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MICHAEL J. KARCHER, MICHELLE R. HOLCOMB, AND ELIAS ZAMBRANO

University of Texas at San Antonio

Introduction

School counselors who can demonstrate that their guid-
ance and counseling programs result in improvements
in their students’ connectedness to school, teachers, and
peers are less likely to be pulled in 100 different direc-
tions by administrators, teachers, and parents. Based on
our experiences, we argue that this is because such coun-
selors are viewed as providing unique and highly valued
services. However, school counselors who utilize a com-
prehensive and organized approach to deliver guidance
presentations, individual student planning, system sup-
port, and responsive services (American School Coun-
selor Association [ASCA], 2003), and who can demonstrate
that this coordinated set of services results in improved
connectedness among their students are less likely to be
asked (or expected) to engage in nonguidance activities,
such as supervising testing, scheduling classes, or super-
vising lunch. Or, if asked, these counselors can point to
their impressive body of evaluative evidence. They can
use it to define the borders of their professional duties
and, thereby, educate parents and colleagues alike about
the unique and valuable role that professional counselors
play in schools.

It is, therefore, incumbent upon school counselors to
create and organize a quality program that is amenable
to evaluation in order to demonstrate accountability. The
planning of such thoughtful, focused, and intentional ser-
vices takes time, but also requires forethought in order to
anticipate desired outcomes that, from the outset, are mea-
surable. Compounding these time constraints on program
planning, many school counselors may believe they have
limited training or insufficient tools at hand to link their
program component’s activities to program oulcomes.

This chapter provides a guide to help school counsel-
ors to both systