and supportive on each child’s ecomap.
Using SPSS©, the aggregation function was used to create a new database with the count
of the key child + var1 (i.e., Relationship Type) + var2 (Relationship Quality). Then, in
this database, the count of var1 (Relationship Type) was calculated. Next, the proportion
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of var2/var1 was computed per child, and using those proportions, averages were
calculated for each site, gender, and grade level group (per relationship type).
Stage 2a – Deductive coding of ecomap narratives (R2-S2a). Stage 2 analysis
involved an abductive procedure for organizing and understanding the narrative data.
This approach was determined to be most appropriate because it allowed for emic
findings to be rooted in current theory and research, creating not only a clear
organizational framework for theme and pattern analysis; but also establishing a strong
connection between the findings and current research (Teddlie & Tashakkori, 2012).
Hence, the abductive process involved two sub-stages: (a) a deductive coding stage; and
(b) an inductive stage that identified themes relevant to all deductively coded statements.
The deductive coding stage used an a priori, or etic, theoretical framework to
guide inductive theme generation and pattern analysis (Nastasi & Schensul, 2005). Thus,
a deductive coding scheme was created based on current knowledge of children’s social
worlds. As shown in Table 4, the deductive codes STRESS and SUPP were used to
classify statements that indicated stressors or supports. All statements were coded in the
PPWBG Intl Ecomap Database by placing all relevant codes before the first sentence of
each narrative, demarcated by backslashes (e.g., /ALL STRESS/). If narratives included
multiple codes, both codes were noted at the beginning of the entire narrative. However,
coders were unable to agree on the appropriate code(s) for the narrative, then the
narrative was determined unusable for the analysis and labeled “uncodable.” Narratives
were coded in their entirety to ensure that the context and spirit of each story was
maintained. For the full list of deductive coding instructions, see Appendix A.
Table 4. Deductive Coding Scheme
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CODE
STRESS

Descriptor
Stressor

Definition
Sources that the child appraises as having elicited emotional, cognitive, or
physiological distress for the child.

SUPP

Support

Sources that the child identifies as helping him/her to cope with a stressor, or as
augmenting an already positive state.

UNCODABLE

Uncodable

Reference to statements, phrases, words, or narratives that cannot be coded due to
(a) a lack of context and therefore ambiguity about the meaning or intention of the
description; and/or (b) a lack of agreement between coders about the appropriate
code after the consensus building process

Stage 2b – Inductive thematic analysis of ecomap narratives (R2-S2b). Inductive
thematic analysis was completed after all deductive codes were finalized. Unlike
deductive coding that provides an a priori list of codes to use, inductive analysis requires
that researchers summarize the information in their unique datasets without losing its
intent or adding meaning where it does not exist. This process takes time and expertise.
Thus, the present author assumed primary responsibility for analyzing the bulk of the
international dataset, and her dyad partner independently read and analyzed only a
selection of the same narratives from each country that were independently read and
analyzed by the author (i.e., ~50% of the narratives). In this way, a preliminary conferral
process was conducted to ensure that coders’ differences and agreements were discussed
and clarified prior to the author analyzing the rest of the data set. However, not only did
the second team member review, question, and/or confirm agreement of the author’s
analyses, the author also conducted a second read and analysis of the dataset, once all
inductive themes were generated and defined across countries. This review process was
conducted to ensure that redundancies were eliminated and that themes that were
generated toward the end of the analysis process were tested against narratives previously
analyzed. Additionally, recursive checks allowed the analysis process to remain fluid
from start to finish (Creswell, 2009).
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To ensure that the context of each theme was retained, new columns were added
to the PPWBG Intl Ecomap Database that were adjacent to all narratives. Thus, themes
that summarized each narrative were never removed from the context in which they were
derived, allowing for the conferral discussion to be more meaningful and productive.
Overall, generated themes attempted to retain the spirit of children’s narratives. If
possible, children’s language was used verbatim, evidenced by the use of quotation
marks. However, given the diversity of children’s colloquialisms, use of their
terminology was not always possible. In addition, thematic categories were written to be
as specific as possible to reduce the need for or influence of etic inferencing, although
etic inferencing was inevitably a part of the analysis process (Nastasi & Schensul, 2005).
Ensuring trustworthiness. Throughout analysis, a number of checks were used
to ensure that all findings were valid and reliable interpretations of the children’s views.
First, as previously detailed, an accountability system was created at each stage of the
data analysis process (see Appendix A). This documentation allowed for an audit trail for
others to verify that the findings were the result of a systematic procedure that truly
communicated the participants’ views (Nastasi & Schensul, 2005). Second, data analysis
was completed with one partner who served as an independent interpreter and a check for
interpreter bias. Additionally, each data partner engaged in a reflexive process before,
during, and after each analysis stage (see Appendix A). For example, partners were asked
to record any thoughts and questions that they may had about their codes and themes in
adjacent brackets. These reflections were then shared during the consensus building
process of each stage. Furthermore, after consensus was met at each stage, each partner
shared general reflections about the process (see Appendix A). In sum, across the data
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collection and analysis phases, data triangulation, member checking, reflexive journaling,
thick description, and an audit trail ensured that the potential results are trustworthy
results, representative of the concepts that participants shared at each site (Nastasi &
Schensul, 2005).
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Chapter 4
Results
Children’s ecomaps and ecomap narratives provided rich information about
international children’s social structures, functions, and evaluations. Findings related to
each aspect of children’s social worlds is discussed further here.
The Structure of International Children’s Social Worlds
Given the variability in the literature regarding the structure of children’s social
relationships, descriptive analyses were completed to identify common and site-, gender-,
and grade level-specific patterns related to children’s network sizes, perspectives of
embeddedness, and network composition. Although all 817 ecomaps were considered for
analysis, it was found that 22 ecomaps (~2.7%) included network sizes that were above
the superior limit of the box plot by city (Howell, 2007), as determined by network size
distribution patterns. Those ecomaps were therefore not included in calculations of
central tendency related network size, embeddedness, and network composition.
As shown in Table 5, the largest percentages of excluded ecomaps were from the
Samara (Russia) and Padua (Italy) sites. However, a recreation of the distribution using
histograms indicated that the removal of outliers did not disturb the original distribution
(see Figure 2). In total, 795 ecomaps (~97%) were used in all quantitative analyses.
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Table 5. Percentage of Network Size Outliers by Site
Research Site
Brazil – Manaus
Estonia – Tallin
Greece – Athens
India – Mumbai
Italy – Padua
Mexico – Xalapa
Romania – Bucharest
Russia – Samara
Slovak Republic – Košice
Sri Lanka – Negombo
Tanzania – Arusha
USA – Boston, Massachusetts
USA – New Orleans, Louisiana
USA – Mayagüez, Puerto Rico

%age of Included Ecomaps
98.2%
100%
100%
100%
92.2%
96.2%
100%
91.1%
100%
97.7%
98.5%
97.1%
95.3%
100%

%age of Excluded Ecomaps
1.8%
0%
0%
0%
7.8%
2.7%
0%
8.9%
0%
2.3%
1.5%
2.9%
4.7%
0%

International children’s network sizes. Across all sites, children’s network sizes
ranged between a size of one to a size of 36. However, most of the distribution fell
between network sizes of one and 27. Because a histogram of the distribution showed
negative kurtosis (see Figure 2), it indicated that the mean was not the best measure of
central tendency. Thus, a five percent trimmed mean was used across sites, gender, and
grade level groups, normalizing the data and capturing 90% of all network sizes drawn
(Howell, 2007). As depicted in Figure 3, the overall mean network size was 7.87
members (SD = 3.61), with all sites falling within one standard deviation of the mean. On
average, children in Athens reported the greatest number of network members whereas
children in Tanzania reported the smallest. Across the sample, gender differences were
small, as females reported a trimmed mean network size of 7.96 members and males
reported a similar network size of 7.76.
By grade level group, some differences were identified. As indicated in Figure 4,
children in middle and secondary school tended to report larger network sizes than
children in primary school, with middle school students reporting the largest trimmed
mean network size. With the exception of primary school females, females at each grade
level appeared to report larger trimmed network sizes than their male counterparts
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(b)

(a)

Network Size

Figure 2. Distribution of network sizes before and after outliers were removed. Histogram A illustrates the original distribution of
network sizes (N = 817, M = 8.46, SD = 4.27), and Histogram B shows the distribution after outliers were removed (N = 795, M =
7.87, SD = 3.61). As indicated, the distribution was not disturbed by the removal of outliers.
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Figure 3. Trimmed mean network sizes by site. The dashed line indicates the overall trimmed mean across all participants, which
was 7.87 members (SD = 3.61). As indicated, all site averages fell within one standard deviation of the mean.
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Figure 4. Trimmed mean network size by grade level group. As indicated, all site averages fell within one standard deviation of
the mean.
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(see Table 6). Although differences were negligible, the significance of this difference
was not calculated.
Table 6. Trimmed Mean Network Size of Each Gender at Each Grade Level

Female

Primary
Middle
Secondary

5% Trimmed Mean
7.30
8.94
8.14

Variance
11.69
10.93
11.31

SD
3.42
3.31
3.36

Male

Primary
Middle
Secondary

7.79
8.61
7.26

18.71
9.39
12.33

4.33
3.06
3.51

In general, most research sites followed these grade level trends, with middle
school students reporting the largest trimmed mean network sizes and primary school
students reporting the smallest. However, a number of exceptions were evident. Namely,
among sites that provided data for three grade level groups (i.e., Brazil – Manaus; Estonia
– Tallin; Greece – Athens; Italy – Padua; Romania – Bucharest; Mexico – Xalapa; Slovak
Republic – Košice; Sri Lanka – Negombo; and USA – Boston), only one of these sites
showed a completely opposite pattern from the general trend. Namely, in Boston (USA),
primary school youth tended to report the largest trimmed mean network sizes (MSize =
10.61), followed by middle school youth (MSize = 10.19), and, finally, secondary school
youth (MSize = 9.53). Secondary school males, in particular, reported the smallest trimmed
mean network size (MSize = 8.61). Although the New Orleans (USA) site did not include
middle school students, a network size pattern similar to that of Boston’s (USA) was
evident, with primary school students reporting a larger trimmed mean network size
(Msize = 11.39) than their secondary school counterparts (Msize = 9.38). Similarly, among
youth in Tallin (Estonia), primary school students reported the largest trimmed mean
network size (Msize = 8.55) and middle school students reported the smallest (Msize =
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7.62). Still, these differences should be interpreted cautiously as they rely describe only
descriptive patterns.
International children’s perceptions of embeddedness. As a proxy for
embeddedness, a total stress-support index (SSI) score was derived by calculating the
mean of each child’s appraisal codes (1, to indicate supportive relationships; 1.5, to
represent ambivalent relationships; and 2, to denote stressful relationships). Because SSIs
are ultimately linked to network sizes, all ecomap outliers (based on network size) were
excluded from analyses of embeddedness, resulting in the total inclusion of 795 ecomaps
for analysis (see Table 5). However, unlike analyses of network size, kurtosis did not
affect analyses of embeddedness due to the fact that scores were naturally limited to a
range of one to two, with higher scores suggesting perceptions of weaker embeddedness.
Thus, means (not trimmed means) were used to describe patterns of central tendency.
Across sites, the average SSI was 1.30 (SD = .17), which may suggest that
children tend to report mostly positive relationships that influence their perceptions of
belonging to their social networks. All site averages fell within one standard deviation of
the mean, with the lowest mean SSI derived from youth in Bucharest (Romania; MSSI =
1.18) and the highest reported from youth in Arusha (Tanzania), Boston (USA), and
Xalapa (Mexico) (all MSSI = 1.36). Gender differences appeared negligible, as females
and males reported mean SSIs of 1.29 and 1.31, respectively. Grade level differences,
however, appeared to be larger, with primary school students reporting the lowest mean
SSI scores (MSSI = 1.27) and middle school students reporting the highest (MSSI = 1.33).
However, when disaggregated by site, secondary school students from most research sites
evinced the highest mean SSI scores (see Figure 5), namely, Arusha (Tanzania), Boston
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(USA), Bucharest (Romania), Košice (Slovak Republic), Mumbai (India), New Orleans
(USA), and Padua (Italy). Other exceptions were evident. That is, among participants in
Athens (Greece), Negombo (Sri Lanka), and Xalapa (Mexico), primary school students
reported the highest mean SSI. Also, among youth in Puerto Rico (USA) and Samara
(Russia), mean SSI differences between primary and secondary students were not
identified (see Figure 5).
Although gender differences were small across the entire sample (MFemale = 1.29;
MMale = 1.31), almost all sites evinced larger gender differences in the area of
embeddedness. In most cases (~58% of all sites), males reported higher mean SSI scores
(i.e., lower embeddedness). However, grade level-by-gender patterns appeared to be
more variable (see Table 7), although caution must be taken in interpreting this variability
as it based solely on descriptive analysis. For example, in Negombo (Sri Lanka), primary
school males reported highest mean SSI scores, followed by middle school males, and
then primary school females (see Table 7). Secondary school females reported the highest
perceptions of embeddedness. These patterns may suggest that younger males in
Negombo are more likely to feel less connected to their communities than both their male
and female counterparts at the secondary school level. However, within the context of
these participants’ ecologies, these results may not actually suggest a developmental
trend. Instead, they more likely reflect the stressors within each group’s ecology. Namely,
all of the males in the Negombo (Sri Lanka) sample lived in the impoverished fishing
villages of Negombo, and they all attended the provincial school with minimal resources.
Thus, their higher SSI scores may be linked to the stressors associated with poverty,
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1.28
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1.41 1.37
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1
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0.4
0.2
N/A

0
Brazil Manaus

Estonia Tallin

Greece Athens

India Mumbai

N/A

Italy Padua

N/A
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Figure 5. Mean SSI scores by country and grade level group. As indicated, secondary school youth from most sites evinced the highest mean SSI scores, suggesting the lowest perceptions of
embeddedness within their social networks. However, some exceptions are noted, whereby primary or middle school students reported the highest mean SSI scores. Only the lowest and highest mean
SSI scores are labeled by country, and spaces labeled “N/A” indicate that data were not collected from the specified grade level group.
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suggesting the importance of children’s ecological experiences in determining their
perceptions of embeddedness.
Table 7. Mean SSI Scores across Site, Gender, and Grade Level Group
Research Site
Brazil – Manaus

Gender
Female

Male

Estonia – Tallin

Female

Male

Greece – Athens

Female

Male

India – Mumbai

Female

Male

Italy – Padua

Female

Male

Mexico – Xalapa

Female

Male

Sri Lanka – Negombo

Female

Male

Romania – Bucharest

Female

Male

Russia – Samara

Female

Grade Level Group
Primary
Middle
Secondary
Primary
Middle
Secondary

Mean SSI
1.29
1.29
1.28
1.22
1.33
1.23

SD
.22
.12
.11
.13
.16
.08

Primary
Middle
Secondary
Primary
Middle
Secondary

1.23
1.33
1.22
1.21
1.22
1.23

.14
.06
.07
.13
.06
.07

Primary
Middle
Secondary
Primary
Middle
Secondary

1.34
1.41
1.39
1.36
1.25
1.22

.13
.06
.04
.17
.09
.11

Primary
Middle
Secondary
Primary
Middle
Secondary

1.29
1.34
-

.14
.13
-

Primary
Middle
Secondary
Primary
Middle
Secondary

1.27
1.45
1.41
1.28
1.33
1.41

.11
.13
.13
.11
.05
.09

Primary
Middle
Secondary
Primary
Middle
Secondary

1.35
1.26
1.34
1.41
1.39
1.36

.14
.17
.14
.13
.17
.15

Primary
Middle
Secondary
Primary
Middle
Secondary

1.39
1.37
1.26
1.46
1.40
1.36

.19
.09
.12
.05
.09
.12

Primary
Middle
Secondary
Primary
Middle
Secondary

1.15
1.19
1.23
1.14
1.21
1.27

.11
.14
.13
.08
.10
.09

Primary
Middle
Secondary

1.13
1.14

.11
.12
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Slovak Republic – Košice

Male

Primary
Middle
Secondary

1.25
1.29

.19
.12

Female

Primary
Middle
Secondary
Primary
Middle
Secondary

1.08
1.28
1.38
1.23
1.24
1.21

.13
.14
.23
.25
.08
.16

Primary
Middle
Secondary
Primary
Middle
Secondary

1.30
1.39
1.28
1.43

.34
.19
.25
.29

Primary
Middle
Secondary
Primary
Middle
Secondary

1.31
1.29
1.40
1.29
1.45
1.38

.23
.14
.14
.13
.14
.12

Primary
Middle
Secondary
Primary
Middle
Secondary

1.26
1.40
1.28
1.31

.16
.20
.15
.13

Male

Tanzania – Arusha

Female

Male

USA – Boston

Female

Male

USA – New Orleans

Female

Male

USA – Puerto Rico

Female

Primary
1.20
.19
Middle
Secondary
.23
1.35
Male
Primary
1.33
.21
Middle
Secondary
1.23
.16
Note: Mean SSI scores in boldface type indicate the gender and grade level group that endorsed the highest mean SSI scores by
research site.

Composition of international children’s social networks. To identify the types
of relationships that youth develop, relationship labels from all 817 ecomaps were
inductively coded by the PPWBG New Orleans team. Codes were then verified by the
present author and her coding partner. This inductive analysis resulted in a total of 23
relationship codes, which are listed and defined in Appendix B. These codes were then
used to determine the proportions of relationships that each child recorded. However, to
maintain consistency across quantitative analyses, ecomaps that were considered network
size outliers were not included in the analysis of network proportions.
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As shown in Table 8, only 13 of the 23 coded relationships comprised an average
of at least one percent of each child’s ecomap, including those that were unclear or
unknown. The most commonly reported network member was the Home
Parent/Caregiver, comprising an average of 25% of each child’s ecomap. These
individuals included biological parents, stepparents, as well as babysitters and nannies.
Although proportions of specific Home Parent/Caregivers were not calculated, a
frequency count across all Home Parent/Caregivers showed that biological mothers and
fathers were the most frequently identified Home Parent/Caregiver, included in 51% and
46% of all ecomaps that identified a Home Parent/Caregiver as a network member,
respectively.
Table 8. Mean Proportions of Identified Network Members across Sample
Network Member (Inductive Code)
Mean Proportion
Home Parent/Caregiver
25%
Friend/Peer
19%
Extended Family
17%
Sibling
16%
Educator/Trainer
7%
Context (Space/Cultural Idea)
2%
Community Member
2%
Pet/Animal
2%
Recreation/Activity
2%
Unknown
2%
Religious Authority
1%
Natural Environment
1%
Threat to Safety/Rule Breaker
1%
Note: Table is organized from greatest mean proportion to least.

SD
13%
17%
18%
14%
9%
6%
6%
6%
7%
8%
3%
4%
5%

Other commonly identified network members included Friend/Peer (MProportion =
19%; e.g., best friend, friend, school buds, associates), Extended Family (MProportion =
17%; e.g., grandparents, godparents, uncles, cousins), Sibling (MProportion = 16%; e.g.,
brother, sister, stepbrother), and Educator/Trainer (MProportion = 7%; e.g., teacher, boss,
football coach, teacher of dancing). Unlike the categories of Home Parent/Caregiver and
Sibling, the categories of Friend/Peer, Extended Family, and Educator/Trainer evinced
great diversity in the specific individuals drawn. For instance, under the category of
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Friend/Peer, youth identified peers of varying degrees of ‘closeness’ (e.g., “associate”
versus “best friend”), intimacy (e.g., “friend” versus “boyfriend”), and from different
ecologies (e.g., school or neighborhood). They also drew peers who evinced specific
characteristics, such as a Sri Lankan male’s “drug addicted friend” (Secondary School).
This pattern of diversity suggests that outside of the home, children are likely to be
exposed to a variety of individuals who are biologically related or unrelated.
Across relationship types, mean gender differences ranged between zero and two
percent, and across grade levels, differences in mean proportions ranged between zero
and seven percent, resulting in variations in the types of relationships that comprised a
mean of at least one percent of each child’s ecomap. As shown in Figure 6, the number of
different relationships that children reported appeared to increase as they got older.
Proportions of each type also tended to be greater at the secondary school level, with the
exception of Extended Family, Home Parent/Caregiver, Pet/Animal, and Sibling.
Younger children tended to include a greater proportion of these network members than
their older counterparts (see Table 9). In spite of this trend, mean proportions of coded
relationship categories were fairly similar across grade levels, all falling within one
standard of the mean across sites (see Table 9), and consistent with patterns identified
across the sample, the most commonly reported network members across grade level
groups were Home Parent/Caregiver, Extended Family, Friend/Peer, and Sibling.
Compared to gender or grade level comparisons, the greatest variation was
evidenced across sites. As depicted in Figure 7 (a – n), each site was characterized by
different numbers and types of network members that comprised a mean of at least one
percent of each child’s ecomap. For example, youth from Mumbai (India) included 14
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different network members that comprised an average of at least 1% of each child’s
ecomap, whereas youth from Arusha (Tanzania), Bucharest (Romania), Mayagüez (USA

Frequency Count

– Puerto Rico), and Xalapa (Mexico) reported 8 different network members.
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Secondary

0
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Grade Level Group
Figure 6. Number of relationship codes that comprised at least one percent of each child’s ecomap.

Table 9. Mean Proportions of Identified Network Members by Grade Level Group
Mean Proportion
Network Member (Inductive Code)
Primary School
Middle School
Secondary School
Community Member
1%
3%
3%
Context (Space/Cultural Idea)
1%
3%
3%
Educator/Trainer
7%
7%
8%
Extended Family
13%
15%
20%
Family – Undefined
0%
0%
1%
Friend/Peer
17%
18%
21%
Holiday/Celebration
0%
0%
1%
Home Parent/Caregiver
23%
23%
27%
Natural Environment
1%
1%
1%
Pet/Animal
2%
2%
3%
Recreation/Activity
1%
2%
3%
Religious Authority
0%
1%
2%
Researcher/Facilitator
0%
0%
1%
Service Provider
0%
0%
1%
Sibling
15%
16%
16%
Threat to Safety/Rule Breaker
0%
1%
4%
Unknown
1%
3%
3%
Note: Bolded numbers highlight the greatest mean proportion across grade level group for each identified network member.

Compared to the list generated for the entire sample (see Table 8), proportions of
certain relationship categories were more salient for youth at select sites, resulting in sitespecific lists that included relationships not previously listed in Table 8. For example,
youth in Athens (Greece), Mumbai (India), and Tallin (Estonia) incorporated
Holiday/Celebration with enough frequency that it resulted in a mean proportion of at
least one percent (see Figure 7b, c, & d). They specifically drew weddings, birthdays,
Christmas, and non-specific parties and celebrations as part of their social ecologies.

88
Other unique network members included Life/Health/Loss (Greece – Athens, MProportion =
3%; USA – Boston, Massachusetts, MProportion = 1%), Family – Undefined (USA –
Mayagüez, Puerto Rico, MProportion = 1%; USA – New Orleans, Louisiana, MProportion =
2%), Food (India – Mumbai, MProportion = 1%), Public Figure/Celebrity (Athens, Greece;
MProportion = 1%), Researcher/Facilitator (India – Mumbai, MProportion = 1%; USA – New
Orleans, Louisiana, MProportion = 2%), and Service Provider (Sri Lanka – Negombo,
MProportion = 1%; USA – Boston, Massachusetts, MProportion = 1%). Although these network
members were reported in lower proportions, the presence of these network members still
suggest a degree of salience to youth at these sites.
Brazil - Manaus

Network Member

Sibling
Self
Recreation/Activity
Pet/Animal
Natural Environment
Home Parent/Caregiver
Friend/Peer
Food
Extended Family
Context (Space/Cultural Idea)

20%
1%
4%
6%
10%
23%
10%
1%
13%
10%
0%

5%

10%

15%
20%
Mean Proportion

(a)

25%

30%

35%

40%

Network Member

Estonia - Tallin
Unknown
Sibling
Recreation/Activity
Pet/Animal
Natural Environment
Home Parent/Caregiver
Holiday/Celebration
Friend/Peer
Extended Family
Educator/Trainer
Context (Space/Cultural Idea)

4%
20%
1%
9%
2%
25%
1%
21%
12%
3%
1%
0%

(b)

5%

10%

15%
20%
25%
Mean Proportion

30%

35%

40%
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Greece - Athens

Network Member

Threat to Safety/Rule Breaker
Sibling
Recreation/Activity
Public Figure/Celebrity
Natural Environment
Life/Health/Loss
Home Parent/Caregiver
Holiday/Celebration
Friend/Peer
Extended Family
Educator/Trainer
Context (Space/Cultural Idea)
Community Member

2%
9%
2%
1%
1%
3%
17%
3%
19%
20%
12%
8%
3%
0%

5%

10%

(c)

15%
20%
Mean Proportion

25%

30%

35%

40%

Network Member

India - Mumbai
Threat to Safety/Rule Breaker
Sibling
Service Provider
Researcher/Facilitator
Recreation/Activity
Natural Environment
Home Parent/Caregiver
Holiday/Celebration
Friend/Peer
Food
Extended Family
Educator/Trainer
Context (Space/Cultural Idea)
Community Member

6%
18%
1%
1%
15%
3%
21%
3%
17%
1%
5%
3%
5%
1%
0%

5%

10%

15%

(d)

20%

25%

30%

35%

40%

Mean Proportion

Network Member

Italy - Padua
Sibling
Religious Authority
Recreation/Activity
Pet/Animal
Home Parent/Caregiver
Friend/Peer
Extended Family
Educator/Trainer
Context (Space/Cultural Idea)
Community Member

11%
1%
2%
2%
27%
38%
9%
7%
2%
1%
0%

5%

10%

Network Member

20%

25%

30%

35%

40%

Mean Proportion

(e)

(f)

15%

Mexico - Xalapa
20%

Sibling
Recreation/Activity
Pet/Animal
Home Parent/Caregiver
Friend/Peer
Extended Family
Educator/Trainer
Community Member

1%
4%
30%
23%
16%
4%
1%
0%

5%

10%

15%
20%
Mean Proportion

25%

30%

35%

40%
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Romania - Bucharest

Network Member

Unknown
Sibling
Pet/Animal
Home Parent/Caregiver
Friend/Peer
Extended Family
Educator/Trainer
Community Member

4%
6%
1%
24%
21%
26%
16%
2%
0%

(g)

5%

10%

15%
20%
25%
Mean Proportion

30%

35%

40%

35%

40%

Russia - Samara

Network Member

Unknown
Sibling
Public Figure/Celebrity
Pet/Animal
Home Parent/Caregiver
Friend/Peer
Extended Family
Educator/Trainer
Community Member

3%
14%
1%
1%
29%
29%
16%
6%
1%
0%

5%

10%

15%
20%
25%
Mean Proportion

(h)

30%

Network Member

Slovak Republic - Košice
Unknown
Sibling
Pet/Animal
Home Parent/Caregiver
Friend/Peer
Extended Family
Educator/Trainer
Community Member

3%
15%
1%
34%
24%
18%
3%
1%
0%

5%

10%

15%

20%

25%

30%

35%

40%

35%

40%

Mean Proportion

(i)

Network Member

Sri Lanka - Negombo
Unknown
Threat to Safety/Rule Breaker
Sibling
Service Provider
Religious Authority
Home Parent/Caregiver
Friend/Peer
Extended Family
Educator/Trainer
Community Member

2%
6%
19%
1%
4%
22%
11%
16%
9%
9%
0%

(j)

5%

10%

15%
20%
Mean Proportion

25%

30%
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Tanzania - Arusha

Network Member

Unknown
Sibling
Self
Home Parent/Caregiver
Friend/Peer
Extended Family
Educator/Trainer
Community Member

4%
24%
1%
29%
8%
25%
7%
2%
0%

5%

10%

(k)

15%
20%
Mean Proportion

25%

30%

35%

40%

USA - Boston, Massachusetts

Network Member

Unknown
Sibling
Service Provider
Self
Recreation/Activity
Life/Health/Loss
Home Parent/Caregiver
Friend/Peer
Extended Family
Educator/Trainer
Context (Space/Cultural Idea)
Community Member

5%
9%
1%
1%
13%
1%
21%
18%
9%
11%
7%
1%
0%

5%

10%

(l)

15%
20%
25%
Mean Proportion

30%

35%

40%

Network Member

USA - Mayagüez, Puerto Rico
Sibling
Religious Authority
Pet/Animal
Home Parent/Caregiver
Friend/Peer
Family - Undefined
Extended Family
Educator/Trainer

9%
1%
2%
33%
19%
1%
21%
14%
0%

5%

10%

(m)

15%

20%

25%

30%

35%

40%

Mean Proportion

Network Member

USA - New Orleans, Louisiana
Unknown
Sibling
School Administration
Researcher/Facilitator
Recreation/Activity
Pet/Animal
Home Parent/Caregiver
Friend/Peer
Family - Undefined
Extended Family
Educator/Trainer
Context (Space/Cultural Idea)
Community Member

7%
13%
1%
2%
2%
3%
20%
17%
2%
18%
7%
6%
1%
0%

5%

10%

15%

20%

25%

30%

35%

40%

Mean Proportion
(n)
Figure 7. Mean proportions of identified network members comprising at least one percent of each child’s ecomaps, disaggregated by
research site (a – n).
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In addition to network composition variations, youth from select sites reported
greater proportions of specific network members that were at least 1 SD above overall
means listed in Table 8, suggesting greater salience of those particular network members
within each respective site. For instance, youth in Manaus (Brazil) tended to report a
greater proportion of references to the Natural Environment (i.e., rain, sun, insect bites),
which may be due to the fact that they live in the Amazon rainforest. They also reported
greater proportions of Context (Space/Cultural Idea), with a specific focus on important
spaces to them, such as the school, bus, soccer field, and home. Other sites that included
greater proportions of certain relationship types (i.e., at least 1 SD above the overall
mean) were Athens (Greece; Context (Space/Cultural Idea)), Boston (USA –
Massachusetts; Recreation/Activity), Bucharest (Romania; Educator/Trainer), Mumbai
(India; Threat to Safety/Rule Breaker), Negombo (Sri Lanka; Community Member,
Religious Authority, and Threat to Safety/Rule Breaker), Padua (Italy; Friend/Peer), and
Tallin (Estonia; Pet/Animal), suggesting greater salience of these particular network
members for youth at each respective site.
When further disaggregated by site, gender, and grade level group, even greater
variation in network composition patterns was evident. However, because most
differences were less than five percent, only gender-by-grade level differences of five
percent or more are highlighted and listed in Appendix B. Further, as indicated in
Appendix B, most sites did not evince overall gender differences in network member
proportions. However, if overall gender differences were evident, females tended to
report greater proportions of their network members, including: context (USA – New
Orleans, Louisiana); educators/teachers (Sri Lanka – Negombo; Tanzania - Arusha);
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friends/peers (Mexico – Xalapa; Sri Lanka – Negombo; USA – Mayagüez, Puerto Rico);
home parent/caregivers (Italy – Padua; USA – New Orleans, Louisiana); pets/animals
(Italy – Padua); and siblings (Brazil – Manaus; Slovak Republic - Košice). On the other
hand, males from Arusha (Tanzania) and Mayagüez (USA – Puerto Rico) tended to
report extended family members at greater frequencies than their female counterparts.
Functional Patterns of International Children’s Social Worlds
Ecomap narratives provided insight into the types of behaviors and interactions
that participating youth considered supportive and/or stressful. These narratives
essentially detailed the functional patterns of children’s social worlds. However, not all
participants provided narratives. As shown in Table 10, approximately 78% of all
students (53% female; 42% Primary School; 16% Middle School; 42% Secondary
School) wrote or orated supplemental narratives that explained the reasons for their
appraisals and detailed examples of their stressful, supportive, and/or ambivalent
experiences. Thus, summative themes and consensus calculations were derived only from
youth who shared additional narratives, ultimately excluding the following groups: (a) all
Xalapa (Mexico) participants; (b) all secondary school Samara (Russia) males; (c)
primary and middle school Negombo (Sri Lanka) groups; and (d) all secondary school
Negombo (Sri Lanka) males. In spite of these exclusions, the available narratives
provided a rich dataset from which an abundance of stress and support themes were
derived.
Types of supports. From the available narratives, 51 functional support themes
were induced across sites (see Appendix B for a full list of themes, definitions, and
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Table 10. Proportion and Number of Participants who Provided Supplemental Narratives

Research site

Primary School
(Ages 4 – 11)
Females
Males

Middle School
(Ages 12 – 14)
Females
Males

Secondary School
(Ages 15 – 19)
Females
Males

Total

Brazil – Manaus

100%
(10)

100%
(13)

100%
(9)

100%
(8)

100%
(8)

100%
(7)

100%
(55)

Estonia – Tallinn

92%
(12)

100%
(15)

100%
(6)

100%
(5)

100%
(7)

100%
(6)

98%
(51)

Greece – Athens

100%
(13)

100%
(12)

100%
(6)

100%
(6)

100%
(6)

100%
(5)

100%
(48)

India – Mumbai

-

-

100%
(6)

-

100%
(16)

-

100%
(22)

100%
(16)

100%
(16)

100%
(8)

100%
(8)

100%
(8)

100%
(8)

100%
(64)

0%
(0)

0%
(0)

0%
(0)

0%
(0)

0%
(0)

0%
(0)

0%
(0)

Romania – Bucharest

100%
(16)

100%
(16)

100%
(8)

100%
(7)

100%
(8)

100%
(8)

100%
(63)

Russia – Samara

100%
(12)

50%
(6)

-

-

47%
(8)

0%
(0)

58%
(26)

Slovak Republic – Košice

100%
(12)

100%
(13)

100%
(7)

100%
(8)

100%
(7)

100%
(8)

100%
(55)

0%
(0)

0%
(0)

0%
(0)

0%
(0)

83%
(33)

0%
(0)

25%
(33)

Tanzania – Arusha

100%
(15)

100%
(13)

-

-

100%
(18)

100%
(19)

100%
(65)

USA – Boston, Massachusetts

100%
(5)

100%
(5)

100%
(4)

100%
(5)

100%
(11)

100%
(4)

100%
(34)

USA – Mayagüez, Puerto Rico

100%
(2)

100%
(4)

100%
(1)

100%
(2)

100%
(3)

100%
(4)

100%
(16)

USA – New Orleans, Louisiana

96%
(23)

100%
(18)

-

-

63%
(15)

80%
(16)

84%
(72)

71%
(119)

78%
(638)

Italy – Padua
Mexico – Xalapa

Sri Lanka – Negombo

80%
82%
61%
53%
79%
TOTALS
(136)
(131)
(55)
(49)
(148)
Note: Dashes indicate that ecomaps and ecomap narratives were not collected from the specified group.

examples), reflecting the diverse expanse of supports that youth have access to or to
which they desire access. Although large in number, all supports were able to be further
grouped into one of five larger inductive categories: the achievement of competencies
(e.g., positive performance outcome/fulfilling expectations); specific characteristics or
traits of people, places, or things (e.g., humor/humorous); the child’s degree of autonomy

95
(independence/autonomy from parents); interpersonal interactions and relationships (e.g.,
friendship/membership in peer group); and recreation/leisure activities (e.g., play/sport).
Support types were not able to be clustered using the predominant functional support
schema (i.e., emotional support, instrumental support, etc.) because youth narratives often
described behaviors that presented with multiple outcomes. For example, a primary
school male in Brazil shared that his grandparents “buy me things for me to stop crying.”
Thus, while also serving an instrumental purpose, the act of buying things served as a
form of emotional support for the child. Hence, the predominant functional support
schema failed to adequately capture this sample’s experiences.
Not surprisingly, the majority of themes related to the development and
maintenance of interpersonal interactions/relationships, and although most themes were
met with minimal to low convergence, the majority of all moderate- to high-consensus
themes were interpersonal in nature (see Table 11). Additionally, consistent with current
research and theory about children’s supports, most narratives described supports that
youth receive from others. However, the present results also provided evidence that youth
believe that their active participation in and contribution to the support process can be
sources of support, such as providing encouragement for others, actively fulfilling
expectations, or providing nurturance/care/support. These findings, although met with
minimal to low consensus, point to another gap in the predominant functional support
schema.
Across sites, males and females tended to show similar levels of agreement about
the presented themes. Still, if gender differences emerged, females tended to show greater
agreement than males (e.g., talking/listening or receiving empathy/understanding), but
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among males, the themes of positive performance outcomes/fulfilling expectations and
recreation/activity (other) showed greater agreement. Figure 8 highlights themes that

% Consensus

demonstrated consensus level differences by gender.

100%
90%
80%
70%
60%
50%
40%
30%
20%
10%
0%

88%
82%

79%
66%

61%

59%

45%

41%

52%
45%
36%

30%
17%

64%

62%

61%

Support Themes
Figure 8. Gender differences in consensus levels about types of supports

56%

42%

30%
24%

27%
17%

38%

36%

59%

17%

Female

Male

Grade level variability also was evident in the types of supports that met with
different degrees of consensus, suggesting—with greater confidence—that some supports
are relevant at different age groups (see Table 12 for a list of moderate and high
consensus themes). For example, although different types of recreation/leisure activities
continues to be a relevant support for all grade level groups, play showed the greatest
consensus at the primary school level, and consensus decreased at the upper grade levels
(see Table 12). The theme of talking and listening, on the other hand, was increasingly
discussed as youth got older (low consensus at primary school; moderate consensus at
middle school; high consensus at secondary school). Still, a couple of themes showed
consistent degrees of consensus, namely, characteristics of person, place, or thing (high
consensus) and cooperative/non-aggressive relationship/treatment by others (high

97
consensus), pointing to the importance of character traits and cooperative interactions in
international children’s lives. However, across sites, the types of traits that youth valued
varied considerably (e.g., smart, quiet, etc.).
Gender-by-grade level patterns mirrored the identified gender and grade level
patterns, suggesting that male and female support patterns generally did not vary by grade
level. However, middle school males not only showed greater consensus than females in
the areas of performance-based and recreational supports; they also showed greater
discussion of the provision of supports (e.g., providing empathy and help) as relevant
support types.
Overall, although a number of themes showed moderate to high convergence
(e.g., cooperative/non-aggressive relationship/treatment by others), most themes were
met with minimal to low convergence, suggesting that site context factors (e.g., country
economic status, sociocultural norms) may have played an influential role in shaping the
types of supports that participants discussed (see Table 11). More important than
consensus levels, however, were the details in the children’s stories, as some of them
shared thematically similar narratives with qualitatively different contents. For example,
youth in most sites discussed gift-giving as their primary form of material support. In
contrast, however, most Arushan (Tanzania) participants focused on basic necessities as
their form of material support, such as food and water, which is likely related to the
severity of participants’ economic hardships. Thus, site context factors clearly played an
important role in shaping the types of supports relevant to youth.
Types of stressors. Similar to the diversity that resulted from discussions about
supports, participants discussed a wide range of stressors relevant to youth. Almost 60
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Table 11. Cross-Site Inductive Support Themes by Levels of Convergence




Site-Specific Themes
Providing
Academic/Instructional Help
(Greece)
Providing Encouragement
(Italy)























Themes with Minimal
Convergence (< 25%)
Arguing/Fighting
Attention/Interest
Being Able to Problem Solve,
Compromise, or Make Up
Being Trusted
Engages in Prosocial/Desirable
Behaviors with Others
Having a “Deep Connection”
or “Emotional Bond”
Having Limitations
Help to Create Social Bonds
Help to Engage in
Recreation/Activity
Holiday/Celebration
Independence/Autonomy from
Parents
Knowing/Living with
Someone/place/thing for a
Long Time
Lessens/Break from
Academic/Social Expectations
Makes Sacrifices/Goes Out of
Way for Child
Permission to Engage in
Recreation/Activity
Physical Space/Distance
Providing Emotional Support
(Non-descript)
Providing Empathy
Providing
Nurturance/Care/Protection
Receiving Sympathy
Sharing Similar
Interests/Qualities

Themes with Low Convergence
(25% - 49%)

Being Taught (Well)

“Does Things that I Want”

Friendship/Membership in
Peer Group

“Having a Good Time
Together” (Non-descript)

Having an Open/Honest
Relationship

Humor/Humorous

Learning/Studying/Practicing

Others
Knowing/Wanting/Doing
What is Best

Positive Performance
Outcome/Fulfilling
Expectations

Providing Help (Non-descript)

Receiving Emotional Support
(Non-descript)

Receiving Encouragement

Recreation/Activity - Other













Themes with Moderate
Convergence (50% - 74%)
Advice/Guidance
Companionship
Consistency/Trustworthiness
Emotional/Social
Approval/Acceptance
“Going Out (Together)”
Love/Affection
Material Support
Play/Sport
Receiving
Academic/Instructional Help
Receiving
Empathy/Understanding
Talking/Listening

Themes with High Convergence
(75% +)

Characteristics of Person,
Place, or Thing (General)

Cooperative/Non-Aggressive
Relationship/Treatment by
Others

Receiving Help (Non-descript)

Receiving
Nurturance/Care/Protection
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Table 12. Grade Level Cross-Site Inductive Support Themes by Levels of Convergence (Moderate and High)
Grade Level

Primary

Middle

Secondary

Moderate Consensus (50% - 74%)

Being Taught (Well)

Companionship

Consistency/Trustworthiness

“Does Things that I Want”

Emotional/Social Approval/Acceptance

Friendship/Membership in Peer Group

“Going Out (Together)”

Humor/Humorous

Learning/Studying/Practicing

Love/Affection

Positive Performance Outcome/Fulfilling
Expectations

Receiving Academic/Instructional Help

Recreation/Activity – Other

Sharing Similar Interests/Qualities

Emotional/Social Approval/Acceptance

Having an Open/Honest Relationship

Love/Affection

Material Support

Play/Sport

Receiving Academic/Instructional Help

Receiving Empathy/Understanding

Receiving Help (Non-descript)

Receiving Nurturance/Care/Protection

Recreation/Activity – Other

Talking/Listening

Advice/Guidance

Companionship

Emotional/Social Approval/Acceptance

Having an Open/Honest Relationship

Receiving Empathy/Understanding

High Consensus (75% +)

Characteristics of Person, Place, or Thing

Cooperative/Non-aggressive
Relationship/Treatment by Others

Material Support

Play/Sport

Receiving Help (Non-descript)

Receiving Nurturance/Care/Protection







Advice/Guidance
Characteristics of Person, Place, or Thing
Companionship
Consistency/Trustworthiness
Cooperative/Non-aggressive
Relationship/Treatment by Others





Characteristics of Person, Place, or Thing
Consistency/Trustworthiness
Cooperative/Non-Aggressive
Relationship/Treatment by Others
Love/Affection
Receiving Help (Non-descript)
Receiving Nurturance/Care/Protection
Talking/Listening






stressor themes were induced, and all were able to be categorized under one of eight
broader constructs, that is, stressors related to the following: (a) authority figures, rules,
and decisions about the child (e.g., being forced to do something/limitations/restrictions);
(b) characteristics of person, place, or thing (e.g., boastful/arrogant/egotistical); (c)
health, safety, and property (e.g., death); (d) recreation (e.g., “nothing to do”); (e) socialand performance-based competencies (e.g., engaging in academic/work tasks); (f) social
interactions (e.g., divorce/break-ups); (g) sociocultural and environmental factors; and (h)
other (e.g., having “problems”). Appendix B lists all inductively-derived themes,
definitions, and examples.
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As indicated, almost all stressor themes were counter-examples of the sample’s
inductively derived supports (e.g., cooperative/non-aggressive relationship vs.
uncooperative/aggressive relationship; Play/Sport vs. Inability to engage in
recreation/activity), and not surprisingly, most stressors were related to social interactions
and relationships with both peers and adults. In fact, most of the stressors discussed were
not specific to anyone person, but rather, they were applicable in multiple situations with
multiple people. For example, youth in this sample repeatedly discussed the distress they
experience when others shout or yell at them, whether in the context of being punished by
an adult or within the context of a peer confronting them about an issue. This range of
contexts suggests that the act of shouting or yelling is distressing, no matter who is doing
the yelling or why.
Similar to the support findings, youth in this sample acknowledged that stressors
can stem from both internal (e.g., one’s emotions) and external (e.g., other people)
sources, that is, external or internal to the child. Although most stressors implicated
external sources, internal stressors focused on youths’ engagement in academic/work
tasks (Minimal Consensus); their lack of knowledge or understanding about schoolwork
(Minimal Consensus); their negative attitudes, emotions/moods, or actions (Minimal
Consensus); physical ailments/personal injuries (Low Consensus); and poor performance
outcomes (Low Consensus). Thus, although internal stressors showed minimal to low
agreement, when discussing themselves as sources of their own stress, youth showed
greater agreement about personal failures and injuries.
Table 13 lists all stressors according to their levels of consensus. As indicated,
most stressor themes were met with minimal to low convergence, and only the theme
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‘uncooperative/aggressive relationship/treatment by others (other)’ was met with high
convergence, emphasizing—once again—the importance of cooperative and nonaggressive relationships to this sample of youth. Relatedly, acts of physical aggression,
shouting/yelling/scolding, teasing/“insulting,” and others’ negative attitudes or
emotions/moods (e.g., anger, jealousy) were met with moderate agreement. Other themes
that met with moderate agreement included performance/social pressures/demands,
negative social/emotional evaluations (e.g., criticisms or judgments), being forced to do
things/limitations/restrictions, and characteristics of person, place, or thing. The most
common stressful characteristics discussed among youth were others being “annoying,”
“lazy,” and “selfish,” all of which indirectly relate to uncooperative or aggressive
treatment by others.
Similar to the results about supports, males and females generally demonstrated
similar agreement levels about their stressors. If gender differences were noted, females
tended to show greater consensus about themes (e.g., “doesn’t keep promises” or secrets).
However, males showed greater agreement than females about the following themes:
dependent or demanding others (minimal vs. low agreement); not knowing/understanding
lessons/schoolwork (minimal vs. low agreement); others who fail to meet
societal/familial expectations (low vs. moderate agreement); punishment by authority
figures (other (minimal vs. low agreement); uncooperative/aggressive
relationship/treatment by others (other) (moderate vs. high agreement); and
withholds/removes material support (minimal vs. low agreement). Figure 9 illustrates all
gender differences identified in the levels of agreement about types of stressors.
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Table 13. Cross-Site Inductive Stressor Themes by Levels of Convergence
Themes with Minimal Convergence (< 25%)
Site-Specific Themes

Lack of
Fights/Arguments
(India – Mumbai)

Not Being Able to
Problem Solve,
Compromise, or
Make Up (Brazil –
Manaus)





































Aggressive Behaviors/Interactions
Among Others
Alcohol/Drug Use/Abuse
Being in the Company of “Enemies”
Being “Startled”/Scary Movies/Dark/etc.
Boastful/Arrogant/Egotistical
Competing Interests
Divorce or Break Ups
“Doesn’t Keep Promises” or Secrets
“Does not Help” (General)
“Does not Listen” to Child’s View
Engaging in Academic/Work Tasks
Environmental Destruction
Gossiping/Believing Gossip
Having “Problems”
Ineffective Teaching Strategies
Injustice/Unfairness
Interruptions in Learning Process
“Jokes too Much”/“Plays Tricks on Me”
Lack of Attention
Lack of Care/Concern/Nurturance
Lack of Conversations
Lack of Friends/Camaraderie
Lies or Infidelity
“Nothing to Do”
Not Knowing/Understanding
Lessons/Schoolwork
One’s Negative Attitudes, Emotions/
Moods, or Actions
Others’ Successes
Others Who Get/Try to Get the Child “in
Trouble”
Physical Ailments/Injuries in Others
Poverty/Economic Hardship
Threat of Harm/Violation of Space/
Property
Too Much Physical Touch/Affection/
Comfort/Encouragement
Uncertain Future/Outcomes
“Unreliable” (Other)
Withholds/Removes Material Support

Themes with Low Convergence
(25% - 49%)

Being Excluded/Left Behind

Death

Dependent or Demanding of
Attention

Having Different Qualities/
Interests/Opinions

Inability to Engage in
Recreation/Activity

Lack of Empathy/
Understanding

Lack of Time Spent Together

Others Who Fail to Meet
Societal/Familial Expectations

Physical Ailments/Personal
Injuries

Poor Performance Outcomes/
Failure to Meet Expectations

Punishment by Authority
Figures (Other)

“Quarrelling”

Violation of Child’s
Space/Property

Themes with Moderate Convergence
(50% - 74%)

Being Forced to Do
Something/Limitations/
Restrictions

Characteristics of Person, Place, or
Thing

Negative Social/Emotional
Evaluations

Others’ Negative Attitudes or
Emotions/Moods

Performance/Social Pressures/
Demands

Physical Aggression

Shouting/Yelling/Scolding

Teasing/“Insulting”



Themes with High
Convergence (75% +)
Uncooperative/Aggressive
Relationship/Treatment by
Others (Other)
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100%

Level of Agreement

90%
80%
64%

70%
60%
50%
40%
30%
20%
10%

52%52%
52%
45%
41%
41%
41%
41%
36%
34%
30%
30% 30% 33% 27%
28%
27% 28%
21%
21%
21%
21% 17%
17%
17%
17%
24%
14% 12%
10%
9%
15%
10%
0%
0%
45% 48%

0%

Female

Male

Stressor Themes
Figure 9. Gender differences in consensus levels about types of stressors

Across grade levels, variability was noted in the levels of agreement about
specific stressors. Thus, only themes that met with moderate to high consensus are
presented in Table 14, and as indicated, only ‘characteristics of person, place, or thing’
and ‘uncooperative/aggressive relationship/treatment by others (other)’ consistently met
with moderate to high agreement across grade levels. Moderate to high consensus themes
that were specific to each grade level included the following: (a) being excluded/left
behind’ (Primary School); (b) being forced to do something/limitations/restrictions’
(Secondary School); (c) inability to engage in recreation/activity (Primary School); (d)
“quarrelling” (Secondary School); and violation of child’s space/property (Primary
School). Still, caution should be taken when interpreting these differences, as all four
themes showed between minimal to low agreement at each grade level.
Gender-by-grade level patterns mirrored the gender and grade level findings,
such that males and females at each grade level tended to show similar levels of
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agreement, or else females showed greater agreement than their male counter parts.
However, where males showed greater agreement varied by grade level. Table 15
highlights all moderate- and high-consensus themes in which males showed greater
agreement than their female counterparts at each grade level.
Table 14. Grade Level Cross-Site Inductive Support Themes by Levels of Convergence (Moderate and High)
Grade Level

Primary

Middle

Secondary

Moderate Consensus (50% - 74%)

Being Excluded/Left Behind

Characteristics of Person, Place, or Thing

Inability to Engage in Recreation/Activity

Negative Social/Emotional Evaluations

Others’ Negative Attitudes or Emotions/Moods

Others who Fail to Meet Societal/Familial
Expectations

Teasing/“Insulting”

Violation of Child’s Space/Property

Characteristics of Person, Place, or Thing

Performance/Social Pressures/Demands

Physical Aggression

Being Forced to do Something/Limitations/
Restrictions

Negative Social/Emotional Evaluations

Others’ Negative Attitudes or Emotions/Moods

Performance/Social Pressures/Demands

“Quarrelling”

Teasing/“Insulting”

Uncooperative/Aggressive Relationship/Treatment
by Others (Other)

High Consensus (75% +)

Physical Aggression

Shouting/Yelling/Scolding

Uncooperative/Aggressive Relationship/
Treatment by Others (Other)



Uncooperative/Aggressive Relationship/
Treatment by Others (Other)



Characteristics of Person, Place, or Thing

Table 15. Gender-by-Grade Level Differences in Level of Agreement among Moderate- to High-Consensus Themes.

Primary

Grade Level
Middle
Female
Male

Secondary
Stressor Themes
Female
Male
Female
Male
Being Forced to Do
Low
Low
High
Moderate
Moderate
Moderate
Something/Limitations/Restrictions
Characteristics of Person, Place, or
Moderate
Moderate
Low
High
High
High
Thing
Dependent or Demanding of
Minimal
Minimal
Low
Low
Low
Moderate
Attention
Others who Fail to Meet
Low
Minimal
Moderate
Moderate
Moderate
Low
Societal/Familial Expectations
Physical Ailments/Personal
Moderate
Low
Low
Low
Minimal
Moderate
Injuries
Poor Performance
Outcomes/Failing to Meet
Moderate
Low
Low
Moderate
Low
Moderate
Expectations
Teasing/“Insulting”
Moderate
Moderate
Low
Moderate
Moderate
Moderate
Uncooperative/Aggressive
Moderate
Moderate
High
Low
High
High
Relationship/Treatment by Others
Note1: At each grade level, bolded labels highlight the degree of consensus among males that was greater than females
Note2: Only themes in which males show greater consensus are presented here. The reason for this decision was that males and
females at each grade level tended to show similar levels of consensus across themes. If differences were identified, females tended
show greater agreement, but some exceptions were noted. This table highlights all exceptions.
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Table 16. High-Consensus Stress Themes by Site
Research Site
Brazil – Manaus
Estonia – Tallinn
Greece – Athens

Italy – Padua

Romania – Bucharest

Slovak Republic – Košice
Tanzania – Arusha

USA – Boston, Massachusetts
USA – Mayagüez, Puerto Rico
USA – New Orleans, Louisiana

High Consensus Themes

Characteristics of Person, Place, or Thing

Uncooperative/Aggressive Relationships/Treatment by Others (Other)

Characteristics of Person, Place, or Thing

Dependent or Demanding of Attention

Performance/Social Pressures/Demands

Poor Performance Outcomes/Failure to Meet Expectations

Poverty/Economic Hardship

Uncertain Future/Outcomes

Uncooperative/Aggressive Relationships/Treatment by Others (Other)

Violation of Child’s Space/Property

Being Excluded/Left Behind

Being Forced to Do Something/Limitations/Restrictions

Characteristics of Person, Place, or Thing

Dependent or Demanding of Attention

Having Different Qualities/Interests/Opinions

“Jokes too Much”/“Plays Tricks on Me”

Lack of Empathy/Understanding

Lies or Infidelity

Negative Social/Emotional Evaluations

Others’ Negative Attitudes or Emotions/Moods

Performance/Social Pressures/Demands

“Quarrelling”

Shouting/Yelling/Scolding

Teasing/“Insulting”

Uncooperative/Aggressive Relationship/Treatment by Others (Other)

Violation of Child’s Space/Property

Characteristics of Person, Place, or Thing

Negative Social/Emotional Evaluations

Not Knowing/Understanding Lessons/Schoolwork

Poor Performance Outcomes/Failure to Meet Expectations

Shouting/Yelling/Scolding

Uncooperative/Aggressive Relationship/Treatment by Others (Other)

Characteristics of Person, Place, or Thing

Aggressive Behaviors/Interactions Among Others

Alcohol/Drug Use/Abuse

Being Excluded/Left Behind

Death/Permanent Loss

“Does not Help” (Non-descript)

Lack of Care/Concern/Nurturance

Others’ Negative Attitudes or Emotions/Moods

Others who Fail to Meet Societal/Familial Expectations

Physical Aggression

Poverty/Economic Hardship

Teasing/“Insulting”

Uncooperative/Aggressive Relationship/Treatment by Others (Other)

Violation of Child’s Space/Property

Withholds/Removes Material Support

Engaging in Academic Work/Tasks

Poor Performance Outcomes/Failing to Meet Expectations
No high consensus themes induced

Being Excluded/Left Behind

Being Forced to Do Something/Limitations/Restrictions

Characteristics of Person, Place, or Thing

Death/Permanent Loss

Inability to Engage in Recreation/Activity

Lack of Time Spent Together

Others’ Negative Attitudes or Emotions/Moods

Others who Fail to Meet Societal/Familial Expectations

Physical Aggression

Poor Performance Outcomes/Failure to Meet Expectations

Punishment by Authority Figures (Other)

Teasing/“Insulting”

Uncooperative/Aggressive Relationship/Treatment by Others (Other)
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Notable site differences were evident. Specifically, across sites, the number and
types of themes that met with different levels of consensus varied considerably. Due to
the significant variability across sites, Table 16 lists only high consensus themes at each
relevant site. (Recall that not all sites included enough gender-by-grade level groups to
allow for site-specific analysis.) As indicated, narratives from Arusha (Tanzania), Athens
(Greece), Padua (Italy), and New Orleans (USA) generated the greatest number of high
consensus themes. Additionally, a few high consensus themes were clearly reflective of
country-wide, community-wide, and/or group-specific events or characteristics. For
example, among youth in Athens (Greece), participants at all grade levels discussed the
distress they felt as result of the ‘poverty/economic hardship’ of the country, which is
reflective of the ongoing economic crisis. In Arusha (Tanzania), many of the youth in that
community experience extreme poverty, which is unlike the youth in Athens (Greece) but
still explains the salience of the same theme (‘poverty/economic hardship’). Thus, unlike
this sample’s discussion of supports, the discussion of stressors appeared to be more
strongly linked to children’s sociocultural experiences.
Evaluative Patterns of International Children’s Social World
Youths’ ecomaps also were able to provide insight about network members that
youth appraise as stressful, supportive, or ambivalent. As noted earlier, not all ecomaps
were used for quantitative analyses, as approximately 2.7% were considered outliers
based on their network sizes. Thus, only ecomaps considered for all structural analyses
were considered here.
In general, participating youth tended to appraise most of their network members
as supportive. The only exceptions were the following members who were most often
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appraised as stressful: community members, life/health/loss, natural environment, public
figure/celebrity, school administration, and—not surprisingly—threat to safety. Only
context (space/cultural idea) was most often appraised as ambivalent. When
disaggregated by gender, male and female participants showed similar patterns of
endorsements, with the exception of context (space/cultural idea). Females tended to
report context as equally supportive and ambivalent, whereas males tended to report it as
equally stressful and ambivalent. Otherwise, however, gender differences were not
evident.
Across grade levels, patterns of stress, support, and ambivalence generally
mirrored cross-site patterns. However, a few exceptions were noted, and Figure 10 (a - f)
highlights relationship types that evinced grade level differences. As indicated, appraisals
about context and the natural environment tended to become less stressful but more
ambivalent at older grade levels. Regarding performance outcomes and school
administration, youth in secondary school were more likely to appraise them as sources
of stress than their younger counterparts, who predominantly appraised them as
supportive. Appraisals of public figures/celebrities were predominantly stressful among
older students (i.e., middle and secondary school), which is in contrast to their primary
school counterparts. Finally, although appraisals of the self were generally positive,
middle school students tended to appraise themselves as sources of stress.
In general, males and females at each grade level showed agreement regarding
their sources of stress and support. However, some exceptions were identified. Namely,
at the primary school level, males tended to appraise community members and their
contexts as stressful (59% (males) vs. 7% (females); 33% (males) vs. 29% (females),
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respectively) whereas females more frequently endorsed them as supportive (43%
(females) vs. 29% (males); 36% (females) vs. 24% (males), respectively). A similar
pattern was identified at the middle school level regarding context, such that males
tended to appraise their contexts more negatively than females [40% (males) vs. 17%
(females)].

Context (Space/Cultural Idea)

Proportion of Participants

50%

41%

40%
30%

30%

29%

31%

30%

27%

20%

27%

24%

14%

10%
0%
Supportive

Ambivalent

Stressful

Appraisal Category
(a)

Primary

Middle

Secondary

Proportion of Participants

Natural Environment
50%
40%

37%

40%
30%

21%

20%

41%

41%

42%
35%

18%
10%

10%
0%
Supportive

Ambivalent

Stressful

Appraisal Category
(b)

Primary

Proportion of Participants

100%

Secondary

100%

Performance Outcome

100%
80%

Middle

60%

60%
40%

20%

20%

Ambivalent

Stressful

20%
0%
Supportive

Appraisal Category
(c)
Primary

Middle

Secondary
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100%

Proportion of Participants

Public Figure/Celebrity
100%

70%

80%
60%
40%

25%

25%
10%

20%

10%

0%
Supportive

Ambivalent

Stressful

Appraisal Category
Primary

Middle

Secondary

(d)

Proportion of Participants

School Administration
70%

60%

60%
50%

40%

40%

40%

30%

30%

20%

20%

10%

10%
0%
Supportive

Ambivalent

Stressful

Appraisal Category
Primary

(e)

Middle

Secondary

Proportion of Participants

Self
100%

86%
75%

80%
60%
40%
40%

25%
14%

20%
0%
Supportive

Ambivalent

Stressful

Appraisal Category
Primary

Middle

Secondary

(f)

Figure 10 (a – f). Relationship types that evinced grade level differences in appraisal patterns.

Regarding health-related issues (life/health/loss) and the natural environment, the
opposite was true: primary school females more frequently appraised them as stressful
(40% (females) vs. 0% (males); 50% (females) vs. 33% (males), respectively) whereas
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their male counterparts appraised them as supportive (50% (males) vs. 0% (females);
53% (males) vs. 43% (females), respectively). A similar pattern was identified at the
secondary school level regarding the natural environment. That is, whereas females
tended to appraise their natural environments as sources of stress [40% (females) vs. 29%
(males)], males tended to appraise them ambivalently [57% (males) vs. 30% (females)].
Finally, regarding school administration, primary school males tended to most frequently
appraise them ambivalently [50% (males) vs. 0% (females)], whereas females tended to
appraise them positively [100% (females) vs. 25% (males)]. No other gender-by-grade
level differences were identified at the middle school level, but at the secondary school
level, females tended to report general family members as supportive [43% (females) vs.
33% (males)], whereas males tended to appraise as sources of ambivalence [50% (males)
vs. 14% (females)].
Similar to overall cross-site patterns, participants from each site generally
reported a greater frequency of supportive relationships, as compared to ambivalent or
stressful ones. The only exceptions were Boston (USA – Massachusetts), New Orleans
(USA – Louisiana), and Padua (Italy), wherein most relationships were appraised as
ambivalent (Boston) or equally ambivalent and supportive (New Orleans and Padua).
However, the frequency of ambivalent relationships in Boston was close to the frequency
of identified supportive relationships (i.e., 42% ambivalent; 40% supportive
relationships).
Regarding specific relationships, most sites evinced similar patterns found across
sites. However, with the exception of Arusha (Tanzania), all sites presented with some
exceptions. Table 17 lists all countries with relationship type-by-appraisal differences.
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Table 17. Site-specific and Cross-site Differences in Highest Frequency Relationship Appraisals

Research Site
Brazil – Manaus
Estonia – Tallinn

Greece – Athens

India - Mumbai

Italy – Padua

Mexico – Xalapa

Romania – Bucharest
Samara – Russia

Slovak Republic –
Košice
Sri Lanka –
Negombo
USA – Boston,
Massachusetts

USA – Mayagüez,
Puerto Rico
USA – New Orleans,
Louisiana

Relationship Type
Community Member
Context (Space/Cultural Idea)
Performance Outcome
Community Member
Context (Space/Cultural Idea)
Natural Environment
Sibling
Community Member
Context (Space/Cultural Idea)
Educator/Trainer
Family – Undefined
Home Parent/Caregiver
School Administrator
Sibling
Community Member
Context (Space/Cultural Idea)
Educator/Trainer
Natural Environment
Researcher/Facilitator
Community Member
Educator/Trainer
Home Parent/Caregiver
Religious Authority
Sibling
Context (Space/Cultural Idea)
Extended Family
Pet/Animal
Recreation/Activity
Sibling
Community Member
School Administration
Community Member
Educator/Trainer
Public Figure/Celebrity
School Administration
Community Member
Educator/Trainer
School Administration
Self

Site-Specific Appraisal
(Highest Frequency)
Ambivalent
Supportive
Ambivalent
Equally Supportive, Ambivalent
Supportive
Supportive
Ambivalent
Supportive
Stressful
Ambivalent
Stressful
Ambivalent
Supportive
Ambivalent
Ambivalent
Supportive
Equally Supportive, Stressful
Equally Supportive, Stressful
Ambivalent
Ambivalent
Ambivalent
Ambivalent
Equally Supportive, Stressful
Ambivalent
Stressful
Ambivalent
Ambivalent
Stressful
Ambivalent
Supportive
Equally Supportive, Stressful
Equally Supportive, Stressful
Ambivalent
Equally Ambivalent, Stressful
Ambivalent
Equally Supportive, Ambivalent, Stressful
Stressful
Supportive
Equally Supportive, Stressful

Cross-Site Appraisal
(Highest Frequency)
Stressful
Ambivalent
Supportive
Stressful
Ambivalent
Stressful
Supportive
Stressful
Ambivalent
Supportive
Supportive
Supportive
Stressful
Supportive
Stressful
Ambivalent
Supportive
Stressful
Supportive
Stressful
Supportive
Supportive
Supportive
Supportive
Ambivalent
Supportive
Supportive
Supportive
Supportive
Stressful
Stressful
Stressful
Supportive
Stressful
Stressful
Stressful
Supportive
Stressful
Supportive

Community Member
Educator/Trainer
Home Parent/Caregiver
Performance Outcome
Recreation/Activity
Self
Educator/Trainer
Friend/Peer
Pet/Animal
Sibling
Community Member
Family – Undefined
Home Parent/Caregiver
Life/Health/Loss
Natural Environment
Public Figure/Celebrity
Religious Authority
School Administration

Equally Supportive, Ambivalent, Stressful
Ambivalent
Ambivalent
Equally Supportive, Stressful
Stressful
Equally Supportive, Ambivalent, Stressful
Ambivalent
Ambivalent
Ambivalent
Ambivalent
Supportive
Ambivalent
Ambivalent
Ambivalent
Ambivalent
Supportive
Ambivalent
Equally Ambivalent, Stressful

Stressful
Supportive
Supportive
Supportive
Supportive
Supportive
Supportive
Supportive
Supportive
Supportive
Stressful
Supportive
Supportive
Stressful
Stressful
Stressful
Supportive
Stressful

As indicated, sites most frequently showed variation in their appraisals of community
members, which was appraised as predominantly stressful across sites. Other examples of
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notable differences included appraisals of stressful or ambivalent educators in Boston
(USA – Massachusetts), Košice (Slovak Republic), Mayagüez (USA –Puerto Rico),
Mumbai (India), Padua (Italy), and Samara (Russia); as well as ambivalent or stressful
appraisals of religious figures in New Orleans (USA – Louisiana) and Padua (Italy).
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Chapter 5
Discussion
Using the ecomap, a qualitative visual tool for mapping social networks, the
present analysis sought to answer the following questions about international children’s
social worlds:
1. What are the characteristics of international children’s social networks, and what
cross-cultural (i.e., city/research site, grade level and gender) patterns exist?
2. Who and what do children consider their social supports and stressors, and what
cross-cultural patterns emerge?
Given the phenomenological approach to analysis, no specific hypotheses were
generated, but it was generally expected that children’s sociocultural contexts would
influence each child’s phenomenology about their social networks, stressors, and
supports. The current study was the first of its kind, as it generated a comprehensive
snapshot of international children’s social worlds, with children from countries and cities
that are not typically included in mainstream research. Furthermore, because the study
used the ecomap as its methodological tool, the present study was able to provide
evidence of the ecomap’s usefulness in research with children.
Contextualizing the Structure of Children’s Social Worlds
To understand the structure of children’s social worlds, the present study explored
children’s network sizes, perceptions of embeddedness, and network composition.
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Consistent with extant literature, children in the present sample tended to report large
network sizes, suggesting that, in general, children across cultures tend to have access to
a number of people, places, and things that can potentially function as sources of support.
Even the site with the lowest average network size (Tanzania – Arusha) still fell within
one standard deviation of the cross-site mean. This pattern of access to social resources
may point to the resiliency of youth across cultures, even among children who are highly
vulnerable to negative social outcomes (e.g., orphaned youth in Arusha; Peterson &
Giles, 2015). In spite of these reassuring findings, caution must be taken in generalizing
these results to all children in each country, as they do not represent each child’s
experience with his or her respective nations. For example, in Tanzania, perspectives
were drawn from youth—both orphaned and non-orphaned—who had access to shelter,
sustenance, and consistently present caregivers, which presents a significantly different
experience from youth without shelter and/or caregivers (D’Abreu, Mullis, & Cook,
1999). Thus, although the present results are comprehensive and provide additional
evidence in support of the idea that youth tend to report large network sizes, they are still
limited in scope due primarily to the purposive selection of the present sample.
Gender differences in network sizes were either small or not found across and
within each site, although females at each grade level across sites tended to report slightly
higher network sizes than their male counterparts. Although still within one standard
deviation of the overall mean, middle school students tended to report the highest
trimmed mean network size, followed by secondary school students whose network sizes
were often not much higher than their primary school counter parts. This finding is
consistent with extant patterns in the literature that show that children’s network sizes
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tend to increase as they get older and then stabilize during mid- to late-adolescence
(Değirmencioğlu et al., 1998). Although most sites engendered this pattern, exceptions
were noted among youth in Boston (USA – Massachusetts), New Orleans (USA –
Lousiana), and Tallin (Estonia). Specifically, at all three sites, primary school students
tended to report the largest trimmed mean network sizes. These unique patterns suggest
increased limitations for older adolescents—as compared to their younger counterparts—
at these sites. In Boston (USA – Massachusetts), for example, older youth were more
likely to be involved in specific enrichment activities, limiting their access to individuals
in different settings (Li & Li, 2015). Thus, these youths’ unique experiences shaped the
structures of their social worlds.
Similar to network sizes, perceptions of embeddedness were generally positive
and evinced similar grade level patterns. Thus, in spite of reporting the highest trimmed
mean network sizes, middle school students tended to report the lowest perceptions of
embeddedness (i.e., highest SSI’s). Given that embeddedness is defined here as the
balance of stress and supports—not as the sum of supports in the child’s life (e.g., Ueno,
2005)—these results are the first of its kind, demonstrating across cultures what
developmental patterns of embeddedness may be. However, these results align with
research on developmental patterns of stress perceptions, which has shown that as
children age, they tend to report heightened levels of stress (e.g., Larson & Ham, 1993).
In this sample, however, middle school students tended to report the lowest levels of
embeddedness, which implicates higher levels of stress. This pattern of embeddedness is
likely explained by the stress that typically ensues during periods of transition, and
middle school is one of many developmental transitional periods (Jackson &
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Schulenberg, 2013). In an effort to build on current understanding of embeddedness as
defined here, future studies—cross-cultural or otherwise—can attempt to identify other
factors that may influence perceptions of embeddedness, such as socioeconomic status or
ethnic/racial minority status. As indicated earlier, perceptions of embeddedness have
been shown to correlate with youth perceptions of social competence (Hartup, 1996), so
systematically identifying factors that shape perceptions of embeddedness is of utmost
import. Furthermore, because the study of embeddedness as defined here is still in its
nascent stages of exploration, more studies are needed that identify “average” perceptions
of embeddedness in order to inform definitions of healthy and unhealthy levels of
embeddedness. Future studies also can use this definition of embeddedness to identify
relevant correlates.
Consistent with the extant literature (e.g., Giordano, Cernkovich, & DeMaris,
1993; Levitt et al., 1993; Raghavendra et al., 2012), the most common network members
that youth in this sample reported were immediate family members, friends/peers, and
extended family, and although gender differences were not evinced, grade level
differences were found that were consistent with predominant patterns in the literature.
Specifically, as youth got older, their social networks tended to grow increasingly
diverse. Most striking, however, were the site-specific differences in network
composition, implicating the significant influence of sociocultural factors in children’s
social worlds (e.g., the importance of religious figures among children at the Sri Lanka –
Negombo site). To the author’s knowledge, no other study has systematically compared
network composition patterns across various cultural groups, so the present findings are
an important contribution to the literature on global children’s social structures. Follow-
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up studies can help to determine the generalizability of these findings at each site, as they
bear implications for practice with children at these sites. That is, because network
members represent potential sources of stress and support for youth (Barrera, 1986),
practitioners can use this information if patterns of network compositions are replicated
across different locales within each country.
Overall, the present study offers new advancements in the research on children’s
social structures, particularly because the results were derived from international
children’s voices. However, because the present study utilized descriptive statistics to
identify structural patterns, follow-up analyses using inferential statistics (e.g., convert
raw scores into z-scores) are warranted. The use of inferential statistics can help to
determine the significance and magnitude of the presented differences. They also will
allow for systematic identification of relevant correlates to children’s network size,
embeddedness, and composition.
Contextualizing the Functions of Children’s Social Worlds
Participants who shared narratives generated examples of over 50 induced support
themes, all of which were further aggregated into one of five categories (i.e., the
achievement of competencies, characteristics/traits, the child’s degree of autonomy,
interpersonal interactions, and recreation/leisure activities). Most notable about the
present findings was evidence of gaps in the predominant support schema used in the
literature. First, children’s narratives were unable to be cleanly categorized according to
dominant support typologies, primarily because many of the described behaviors
presented with multiple outcomes (e.g., receiving academic help made a child feel
‘happy’ while also providing him with a form of instrumental support), which suggests
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that categorizing supports according to their outcomes—as is done in adult-based (AB)
factor structures—may be problematic. In fact, categories in developmentally-based
factor structures (e.g.,Bost et al., 2004) and stress schemas tend to categorize enacted
stressors and supports according to the actions (behaviors and/or cognitions), not
outcomes (Lazarus & Folkman, 1984).
Second, youth narratives provided examples of the ways in which youths’ active
roles in the support process are supportive in and of themselves. To the author’s
knowledge, youths’ sense of agency is not part of any a priori support schema, and
evidence from the present analysis suggests that it should be. Still, the present study is the
first of its kind, so further research is needed to determine children’s agreement about
their active roles in the support process. As a first step, the PPWBG research team can
build on the present findings by triangulating themes from the ecomap data with themes
from the focus group narratives collected for the PPWBG project (Nastasi & Borja,
2015). This way, the veracity of the induced themes can be further supported, challenged,
or supplemented. Then, as a second step, researchers can apply similar ecomap
procedures with different populations to determine the extent to which the present themes
can be generalized.
Similar to the support findings, an expansive list of stressors was induced from
the children’s narratives (i.e., 59 themes), all of which were further aggregated into one
of eight broader categories (i.e., authority figures, rules, and decisions about the child;
characteristics/traits; health, safety, and property; recreation; social- and performancebased competencies; social interactions; sociocultural and environmental influences; and
other). Consistent with current literature on children’s stressors (e.g., Cunningham et al.,
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2012; Huang & Menke, 2001; Nastasi et al., 2011), youth in this sample indicated that
stressors can stem from both internal and external sources.
Not surprisingly, most stressor and support themes were met with minimal to low
convergence, suggesting that site-specific factors likely influenced the types of supports
and stressors that youth have access to, are exposed to, or that they perceive as culturallyrelevant. However, most consistently, youth across cultures indicated that they did not
like to be spoken to or treated with aggression or “meanness.” Instead, youth across
cultures consistently reported that they like when others are “nice” to them, “treat them
with respect,” and avoids physical aggression. Still, as evidenced in the results, certain
themes met with high levels of consensus across sites (e.g., cooperative/non-aggressive
relationships as a type of support or physical aggression as a type of stressor), suggesting
that, with greater certainty, those themes are more safely generalizable to other youth
within the represented countries. Furthermore, at each site, country-level factors clearly
influenced the rhetoric of children’s narratives (e.g., heavy discussion of economic
downturn in Greece), indicating that some of the themes may be applicable to other
children within their respective countries. Still, future studies can explore the extent to
which the current findings are relevant to other youth. As indicated in the Method
section, each research site presented with unique attributes, so caution should be taken
when considering how the results may or may not apply to other populations of children,
even to children in other communities within the partnered countries. Most relevant is the
fact that the present study accessed narratives from children of different socioeconomic
backgrounds (SES), but it did not group children into relevant SES levels for systematic
analysis. Because it is well-established in the literature that SES influences children’s
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access to supports as well as exposure to different stressors (e.g., Jewett, 1997), this
limitation future limits the generalizability of the present findings and future research can
explore differences associated with SES.
Contextualizing Children’s Evaluations of their Network Members
Children’s appraisals of their network members provided insight about their
perceptions of stress and support as related to their specific network members. Youth in
this sample appraised most of their network members positively, and for the most part, no
differences were found across gender or grade level. This finding is interesting, as some
literature suggests that youth tend to perceive their home parents/caregivers as more
stressful as they get older (e.g., Dubow & Ullman, 1989; Malecki & Demaray, 2003;
Rosenthal, Feiring, & Taska, 2003; Scholte, van Lieshout, & van Aken, 2001). This
finding may give credence to the notion that youth from collectivist cultures tend not to
show this pattern of stress appraisals about their parents (DeRosier & Kupersmidt, 1991;
French et al., 2001; Giordano et al., 1993). In fact, most of the children in this sample hail
from cultures that are known to be “collectivist” (e.g., Brazil – Manaus; Romania –
Bucharest; Sri Lanka – Negombo; USA – Boston (Chinese Americans); USA – New
Orleans). However, more studies with children from collectivist cultures are necessary to
determine the extent to which this pattern is true.
Utility of the Ecomap
The results of the present analysis demonstrate the utility of the ecomaps in
research with children. Not only did it provide information about children’s social
networks and associated appraisals, the ecomaps also allowed for in-depth exploration of
the different types of stressors and supports relevant to children’s lives. Other
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information could have been derived from the narratives, such as children’s reactions to
stress, reactions to supports, and definitions of competence. However, children’s
narratives varied greatly in detail, which likely influenced the number and types of
themes induced at each site. Thus, researchers and practitioners may want to think about
a protocol for asking follow-up questions when children are producing narratives. In this
way, researchers and practitioners can encourage children to generate greater detail, if
necessary. Additionally, because use of the ecomap in research with children is not
common practice, additional studies may want to explore different ways to use the
ecomap with children and explore different kinds of information that can be derived from
it. Although not presented here, the current analysis revealed that youth also discussed
their reactions to stressors, reactions to supports, as well as culturally-valued
competencies.
Ecomapping also was a relatively quick activity, ranging between 10 minutes and
an hour. Thus, in addition to the generally quality of information generated, ecomapping
is also a feasible activity, particularly when working with children. As indicated,
completing ecomaps is comparable to completing most respondent-based surveys. The
ecomap, however, allows children to openly explore their unique social worlds and get
creative. Although acceptability ratings were not collected, anecdotal evidence suggests
that children at each grade level generally enjoyed the activity and wanted to share their
narratives.
Other Limitations and Future Directions to Consider
Because the current study was a cross-cultural analysis, one of the dangers was
the oversimplification or ‘over-interpretation’ of the available data, particularly because
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the author chose to assume primary responsibility of data analysis. For example, in
attempting to generate cross-cultural themes, specific colloquialisms were inevitably lost,
ultimately losing some of the meaning in the children’s language (Corbin & Strauss,
2008). Furthermore, the sheer volume of the data at times led to researcher fatigue,
sometimes resulting in lost interpretations or ‘over-interpretation’ of children’s
narratives, that is, making meaning without adequate evidence. However, the application
of a team consensus-building and recursive approach to analysis helped to alleviate these
concerns.
Second, the present dataset presented with a large number of themes that met with
minimal to low agreement. Low agreement does not necessarily suggest lack of relevance
to youth in different contexts, but low-consensus themes should be interpreted cautiously
as they suggest significant variability. Thus, future qualitative or quantitative studies can
analyze the relevance of such themes by expanding the question of children’s stressors
and supports to different populations or by generating a questionnaire that includes such
minimal or low consensus themes. Additional cross-cultural data may allow for the
generation of a pattern theory about children’s stressors and supports.
Implications for Practice
The results of the present analysis bear important implications for practitioners
who work with or advocate on behalf of children. Perhaps the most important finding of
the present cross-cultural analysis was evident diversity in children’s social structures,
functions, and evaluations. As such, these results suggests that practitioners should take
care to identify culturally- and developmentally-relevant stressors and supports,
particularly if working with children who are not typically represented in the literature.
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More than just targeted work, these findings bear implications for population-based
practice with diverse youth. For instance, in this sample, males at a few sites reported
noticeably lower levels of embeddedness at various sites (e.g., Greece – Athens; Sri
Lanka – Negombo; Tanzania – Arusha), which may suggest a need for gender-specific
interventions for those youth related to perceptions of belonging. Based on the data,
population-based approaches can include increased opportunities for males to provide
supports for others or to engage in recreation/leisure activities with other youth.
However, because males in specific locales may identify gender- and culture-specific
activities that improve connectedness, engaging male youth phenomenology about ways
to improve their sense of connectedness may be a requisite step.
Conclusion
Children’s social worlds are multi-faceted and complex. They possess structural,
functional, and evaluative characteristics, all of which contribute to the child’s well-being
and development. The present study was the first comprehensive and cross-cultural effort
aimed at presenting children’s voices about their social networks, stressors, and supports.
Although the first of its kind, the present study was able to demonstrate that children are
worthwhile contributors to the research process about their own social worlds. Future
analyses, particularly cross-cultural analyses, can use the ecomapping method to continue
to engage children of all ages in research about their worlds.
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Appendix A
Professional Development and Training Procedures for Data Analysis
Training Goals
Research team will be able to demonstrate an understanding of and competence in (a) conducting qualitative and mixed methods
research and (b) completing the current study.
Research team will be able to reflect on and communicate their theoretical orientations about research, their beliefs about the factors
that influence children’s social functioning, and relevant life experiences that may have shaped their current worldviews.
Training Objectives
(a)
(b)

(c)
(d)

(e)
(f)
(g)
(h)

Pedagogical. Partners will be able to explain the foundations of qualitative and mixed methods phenomenological
research, focusing primarily on why and how it is conducted
Pedagogical. Partners will be able to engage in a detailed discussion about their theoretical orientations, beliefs about the
factors that influence children’s social functioning, and relevant life experiences that may have shaped their current
worldviews.
Pedagogical. Partners will be able to explain the proposed study’s purpose, theoretical underpinnings, research questions
and hypotheses, and methodological approach to analysis
Pedagogical. Partners will be able to define and explain all aspects of analysis, namely:
The data transformation process
Methods of calculation
The deductive coding scheme
The inductive process
The comparison groups
Strategies for making comparisons
Definitions of cross-site consensus
Practical. Partners will be able to engage in all stages of analysis relevant to each research question, both independently
and together.
Practical. Partners will be able to engage in discussions about the process, reflecting on their fidelity to the procedures as
well as any changes that they have made.
Evaluative. Partners will be able to evaluate the effectiveness and clarity of the established procedures as well as any
systematic changes that were made.
Evaluative. Partners will be able to reflect on their own competence and areas of growth during the process.

Training Timeline
(a)
(b)
(c)

Pedagogical (objectives a – c). One 8-hour training session
Practical (objectives d – e). By working both independently and as a team, practical training will be on-going and
evolving; occurs after the pedagogical training session and will require at least one month of two 8-hour work days
Evaluative (objectives f – g). On-going; occurs after the pedagogical training session

Materials
(a)
(b)
(c)
(d)

(e)

(f)
(g)
(h)

Copies of Nastasi and Schensul’s (2005) article on qualitative research in intervention science
Copies of Teddlie & Tashakkori’s (2012) article on mixed methods research
Selected excerpts from the author’s methodology, focusing on the sections labeled key definitions, theoretical frameworks,
proposed study, and method.
Theoretical Orientation Reflection Journal (see questions listed under Procedure, part ‘a’ below)

Two independent copies of the PPWBG International Ecomap Database (see Appendix A for a sample excerpt), stored on
Dr. Nastasi’s online Dropbox© account, one for each team member; each team member had her own subfolder to indicate
changes that were made by each member (necessary for an audit trail)
List of ecomap relationship types in hard and soft copy
Deductive coding scheme
Hard copy of Analysis reflection Form (see below); however, analysis reflections were completed on a Google Drive ©
spreadsheet, allowing each member to type reflections simultaneously and store it; only the author and the graduate
assistant had access to the spreadsheet

Procedure
(a)

Prior to the pedagogical training session, the graduate assistant was required to become familiar with all reading materials
(see Materials a, b, & c) and begin reflecting upon theory questions (see below).
Guiding questions related to theoretical orientation:
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Discuss your beliefs about the importance of research (qualitative, quantitative, and/or mixed). What
kinds of research are you inclined to conduct?
To what degree is it important to understand and explore children’s social worlds? What do you
believe are some of the best ways to do that?
Discuss the factors that you think influence children’s social experiences, i.e., their relationships,
stressors, and supports. To what degree are children’s experiences similar? To what degree are they
different, and what influences these similarities and differences?
When analyzing qualitative data, our worldviews inevitably color our interpretations. Although we
cannot help that, awareness of our views can help to reduce our biases and re-orient our process to
the child’s perspectives. What life experiences and childhood/adolescent/adult worldviews do you
think have shaped your current beliefs, and how do you think they will affect your research process?

(b)

Pedagogical training session
Discuss the overarching goal of the process and objectives of the day; encourage questions and discussion at
any time
Sign confidentiality forms
Discuss the importance of qualitative research: how and why it is used; emphasize phenomenological
approaches
Review the author’s proposed study. Although a review of all elements was provided, a particular emphasis was
placed on the excerpts that the graduate assistant was required to read
Engage in a discussion about in response to the theoretical orientation questions
Demonstrate all the material needed for analysis and walk through all aspects of them (deductive coding
scheme, inductive relationship codes, PPWBG International Ecomap Database)

(c)

Practical training/Analysis
Training was embedded in the analysis of data. Therefore, it proceeded according to each research question.
Members were required to conduct analyses independently at first and then, as part of the dialogic consensus
approach, discussed areas of convergence and divergence; Necessary corrections will be made together;
codes/themes that did not meet consensus were not used, as were the narratives that were associated with them
To provide an audit trail, independent database copies were re-saved with a new title to reflect: (i) the research
question addressed; (ii) the stage of analysis relevant to the research question and (iii) updates made after each
conferral process.

(d)

Evaluative
Before conferring, members reflected on:
 Clarity of instructions
 Ease of analysis
 Fidelity to process (including an changes made)
After the conferral process, members reflected on the agreed-upon findings/interpretations, with a particular
focus on member confidence about analysis decisions made
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Re-creation of the Analysis Reflection Form
The analysis reflection form will be stored in an Excel © spreadsheet and will be completed by all members of the analysis team at two time points during the process: (a) after independent analysis and
(b) after conferring as a team. All members will be required to orally reflect upon their process, but only one form will required for the entire team after each question and stage of analysis. Each day,
one team member will be assigned the dual role of facilitator and transcriber.
Below is a re-creation of the Excel © spreadsheet that will be used post-analysis.

Date

Time
Start

Time
End

Research
question
addressed

Stage
completed

POST-CONFERRAL
PROCESS

POST-INDEPENDENT ANALYSIS
Clarity of
Instructions1

Comments
about Clarity

Ease of
Analysis1

Comments
about Ease

Fidelity to the
Process2

Changes that
were made

Ratings will be quantitatively recorded on a scale of one to four: 1 – not at all clear/easy; 2 – somewhat clear/easy; 3 – clear/easy; and 4 – very clear/easy
Fidelity to the process will be recorded as no changes, some changes, or many changes. If changes are made, the name of the researcher(s) who made the changes is included.
3
Although post-conferral reflections are open-ended, focus will be placed on the degree of confidence that each partner felt about their post-conferral decisions
1
2

Reflections3
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Snapshot of PPWBG Intl Ecomap Database
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Instructions for Deductive Coding
To ensure uniformity, clarity, and ease of interpretation, please use the following procedures to code
deductively:
(1) Use only the codes provided in the deductive coding scheme. However, keep in mind that
coding is a fluid process, and if you believe that a code should be added, please describe your
ideas in brackets at the end of the relevant statement that you are coding (see step 4). New codes
will be discussed during the consensus building process and must be agreed upon by all members
of the analysis team.
(2) Use backslashes (//) to encase the deductive, which should be typed in ALL CAPS. This will
allow coders to more easily distinguish between the code and the narrative.
Example: /STRESS/
(3) Code entire narratives by placing the appropriate code at the beginning of the
statement/word/phrase/story. Add the term /ALL/ to the beginning of the appropriate code to
indicate that the entire narrative fits under the specified code, regardless of the extraneous details
that are included. This procedure is important because it prevents the segmentation of narratives,
thereby maintaining the context of each narrative.
Example: /ALL SUPP/ Help me in difficult moments.
However, in some cases, narratives include multiple codes that are embedded throughout the
story/phrase. In this case, double code and type the two codes adjacent to one another at the
beginning of the statement.
Example: /ALL SUPP/STRESS/ My dad buys me things but he also yells at me.
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Appendix B
Inductive Codes for Relationship Types
The following table lists the inductive codes for relationship types identified for the PPWBG project.
Relationship Type
Community Member

Context (Space/Cultural Idea)
Educator/Trainer
Extended Family
Family – Undefined
Food
Friend/Peer
Holiday/Celebration
Home Parent/Caregiver

Life/Health/Loss

Natural Environment
Performance Outcome
Pet/Animal
Public Figure/Celebrity
Recreation/Activity

Researcher/Facilitator
Religious Authority
School Administration
Self
Service Provider
Sibling
Threat to safety/Rule Breaker

Unknown

Description
Describes labels that refer to individuals in the community; Use this
label when you are a) unsure of the age of the individual that the
child is referring (if a same-aged peer, label as a “Friend/Peer”) or b)
when the community member is clearly an adult or authority figure.

Examples
Postman
Neighbor
Neighbor girl
Village headman

Describes labels that refer to manmade locations or places, as well as
macro-level spaces. It also describes cultural institutions/norms/
expectations/ideas.

School
Neighborhood
Marriage

Describes labels that refer to adults who teach or train youth in
academics, sports, or other crafts
Describes labels that include family members who are not part of the
immediate family unit.
Describes labels that broadly use the term “family”, without further
descriptions of who the family members are
Describes food items
Describes labels that include same-aged peers within various
contexts; please note that the child may qualify individuals in this
category as stressful; however, regardless of relationship quality,
same-aged peers will still fall under this category
Describes labels that refer to celebratory activities/holidays
Describes labels that include formal and informal caretakers at the
home; does not include other adults who may function as caregivers
(such as an aunt or uncle), unless the child explicitly expresses that
the adult cares for the child in some capacity
Describes events that implicate one’s and/or others’ health (healthy
living or illness), life (life or death), and other losses. (Does not
include funerals, as funerals are activities that officially mourn or
celebrate the individual’s death or life, respectively)
Describes labels that refer to natural occurrences or surroundings, as
well as references to interfering with or preserving the natural
environment
Describes labels that indicate results of academic, athletic, artistic, or
other performances
Describes labels that refer to animals
Describes labels that refer to individuals that are outside of the
participants’ immediate community; that individuals know of
through media or other means

Teacher
Coach
Grandmother
Godparent
Family
Candy
Classmate
Friend
Friend Jesse
Prefect
Weddings
Mother
Father
Caretaker
Babysitter
My grandma’s death
Don’t need to go to
the hospital
Uncle moved away
Trees
Hurricanes
Rain
Grades
Report Card
Rabbit
President
Hero of Film

Describes labels that refer to individuals who facilitated the ecomap
activity
Describes labels that refer to individuals or entities that represent
authority in the religious community
Describes network members who are members of the school
administration and other school staff important for the administrative
duties of the school environment
Describes labels that refer to the individual who drew the map.
Describes labels to that refer to individuals who provide professional
health and psychological services
Describes labels that include brothers, sisters, and step-siblings
Describes objects or activities that threaten one’s safety. Also
describes people or actions that violate the rules/norms/expectations
of the community

iPod
Tests
Soccer
Mr. Patrick
(researcher)
Priest
God
Principal
Vice-Principal
Office secretary
Me
Doctor
Counselor
Brother
Eve teasing
Drugs
Swords

Describes individuals, objects, etc. in which relationship types are
unable to be derived, due to the label’s ambiguity

Other things
Jesse

Describes labels that refer to activities or objects that are used for an
activity
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Gender and Gender-by-Grade Level Differences in Network Member Proportions by Site
Although gender differences in network member proportions were minimal across sites, the following tables highlight gender differences greater than or equal to five percent by site. Proportions in
boldface type are meant to highlight which gender-by-grade level group evinced the higher proportion.
(a)
Brazil - Manaus
Total
SD

Male

SD

22%

8%
18%
7%
13%
9%
9%
17%

11%
17%
11%
25%
10%
3%
17%

9%
20%
9%
11%
10%
10%
13%

Female

Total
SD

Male

SD

5%
14%
17%
10%
12%
6%

3%
10%
20%
27%
22%
5%

7%
12%
13%
9%
16%
13%

Female
Context (Space/Cultural Idea)
Extended Family
Friend/Peer
Home Parent/Caregiver
Natural Environment
Recreation/Activity
Sibling

10%
19%
9%
22%
9%
5%

Primary
Female
Male
3%
21%
4%
28%
8%
0%
29%

Middle
Female
Male

3%
23%
8%
25%
10%
4%
17%

13%

19%
16%

26%
9%
16%

15%
26%
8%
1%
19%

14%
16%
16%

Secondary
Female
Male
15%
10%
15%
19%
6%

16%
8%
12%

16%
21%

24%
13%
1%
14%

Secondary
Female

Male

(b)
Estonia - Tallinn

Educator/Trainer
Extended Family
Friend/Peer
Home Parent/Caregiver
Sibling
Unknown

3%
13%
22%
24%
19%
3%

Primary
Female
Male
4%
8%
15%
27%
19%
4%

Middle
Female
Male

1%

5%

15%
21%
23%
21%
7%

22%
26%
19%
21%
0%

14%
0%
20%
34%
26%
0%

1%
16%
31%
19%
18%
3%

0%
7%
17%
34%
20%
11%

(c)
Greece - Athens
Female
Context (Space/Cultural Idea)
Educator/Trainer
Holiday/Celebration
Home Parent/Caregiver

6%
12%
3%
16%

Total
SD

Male

SD

5%
5%
6%
5%

10%
11%
3%
18%

8%
5%
5%
6%

Primary
Female
Male
5%
12%
5%
17%

11%
12%
0%
18%

Middle
Female
6%
8%
2%
17%

Male
6%
9%
10%
16%

Secondary
Female
Male
6%
17%
0%
14%

13%
11%
1%
22%
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(d)
Italy - Padua
Female
Extended Family
Friend/Peer
Home Parent/Caregiver
Pet/Animal
Sibling

7%
38%
30%
5%
10%

Total
SD

Male

SD

13%
18%
15%
12%
12%

10%
37%
25%
0%
11%

17%
18%
13%
0%
10%

Primary
Female
Male
9%
33%
32%
7%
13%

17%
34%
28%
0%
13%

Middle
Female
Male
5%
43%
23%
2%
8%

9%
40%
17%
0%
9%

Secondary
Female
Male
4%
47%
26%
0%
5%

0%
41%
27%
0%
10%

(e)
Mexico - Xalapa
Female
Educator/Trainer
Extended Family
Friend/Peer
Home Parent/Caregiver
Pet/Animal
Sibling

2%
15%
26%
31%
4%
20%

Total
SD

Male

SD

5%
17%
22%
17%
8%
19%

6%
17%
20%
28%
5%
22%

12%
21%
22%
17%
9%
16%

Primary
Female
Male
3%
13%
25%
32%
3%
19%

11%
23%
15%
26%
3%
21%

Middle
Female
Male
0%
20%
21%
42%
0%
21%

11%
7%
16%
31%
6%
26%

Secondary
Female
Male
0%
16%
21%
26%
8%
18%

0%
16%
16%
28%
7%
20%

(f)
Romania - Bucharest
Female
Educator/Trainer
Extended Family
Friend/Peer
Home Parent/Caregiver
Sibling
Unknown

14%
28%
20%
23%
6%
3%

Total
SD

Male

SD

8%
19%
15%
9%
8%
9%

18%
24%
21%
24%
5%
5%

10%
17%
17%
8%
7%
10%

Primary
Female
Male
15%
37%
12%
22%
6%
0%

16%
18%
16%
24%
4%
6%

Middle
Female
Male
17%
18%
28%
25%
4%
3%

Secondary
Female
Male

16%
10%

11%
9%

37%
20%

29%
25%
6%
9%

9%
0%

16%
17%
17%
29%
5%
6%
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(g)
Russia - Samara
Female
Extended Family
Friend/Peer
Public Figure/Celebrity
Sibling
Unknown

17%
29%
0%
13%
4%

Total
SD

Male

SD

17%
17%
0%
13%
10%

14%
30%
2%
15%
0%

15%
21%
6%
16%
0%

Primary
Female
Male
14%
29%
0%
13%
4%

14%
32%
0%
13%
0%

Middle
Female
Male
-

-

Secondary
Female
Male
20%
30%
0%
13%
5%

12%
22%
6%
21%
0%

(h)
Slovak Republic - Košice
Female
Community Member
Extended Family
Friend/Peer
Home Parent/Caregiver
Sibling
Unknown

0%
29%
23%
33%
18%
1%

Total
SD

Male

SD

0%
18%
20%
14%
13%
3%

2%
17%
25%
35%
12%
5%

5%
20%
23%
18%
11%
10%

Primary
Female
Male
0%
21%
15%
38%
19%
2%

0%
23%
13%
42%
16%
7%

Middle
Female
Male
0%
26%
18%
32%
17%
0%

6%
16%
27%
28%
10%
5%

Secondary
Female
Male
0%
10%
42%
24%
18%
0%

0%
8%
45%
33%
7%
3%

(i)
Sri Lanka - Negombo
Female
Community Member
Educator/Trainer
Extended Family
Friend/Peer
Threat to Safety/Rule Breaker
Unknown

8%
11%
16%
15%
4%
2%

Total
SD

Male

SD

9%
7%
15%
12%
10%
6%

11%
6%
17%
6%
8%
1%

11%
7%
15%
9%
14%
3%

Primary
Female
Male
0%
8%
13%
8%
0%
11%

14%
3%
21%
3%
0%
3%

Middle
Female
Male
7%
10%
6%
8%
16%
3%

Secondary
Female
Male

11%
6%

6%
12%

23%
4%
10%
0%

20%
19%
0%
0%

9%
9%
6%
11%
10%
0%
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(j)
Tanzania - Arusha
Female
Extended Family
Friend/Peer
Home Parent/Caregiver

22%
12%
28%

Total
SD

Male

SD

19%
15%
14%

27%
4%
29%

30%
8%
23%

Primary
Female
Male
15%
15%
31%

Middle
Female
Male

13%
5%

-

46%

-

Secondary
Female
Male
29%
8%
26%

37%
4%
18%

(k)
USA - Boston, Massachusetts
Female
Educator/Trainer
Extended Family
Friend/Peer
Home Parent/Caregiver
Recreation/Activity
Sibling
Unknown

9%
9%
17%
22%
15%
9%
6%

Total
SD

Male

SD

6%
12%
10%
9%
16%
7%
13%

13%
9%
21%
20%
11%
8%
4%

10%
14%
12%
9%
13%
8%
9%

Primary
Female
Male
6%
16%
11%
25%
14%
11%
8%

Middle
Female
Male
13%

12%
18%
12%
14%

6%
17%
23%
16%

19%
7%
6%

12%
0%

18%
0%

Secondary
Female
Male
9%
7%
19%
20%

29%
20%
12%
5%

14%
8%

5%

8%

8%
13%
20%
25%
3%
5%
0%

(l)
USA - Mayaguez, Puerto Rico
Female
Extended Family
Friend/Peer
Home Parent/Caregiver

18%
23%
30%

Total
SD

Male

SD

16%
14%
6%

24%
17%
34%

13%
12%
7%

Primary
Female
Male
35%
15%
29%

31%
12%
30%

Middle
Female
Male
-

-

Secondary
Female
Male
9%
28%
31%

18%
20%
37%
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(m)
USA - New Orleans, Louisiana
Female
Context (Space/Cultural Idea)
Educator/Trainer
Friend/Peer
Home Parent/Caregiver
Sibling
Unknown

8%
6%
15%
23%
12%
8%

Total
SD

Male

SD

14%
8%
15%
20%
14%
13%

2%
8%
19%
16%
14%
6%

6%
9%
15%
10%
12%
11%

Primary
Female
Male
0%
5%
10%
24%
14%
7%

0%
11%
17%
16%
13%
2%

Middle
Female
Male
-

-

Secondary
Female
Male
17%
7%
20%
23%
9%
8%

4%
4%
21%
17%
16%
9%

168

Supports from Others

Support Themes Related to the Achievement of Competencies
Supports from Self

Advice/Guidance – Narratives that describe the act of providing advice, guidance, or
recommendations about social expectations.
Example: “He gives me advice” (Secondary School Female, Brazil – Manaus)
Being Taught (Well) – Narratives that describe teaching strategies that youth find helpful, or
otherwise being taught a skill or concept.
Example: “He’s great….he keeps goal and me and other score, and he explains us
how to dribble the ball [um] how to tackle the ball from others” (Primary School
Male, Italy – Padua)
Emotional/Social Approval/Acceptance from others – Narratives that describe behavioral or
emotional indications of acceptance or approval for the child’s presence or actions.
Example: “My granddad in general doesn’t really understand what I say, when I talk
about friends and people ok, he really can’t imagine them but I do think he’s always
very happy to see me” (Middle School Female, Italy – Padua)
Engages in Prosocial/Desirable Behaviors with Others – Narratives that describe interactions
and behaviors among others that youth consider to be aligned with social expectations. This
theme was considered to be distinct from the ‘Cooperative/Non-Aggressive
Relationship/Treatment by Others’ theme because the latter summation indicates that the child is
involved in the interaction. This theme (i.e., Engages in Prosocial/Desirable Behaviors with
Others) does not involve the child, but rather, indicates that the child is observing others’
interactions.
Example: “Mom is special, with her I can talk a lot about the things that happen at
school with my classmates. I also like her because she gets on with other moms”
(Middle School Female, Italy – Padua)
Help to Create Social Bonds – Narratives that describe actions that help youth to create social
bonds/relationship with others.
Example: “here’s school. Some teachers….are really nice and they have even helped
me become friends with my schoolmates” (Secondary School Females, Italy – Padua)
Others Knowing/Wanting/Doing What is Best for You – Narratives that describe others
knowing, wanting, or doing the best for youth so that they can achieve their goals/expectations.
Example: “Just by being there, their advice, their words… and also their way to tell
me that I’m wrong. I’m talking about my parents. I know they do it because they love

Learning/Studying/Practicing – Narratives that describe the act of learning, studying, or
practicing. Although undoubtedly connected to the act of ‘being taught (well),’ these narratives
focus on the child’s actions, not the teacher’s.
Example: “I was going to my first wrestling tournament. I won my first match and was
feeling too confident. I lost the next match and realized I needed to work hard to get
better. I worked really hard and 2 months later I placed 2nd in a tournament” (Middle
School Male, USA – Boston, MA)
Positive Performance Outcome/Fulfilling Expectations – Narratives that describe youths’
achieving goals/expectations.
Example: “I played well at football training” (Primary School Male, Slovak Republic
– Košice)
Providing Academic/Instructional Help – Narratives that describe the provision of additional
academic and/or other instructional assistance, that is, over and above foundational lessons
Example: “I helped my friends in a group assignment and they congratulated me, and I
was happy about it. I congratulated them as well.” (Secondary School Female, Greece
– Athens)
Providing Encouragement – Narratives that describe the provision of acts that serve to
encourage others to achieve their goals
Example: “I like number three because she’s insecure, how shall I say it? I like
reassuring her! But I don’t like it when people reassure me, I don’t like being
comforted but I like comforting” (Middle School Female, Italy – Padua)
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me and they’d like me to do my best, all the times” (Secondary School Male, Italy –
Padua)
Receiving Academic/Instructional Help – Narratives that describe the receipt of additional
academic and/or other instructional assistance, that is, over and above foundational lessons
Example: “My mom helped me in my school lessons. Then I felt well and gave her a
kiss” (Primary School Female, Greece – Athens)
Receiving Encouragement – Narratives that describe the receipt of acts that serve to encourage
youth to achieve their goals
Example: “She encourages me” (Middle School Male, Romania – Bucharest)

Support Themes Related to Characteristics of Person, Place, or Thing
Characteristics of Person, Place, or Thing (General) – Narratives that describe characteristics of self or others that youth consider to be supportive. Because participants tended to describe a
variety of characteristics, this theme was determined to best encapsulate the evident diversity. However, some characteristics were often reiterated across sites, justifying the creation of a separate
category (e.g., ‘Humor/Humorous’). Thus, this category was used to summarize narratives only if it was not better described by a more specific theme.
Example: “He's a pure soul, not touched by the bad things in the world, wise.” (Secondary School Male, Romania – Bucharest)
Humor/Humorous – Narratives that describe individuals or interactions that are humorous and make the child laugh.
Example: “One day I wrote awfully in a test and felt disappointed. When I got out to the school yard one of my friends came and told me a joke that was related to the test and immediately
I started laughing. In this way I forgot that I had written awfully” (Middle School Male, Greece – Athens)
Knowing/Living with Someone/Someplace/Something for a Long Time – Narratives that describe individuals, places, or objects that the child has known for a long time
Example: “I believe her, we can speak about all. I've known her for years”(Middle School Female, Slovak Republic – Košice)
Sharing Similar Interests/Qualities – Narratives that describe individuals who share similar interests and/or qualities with the child.
Example: “Me and my best friend share a passion for music, she’s made up the name of our band and I thought I could translate it into English because it sounded better to me. We’ve been
creating this band for five or six months, guitar, bass guitar, drums, piano and keyboards” (Middle School Male, Italy – Padua)

Support Themes Related to Degrees of Autonomy
Having Limitations – Narratives that describe receipt of limitations from others.
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Example: “Apart from this, in some cases I appreciate his being strict, I mean, you know, he’s there for you! He’s always there for me, he takes me to all my training sessions, also now
that I have to go to Asiago he’ll be the one to go there and back with me and I’m aware it’ll become quite a commitment for him too” (Middle School Female, Italy – Padua)
Independence/Autonomy from Parents – Narratives that describe allowance of freedom or autonomy to make choices.
Example: “On March 12th, I was going to the movies with my friends, then it started raining, which was very bad. I was very mad because finally my mother had allowed me to go by
myself, because she always goes with me. Then, what I did, I woke my dad up immediately and asked him to take me [to the movies], and at the end everything worked out” (Middle
School Female, Brazil – Manaus)
Permission to engage in Recreation/Activity – Narratives that describe the receipt of permission to engage in various recreational or leisure activities.
Example: “I like it because she buys me cakes, she lets me play on the computer” (Primary School Male, Romania – Bucharest)
Lessens/Break from Academic/Social Expectations/Pressures – Narratives that describe situations or actions that lessen academic or social pressures.
Example: “I was very stressed out. During that week, every day I slept after 1 AM just to finish all my homework. I kept telling myself, ‘It’s almost the end of the school year, just two
more weeks.’ I just kept pushing myself and reminding myself that vacation is near. The thought of the vacation break was so enticing that I just kept working with that goal in mind.
That’s why when vacation finally came I was so excited and happy” (Secondary School Female, USA – Boston, Massachusetts)

Derived from Others

Support Themes Related to Interactions/Qualities in Relationships
Derived from Self

Attention/Interest – Narratives that describe behaviors that show one’s interest in or attention
toward the child.
Example: “A teacher listened to me playing a concert and supported me. Joy and
surprise that a teacher praised me. I thanked her and I now ask her opinion” (Middle
School Female, Greece – Athens)
Being trusted – Narratives that describe others’ sense of trust in the child.
Example: “I have a very open relationship with my mother and I tell her everything
and she supports me. I feel that she trusts me. And I do everything she asks me to”
(Middle School Female, Brazil – Manaus)
Companionship – Narratives that describe the support received simply by having someone
present with the child
Example: “It was spring break I had time to go spend time with my pets. My dogs gave
me a nudge because they wanted to go for a walk. Whenever I feel stressed or scared, my
pets are always there. You see at my house during spring break my family always go on
business trips. My dogs and other animals are home with me. I always feel comfortable
around them” (Primary School Female, USA – Boston, MA)

Providing Emotional Support (Non-descript) – Narratives that describe the provision of nonspecific emotional support (i.e., the outcome of helping others to feel emotionally enhanced).
Example: “I’m happy…when I’m making my teammates heart happy” (Primary
School Female, USA – New Orleans, LA)
Providing Empathy - Narratives that describe youths’ engagement in behaviors that demonstrate
empathy or understanding for others’ situations, behaviors, emotions, and/or thoughts.
Example “My friend, he’s simply all my life. We always hang around together, even
when we disagree on something we manage to understand each other in a way that
other people don’t get. I think it is important for a guy to have a friend to count on”
(Secondary School Male, Italy – Padua)
Providing Help (non-descript) – Narratives that describe youths’ engagement in behaviors that
help others. However, because participants typically described specific types of help (e.g.,
providing nurturance/care/protection), this theme was used only when narratives did not refer to
specific types of help.
Example: “I love mom, dad and * [friend] too. A mom is like a sister and also like a
friend. But with my friend, we always play together with the other classmates. I’m
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Consistency/Trustworthiness – Narratives that describe behaviors that demonstrate to the child
that the person is trustworthy and reliable.
Example: “I have a lot of friends, and mum - they will always support me” (Secondary
School Female, Russia – Samara)
“Does Things that I Want” – Narratives that describe actions that others engage that are
reflective of the child’s desires
Example: “He gets me all the things I ask, when I tell him I want to study more, he
supports me and says I can study as much as I want, he agrees to everything I say”
(Secondary School Female, India – Mumbai)
Love/Affection – Narratives that describe actions that show one’s love/affection for the child.
Example: “Maw Maw handed me Stevie [baby brother]. When she handed him to me I
was happy. I thought everything was alright. Then, pop goes the weasel! He threw up”
(Primary School Female, USA – New Orleans, LA)
Makes Sacrifices/Goes Out of Way for Child – Narratives that describe others’ effortful
actions to ensure child’s well-being.
Example: “I have a good relationship with my friend A*. She helps me and she is by
my side many times. One of the nice things she has done for me was when she
skipped school to come with me to meet someone. I was very grateful, knowing that
someone else in her place wouldn't have done the same” (Secondary School Female,
Romania – Bucharest)
Material Support – Narratives that describe the receipt of various financial and material
supports, such as the receipt of gifts and food.
Example: “They give money for our studies” (Secondary School Female, Sri Lanka –
Negombo)
Receiving Emotional Support (non-descript) – In most cases, children were specific about the
behaviors that they considered supportive. However, in some cases, narratives described the
outcome of feeling emotionally enhanced. In these cases, narratives were categorized more
broadly as ‘Receiving Emotional Support.’
Example: “When I cry, it [Friend] calms me” (Primary School Female, Russia –
Samara)
Receiving Empathy/Understanding – Narratives that describe behaviors that demonstrate
empathy or understanding for the youth’s situations, behaviors, emotions, and/or thoughts.

happy she’s in my class. We love each other. We help each other” (Primary School
Female, Italy – Padua).
Providing Nurturance/Care/Protection – Narratives that describe youths’ actions that integrate
forms of care beyond material goods (e.g., food and gifts).
Example: “A mother is the one that cares and is cool, she gives me everything I want,
she gives me, my relationship with her is when she is sick I help her, do the dishes and
I also do everything she asks for. In the past her son died, she cried a lot, I was
supporting her till she calmed down” (Primary School Female, Brazil – Manaus)

172

Example: “Mum and the aunt always understand me” (Primary School Female, Russia –
Samara)
Receiving Help (non-descript) – Narratives that describe the act of receiving help. However,
because participants typically described specific types of help (e.g., academic help or material
support), this theme was used only when narratives did not refer to specific types of help.
Example: “I didn't know why I had to go to the back of the line. I think it was b/c I
dropped my pen on the floor. I was angry, but I didn't want to get in more trouble by
fussing with the teacher, so I just went to the back of the line and kept my mouth shut.
Then we went outside and a friend helped me forget about it” (Primary School
Female, USA – New Orleans, LA)
Receiving Nurturance/Care/Protection – Narratives that describe actions that integrate forms
of care beyond material goods (e.g., food and gifts), such as being bathed by a parent, being read
to at night, or receiving assistance to fix a broken toy. This category also reflects the actions of
others that to help remedy the child’s physical illnesses or injuries.
Example: “My teacher is a very bad person. He hits me and he hits other people for
even very small things. One day my neighbor got mad at the teacher because he hit
me so hard” (Secondary School Male, Tanzania – Arusha)
Receiving Sympathy – Narratives that describe behaviors that demonstrate pity or sadness for
the youth’s troubles.
Example: “One day I was in the hospital, and my parents and sister were worried about
me. I felt happy and fortunate to have such a family” (Secondary School Male, USA –
Mayaguez, PR)
Reciprocal Interpersonal Supports
Arguing/Fighting – A minimal-consensus theme, this theme was derived from narratives that describe the act of arguing and/or fighting as a source of support.
Example: “I like to play with him, I like fighting with him also. (laughs) He comes here to A*** [NGO]. And he lives close to my house” (Middle School Female, India – Mumbai)
Being Able to Problem Solve, Compromise, or Make Up – Narratives that describe youths’ ability to problem solve, compromise, or make up if/when there is conflict.
Example: “Here’s my girlfriend, she’s special to me. When I’m with her, I always feel good, but we argue, mainly due to jealousy issues, and it’s not easy to find our way out of it, but in
the end we always manage to make up” (Secondary School Male, Italy – Padua)
Cooperative/Non-Aggressive Relationship/Treatment by Others – Narratives that describe interactions and characteristics (e.g., ‘being nice’) that are mutually cooperative and/or are physically,
verbally, or emotionally non-aggressive. These relationships and interactions can occur between peers or between child and adult, and they can stem from others’ actions or from the child’s actions.
Thus, this theme also includes treatment from adults as related to punishment. ‘Punishment’ and ‘non-aggressive treatment’ were not treated as unique themes because youth in this sample were
specific in their descriptions of non-examples considered supportive, such as ‘does not yell’ or ‘does not whoop.’ Thus, youth did not say, ‘does not punish,’ but rather, stated specific non-examples
that were supportive.
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It also is acknowledged that other foundational behaviors/characteristics may be part of the reasons that relationships/interactions are classified as “cooperative/non-aggressive” (e.g.,
Love/Affection). However, by that same token, they may not, and inferences are required to suggest that other behaviors lead to cooperative relationships, unless explicitly stated by the child. Thus,
in line with qualitative approaches to analysis, narratives that clearly discussed cooperative interactions were summarized as such.
Example: “Mom, she gives me things, she is very good, she does not beat me” (Primary School Female, Brazil – Manaus)
Friendship/Membership in Peer Group – Narratives that describe the support felt simply by having a friend or being a part of a peer group.
Example: “On my first day to school in my new school, I had no friends. But during the first free time on that day my best friend A came up to me and asked, ‘Do you want to be friends?”
I said yes and I felt really happy because I had a friend at my new school. He made me feel happy” (Primary School Male, USA – Boston, Massachusetts)
Having a “Deep Connection” or “Emotional Bond” – Narratives that describe relationships between the child and another person(s) that are characterized by a broader “deep connection” or
“emotional bond.”
Example: “She is like a sister, we share our deepest secrets and feelings with each other, she stands by me in happiness and sorrow” (Secondary School Female, India – Mumbai)
Having an Open/Honest Relationship – Narratives that describe relationships that are open and honest, such that the child and his/her partner can tell each other “everything”
Example: “They are people to whom I can frankly speak that I think of them, instead of holding the ideas at myself. If I shall hold ideas at myself, our attitudes will deteriorate. The feeling
of acceptance mutual for us” (Secondary School Female, Russia – Samara)
Physical Space/Distance from Others – Narratives that describe youths’ needs for physical space/distance from loved ones and/or “enemies”
Example: “They [sisters] don't stress me because they don't live with me” (Secondary School Females, Brazil – Manaus)
Talking/Listening – Narratives that describe social interactions involving talking and listening. That is, youth also explained that when others “listen” to their stories, they feel supported.
Example: “We have been best friends for almost all of our lives. She lives quite far away from me but we often talk on the phone and meet as often as possible. We are always there for
each other and can talk about absolutely everything” (Secondary School Female, Estonia – Tallinn)

Support Themes Related to Recreation/Activity
“Going out (Together)” – Narratives that describe the act of “going out” to different places, such as the park, the mall, or other location
Example: “One day I was sad because I wrote awful in a test. I felt awful and frightened. Then a friend of mine called me to go out, I told him my problem and he helped me to overcome
it” (Secondary School Male, Greece – Athens)
“Having a Good Time Together” (non-descript) – Narratives that describe the act of youths enjoying their time spent with others. This theme was used only if the specific activity was not
described.
Example: “Supported because he really makes me have fun” (Primary School Male, Italy – Padua)
Help to Engage in Recreation/Activity – Unique to primary school students, this theme was derived from narratives that describe actions that help the child to successfully engage in a recreational
activity
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Example: “She makes me happy when sometimes [um] she’s a great mom, she helps me pass levels on the PlayStation or lets me go out to play” (Primary School Male, Italy – Padua)
Holiday/Celebration – Narratives that describe holiday or celebratory experiences, such as birthdays, Christmas, or parties in general
Example: “I celebrated my birthday for 2 days. I was very happy. I liked it there” (Primary School Female, Estonia – Tallinn)
Play/Sport – Narratives that describe the act of engaging in various forms of play (e.g., with toys or running around) or sport (e.g., swimming, basketball, etc.)
Example: “I feel supportive when I play volleyball. I feel supportive because it's something that I just absolutely love. It calms me when I'm upset. I feel like it's a big stress reliever. I just
hit the ball around and hit it as hard as possible until it goes away by itself” (Secondary School Female, USA – New Orleans, Louisiana)
Recreation/Activity – Other – Rather than creating a series of micro-specific recreation/activity themes, this theme was created to encompass recreational activities that did not fit into the
previously listed categories, such as drawing, reading, writing, or watching TV.
Example: “Because I love her so much, and every time I come around my mom I feel like hugging her. They do things for me, and every time I do good in school, they let me have a treat
before HW and then I get to watch TV while I eat” (Primary School Male, USA – New Orleans, Louisiana)
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Stressor Themes Related to Authority Figures, Rules/Limitations, and Decision Making
Being Forced to Do Something/Limitations/Restrictions – Narratives that describe the distress children experience when they are forced to make decisions or when they are limited or restricted
from engaging in activities of their choice.
Example: “So mom and dad continue to tell me the same things that I should do when I am older, causing me to get very angry. I then decided to come down because I know my dad is
only thinking of what best for me” (Secondary School Female, USA – Boston, Massachusetts)
Injustice/Unfairness – Narratives that describe decisions or actions that the child perceives to be unfair.
Example: “The teacher I’ve drawn here scolds me quite a lot, almost all the time. I mean, she has it in for me unlike with a classmate of mine who sits in front of me and talks all the time,
[um] and she never tells her off because she always studies while I’m less good and she thinks I should pay more attention” (Middle School Male, Italy – Padua)
Punishment by Authority Figures (Other) – Narratives that describe acts of punishment that are not better described by more specific themes (e.g., physical aggression; shouting/yelling/scolding).
In most cases, youth described specific types of punishing behaviors that are stressful to them, such as physical aggression. However, some youth reported that ‘punishment’ in general is distressing,
and others described different types of punishment that were aggregated into this ‘other’ category.
Example: “She is always disciplining me. She disturbs with all her talking” (Primary School Female, Brazil – Manaus)

Stressor Themes Related to Characteristics of Person, Place, or Thing
Boastful/Arrogant/Egotistical – Narratives that describe individuals who boast about their successes or are arrogant about their image or their behaviors.
Example: “I cannot stand him because is so full of himself” (Middle School Male, Estonia – Tallinn)
Characteristics of Person, Place, or Thing (General) – Narratives that describe characteristics of self or others that youth consider to be stressful. Because participants tended to describe a variety
of characteristics, this theme was determined to best encapsulate the evident diversity. However, some characteristics were often reiterated across sites, justifying the creation of a separate category
(e.g., ‘Boastful/Arrogant/Egotistical’). Thus, this category was used to summarize narratives only if it was not better described by a more specific theme.
Example: “Sometimes I don’t get along well with my brother because he is young and stupid and often gets on my nerves with his stupid behavior and stories. He is active and teases”
(Secondary School Male, Estonia – Tallinn)
Dependent or Demanding of Attention – Narratives that describe others who are demanding of the child’s or others’ time, attention, and in some cases, care.
Example: “I don't understand my youngest brother. He wants things all the time” (Primary School Male, Brazil – Manaus)
Having Different Qualities/Interests/Opinions – Narratives that describe individuals who have different qualities, interests, and/or opinions from the child.
Example: “He is an important person in my life, for the simple fact that he's my father. We fight a lot because we have different concepts and ideas about life. As an example, he wants me
to continue my studies in IT, but I don't want this. I don't like the fact that he thinks that his opinion is all that matters and my feelings are not important enough for my future” (Secondary
School Female, Romania – Bucharest)
“Unreliable” (Other) – Narratives that broadly describe others as “unreliable.” Because of the diversity of examples of unreliability that participants provided, this theme was used only if a more
specific theme was not generated due to a high frequency of repetition across sites (e.g., lies, does not keep promises).
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Example: “The most unpleasant relationship is with the friends that betrayed me because I can't stand them and they are not real friends” (Middle School Male, Romania – Bucharest).

Stressors from Others

Competence-Based Stressors
Stressors from Self

Ineffective Teaching Strategies – Narratives that describe strategies that are meant to educate
the child but are considered ineffective by him or her.
Example: “I don’t like her lessons, her subjects. I think she’s got a horrible way of
teaching, she’s boring and she doesn’t take care of herself” (Middle School Female,
Italy – Padua)
Interruptions in Learning Process – Narratives that describe various interruptions to the child’s
learning process, such as when he or she is studying.
Example: “It happened during biology class, when I had to be listened (to get a
grade). I had five minutes left to go through all the subjects, and my desk colleague,
Florin, found it funny to take my notebook and not let me read. I insisted he gave me
back my notebook, but he was in a joking mood. The moment I got my notebook
back, the teacher just started listening to me. That moment I was feeling annoyed and
angry. But in the end I got the maximum grade, and I was over it” (Secondary School
Male, Romania – Bucharest)
Others’ Successes – A minimal-consensus theme, this theme captures narratives that describe
the distress that some youth experience when others are successful.
Example: “I was training for a Ping-Pong tournament, and my cousin arrived. She
didn’t even take lessons. I got 75% and she got 100% on the game, and she didn’t
even take lessons. She won a prize for free, and she didn’t even take lessons. The
prize was very important: no more no less than a sock, an ankle sock” (Primary
School Male, Brazil – Manaus)
Others Who Fail to Meet Societal/Familial Expectations – Narratives that describe
interactions and behaviors among others that youth consider to be counter to societal or familial
expectations. Because most narratives could potentially fit under this theme, this theme was only
used if other (more specific) categories were applicable (e.g., for youth who fight with others, the
theme ‘Aggressive Behaviors/Interactions’ was used). The spirit of this theme, however, relates
to role modeling and the fact that some youth consider others who do not model prosocial
behaviors distressing.
Example: “Sad: she [best friend] gets in trouble” (Primary School Female, USA –
New Orleans)

Engaging in Academic/Work Tasks – Narratives that describe the act of engaging in academic
or work tasks as sources of stress.
Example: “Sometimes mom fights with me….sometimes, because maybe I don’t feel
like studying. But once I’d gotten a big punishment and I had to write that you mustn’t
say curse words at school on a whole page of my exercise book” (Primary School
Female, Italy – Padua)
Not Knowing/Understanding Lessons/Schoolwork – Narratives that describe the distress that
youth feel when they do not know or understand their lessons or schoolwork.
Example: “I could not solve the task. I asked for help. And then I understood”
(Primary School Female, Russia – Samara)
Poor Performance Outcomes/Failing to Meet Expectations – Narratives that describe the
distress that youth experience in response to failing to meet performance or other social
expectations.
Example: “One day I went to school without bringing my assignment book. My
teacher did not scold me but I was embarrassed a lot. I felt sad and anxious. In the end
I said that I would bring it tomorrow” (Primary School Female, Greece – Athens)
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Others Who Get/Try to Get the Child in Trouble - Narratives that describe others who get or
try to get the child in trouble
Example: “He gets me in trouble at lunch, always follows me and copies off of me,
copies work and the things I do” (Primary School Male, USA – New Orleans)
Performance/Social Pressures/Demands – Narratives that describe youths’ distress in response
to social or performance pressures or demands.
Example: “My teachers. I hate them for being so demanding” (Secondary School
Male, USA – Mayagüez, Puerto Rico)

Stressor Themes Related to Health, Safety, and Property
Death – Narratives that describe the death of loved ones as a source of stress.
Example: “He's [grandfather] gone to heaven, I miss him” (Primary School Male, Slovak Republic – Košice)
Physical Ailments/Injuries in Others – Narratives that describe youths’ distress when their loved ones are sick or injured.
Example: “She [grandmother] is sick, in the hospital” (Primary School Female, USA – New Orleans, Louisiana)
Physical Ailments/Personal Injuries – Narratives that describe youths’ injuries and/or illnesses.
Example: “I got sick. I didn’t feel very well. My stomach hurt. My sister tried to help cheer me up” (Middle School Female, USA – Boston, Massachusetts)
Threat of Harm/Violation of Space/Property – Narratives the threat of harm to the child’s health, space, and/or property.
Example: “When I'm with J, I want to draw in black--stressful color--I want all her body parts to be gone. It happens every day; she said she was going to break my face” (Primary School
Male, USA – New Orleans, Louisiana)
Violation of Child’s Space/Property – Narratives that describe violations of the child’s physical space and/or property. Bodily violations were categorized under ‘physical aggression.’
Example: “A boy stole a wallet. Sad. Called the police” (Primary School Male, Estonia – Tallinn)
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Other Stressors
Being “Startled”/Scary Movies/Dark/Home Alone/etc. – Narratives that describe various objects or situations that startle the child.
Example: “Because every time she scares me and she makes me cry. She put a snake in front of my room and when I walked out it was there” (Primary School Female, USA – New
Orleans, Louisiana)
Having “Problems” (Non-descript) – Narratives that describe youths’ distress when they have “problems.” This theme was used only if narratives were not specific enough to be categorized under
a more specific theme.
Example: “I like my mother and father. Some girls, teachers and my best friends. All of these people are there when I am sad and happy, both. When we have problems, they are always
there” (Secondary School Female, Sri Lanka – Negombo)
Uncertain Future/Outcomes – Narratives that describe uncertainty about community-/country-wide or personal outcomes in the near or distant future.
Example: “It was the week of the big test. MCAS. I felt very nervous. I am worried that I might do bad on the test. But my parent was being very supportive. They gave me a lot of
confident. They let me have whatever I want for breakfast, and they always pack me healthy snacks, so I will have a lot of energy. And thanks to my mom and dad, I did really well on the
MCAS! I got 99%! I was very happy. And that’s how my parent are very supportive” (Primary School Female, USA – Boston, Massachusetts)

Recreation-Based Stressors
Inability to Engage in Recreation/Activity – Narratives that describe the distress that youth experience when they are unable to engage in recreational or leisure activities. Limitations might be
imposed by people, the weather, objects, etc. Although certainly related to the theme ‘being forced to do something/limitations/restrictions,’ this theme is specifically related to recreational or leisure
activities.
Example: “One day I asked my mom to go to a school party. She did not allow me to go because she said that I was not old enough to go to school parties. I got very angry and felt sad.
After a few days I learned that kids who were over 20 years old had entered the school party and fought with kids from our school. So I thanked her for not letting me go” (Middle School
Female, Greece – Athens).
“Nothing to Do” – A low-consensus theme, this theme was induced from narratives that described having nothing to do.
Example: “When my mother goes out, she leaves me alone at home and I feel very bored. Also, if they tell me not to come to [NGO], then I feel all the more bored. I just sit around. If
there’s work to be done like sweeping, cleaning or washing the dishes, I do that” (Middle School Female, India – Mumbai)

Derived from Others

Stressor Themes Related to Social Interactions/Relationships
Derived from Self

Affection/Comfort/Encouragement – A minimal-consensus theme, this theme was induced
from narratives that described the distress that some youth feel when they receive affection or
shows of concern from others.

One’s Negative Attitudes or Emotions/Moods – Narratives that describe the distress that youth
experience from their own attitudes, emotions, or moods, such as their own jealousies, anxieties,
or biases.
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Example: “They trouble, I love them sometimes, I don’t like their kisses” (Primary
School Male, USA – Boston, Massachusetts)
Aggressive Behaviors/Interactions Among Others – Narratives that describe aggressive
interactions among individuals other than the child, such as when parents argue or when friends
engage in a physical altercation.
Example: “With the schoolmate: I considered [him] as a normal boy, but in one day,
[he] has struck the girl and has torn [her] notebook. [He] was very low and ugly. [He]
was unpleasant to me, and I did not know how to communicate with this person. I did
not talk to [him], did not communicate….[he] should be the defender of girls”
(Primary School Male, Russia - Samara)
Being Excluded/Left Behind – Narratives that describe actions that fail to include the child or
leave them without companionship. However, unlike the theme ‘Lack of Friends/Camaraderie,’
this theme also incorporates the idea that the child was once included in the group/partnership.
The latter theme, on the other hand, captures the stress that children experience when the fail to
have any friends within this/he social network.
Example: “It was a school day. Usually I meet with my friend in the classroom. This
time, she was with a neighbor of hers. There were days when she was with her neighbor
and she acted like she didn’t see me. She barely said hello. I felt like I was thrown away
like garbage” (Primary School Male, Romania – Bucharest)
Being in the Company of “Enemies” – Narratives that describe scenarios in which the child
experiences a stress response while in the presence of his/her enemy.
Example: “My enemy doesn’t come to this school luckily. I do everything I can not to
meet her but I meet her in the park sometimes, the problem is we absolutely don’t get
on because [um] let’s say she’s totally different from me, I mean, we haven’t got one
single thing in common so we fight, my girlfriends fight with hers, and the other way
round” (Primary School Female, Italy – Padua)
Competing Interests – Narratives that describe competition among youth for a single goal or
product.
Example: “This is my circle of friends. Sometimes there are some discussions, but
they’re actually not serious ones. I mean, the group is quite big and sometimes it takes
a whole evening to decide what to do because there’s one who wants to go to a place,
and another who wants to go to another. So, in the end it’s time to go home and we
didn’t go anywhere” (Secondary School Male, Italy – Padua)
Divorce/Break Ups – Narratives that describe the end of a significant relationship for the child,
namely, his or her parents or, among adolescents, their own break ups with romantic partners.

Example: “When I talk to my friend I feel insecure, and sometimes I have lied to her
and to avoid it, I tell more lies to her” (Middle School Female, Brazil – Manaus)
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Example: “Him and mom not together. Every time I go by his house, and my
stepbrothers and sisters are there, he gives my brother and sisters stuff because they new.
I’m not used to being over there. They get whatever they want and me nothing” (Primary
School Female, USA – New Orleans, LA)
“Doesn’t Keep Promises” or Secrets – Narratives that describe others’ betrayal of the child’s
trust by failing to keep their promises or secrets.
Example: “He always gives promises and doesn’t keep them; angry, insulted,
betrayed” (Middle School Female, Estonia – Tallinn)
“Does Not Help” (General) – Narratives that describe individuals who refuse to help the child in
various life domains, such as academics or domestic chores. In most cases, however, youth were
non-specific about the ways in which others do not help.
Example: “Sometimes they [referring to all extended family members] understand me.
Sometimes they stress me out. When we talk, they do not help me at all” (Secondary
School Female, Greece – Athens)
“Does Not Listen” to Child’s Point of View – Not to be confused with listening to the child’s
instructions (which is captured under the theme ‘Uncooperative/Aggressive
Relationship/Treatment by Others’), this theme describes narratives that express the child’s
frustrations when others do not listen to their views.
Example: “She [mother] does not listen to me, and she gets stress quickly” (Secondary
School Female, Brazil – Manaus)
Gossiping/Believing Gossip – Narratives that describe the spread of the child’s private, personal
information, typically “behind his/her back.” In addition, this theme includes narratives that
describe the frustration that youth feel when others believe the gossip without first asking the
child for “their side.”
Example: “Today on the carpet in class, C kept rolling her eyes at me. T is her friend
and helps her out. T was mad that I didn't give her gum but, C and T kept being mad. T
told K that she was going to tell on me for giving out gum in class. The girls are mad
because they are saying that I only gave them one gum but I gave others more. They
always go behind my back” (Primary School Female, USA – New Orleans, LA)
“Jokes Too Much”/“Plays Tricks on Me” – Narratives that describe individuals who “joke too
much,” triggering a stress response in the child.
Example: “My grandparents prank me and I told them they are funny but at the moment
they scared me by jumping at me. I reacted and kick one of them in defense, and they
punished me for it. They asked me why I did it, and I told them it was because I did not
like what they did” (Primary School Male, USA – Mayagüez, PR)
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Lack of Attention/Interest – Narratives that describe behaviors that show a lack of interest in or
attention toward the child.
Example: “He [teacher] ignored me” (Middles School Male, Slovak Republic –
Košice)
Lack of Care/Concern/Love/Nurturance – Narratives that describe actions that communicate a
lack of care/concern/love/nurturance to the child.
Example: “[Mother] does not care about her family” (Secondary School Male,
Tanzania – Arusha)
Lack of Empathy/Understanding – Narratives that describe behaviors that demonstrate a lack
of empathy or understanding for the youth’s situations, behaviors, emotions, and/or thoughts.
Example: “My parents are obvious one. I respect and love them but there are issues
we straggle (real word?) with. They might not always understand or approve of me
and that can bring conflict. Conversely their love and praise raises my spirits”
(Secondary School Male, USA – Boston, Massuchusetts)
Lies or Infidelity – Narratives that describe individuals or instances in which lies are told about
the child. This theme also includes narratives that detail examples of infidelity, discussed only
among adolescent youth in Padua (Italy) and New Orleans (USA – Louisiana).
Example: “I don't like my school principal, school captain, boys, Punchi because they
are telling lies to me. They always blame me” (Secondary School Female, Sri Lanka –
Negombo)
Negative Social/Emotional Evaluations – Narratives that describe negative social/emotional
evaluations of the child, such as feelings of jealousy or disapproval.
Example: “I have both good and bad relations with mum, mostly they tend to be bad
because she doesn’t understand me and if I need something, she always thinks I don’t
need it, she thinks I’m arrogant, even though. I’m not, I’m just being honest when I’m
talking to her and she always understands it the wrong way. We fight a lot”
(Secondary School Female, Estonia – Tallinn)
Others’ Negative Attitudes or Emotions/Moods – Narratives that describe the child’s distress
in response to others’ negative attitudes, beliefs, emotions, or moods, such as their anger or
depression.
Example: “They indifference of children and parents for the dogs makes me feel hate
and sorrow” (Primary School Males, Greece – Athens)
Physical Aggression – Narratives that describe physically hostile acts against the child. In New
Orleans (USA – Louisiana), one female described acts of sexual abuse perpetrated against her.
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Example: “I don’t get along with my brother. He is younger than me, but he gets upset
easily and starts hitting me or my sister” (Secondary School Female, Estonia –
Tallinn)
Shouting/Yelling/Scolding – Narratives that describe the act of yelling, shouting, or scolding,
typically within the context of “getting in trouble.”
Example: “He takes care of me but he also scolds me” (Middle School Male, Romania
– Bucharest)
Teasing/“Insulting” – Narratives that describe the act of teasing, insulting, or cursing at the
child.
Example: “Once, a friend of mine accused me of stealing his money. He insulted me
and told me I was not a good friend. I felt hurt. I told him I did not take anything and
to not accuse me in that manner, but he did not listen. I told him I would never do that
to anyone, but he did not listen. The next day he found his money in his room and
asked me for forgiveness. I accepted his apologies and told him I was a good friend.
Told him not to accuse anyone without evidence because it is more difficult to ask for
forgiveness” (Secondary School Male, USA – Mayagüez, Puerto Rico).
Withholds/Removes Material Support – Narratives that describe individual(s) or situations that
withhold or remove material support from the child.
Example: [The economic crisis makes me feel] “Anger because I cannot buy toys”
(Primary School Males, Greece – Athens)
Reciprocal Interpersonal Stressors
Lack of Conversations – Narratives that describe the distress experienced when the child does not have anyone to speak to or to listen to his or her thoughts or troubles. Additionally, this theme
captures narratives that detail relationships between the child and other(s) in which conservations are sparse.
Example: “He doesn’t call very often” (Primary School Male, Romania – Bucharest)
Lack of Fights/Arguing – A child-specific theme, this theme was derived from a narrative that described the lack of arguing and fighting as a source of stress.
Example: “If there’s not been a fight for a long time, I feel like nothing’s happening here” (Secondary School Female, India – Mumbai)
Lack of Friends/Camaraderie – Narratives that describe a lack of friends or sense of belonging among peers.
Example: “My mother never talks to me. She is always angry with me. She never wants me to go out, meet friends. To tell you the truth, I have no friends at all. My mom screams at me
even if I talk to neighbors. My mom is always beating me and instigating my brothers also to beat me” (Secondary School Female, India – Mumbai)
Lack of Time Spent Together - Narratives that describe the child’s distress as a result of being unable to spend time with his or her loved ones.
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Example: “I'm very much like my mom. I like her very much. When she travels I miss her” (Middle School Female, Brazil – Manaus)
Not Being Able to Problem Solve, Compromise, or Make Up – Narratives that describe youths’ inability to problem solve, compromise, or make up if/when there is conflict.
Example: “My friend fights with me so much that I get sad. I did something wrong to him and he was sad at me. I apologized, but he did not want to forgive me. I was sad about it. When it
was the next day, I apologized again, but he never forgave me. I was very sad because he never forgave me” (Primary School Female, Brazil – Manaus)
“Quarrelling” – Narratives that describe an argumentative interchange between the child and another person
Example: “Supportive because they are always there for me. They are my parents. Sometimes they can be a little distressful, specially my dad. We’ve had really strong arguments and he
has left from the house, but have always come back. This makes me feel really bad” (Secondary School Male, USA – Mayagüez, Puerto Rico)
Uncooperative/Aggressive Relationship/Treatment by Others (Other) – Narratives that describe interactions and characteristics (e.g., ‘being mean’) that indicate a lack of cooperation from others
and/or are physically, verbally, or emotionally non-aggressive. These relationships and interactions can occur between peers or between child and adult, but they indicate only others’ actions toward
the child (e.g., ‘is mean to me’). However, in some cases, youth participants repeatedly described specific types of aggressive or uncooperative interactions (e.g., physical aggression), warranting the
creation of more specific themes about aggression or non-cooperation (e.g., one who fails to meet societal/familial expectations). Thus, in cases that children’s narrative were more meaningfully
described by a more specific theme (e.g., physical aggression), then the specific theme was applied. When children’s narratives broadly described aggressive interactions or interactions that did not
cleanly fit into other categories, then this theme was used. Hence, the modifier ‘other’ was added to this theme to capture that intention.
Example: “Fights” (Secondary School Female, Tanzania – Arusha)

Sociocultural/Environmental Stressors
Environmental Destruction – Narratives that describe the distress youth experience as a result of environmental destruction.
Example: “Sadness and fear because I am afraid of earthquakes” (Primary School Female, Greece – Athens)
Poverty/Economic Hardship – Narratives that describe instances of familial, community, or country-wide poverty or economic hardship.
Example: “My mother is not working and my father gets work sometimes. We cannot pay the rent and I went with some other children to beg for food. I was hungry and it was hard for
us for a long time” (Primary School Female, Tanzania – Female)
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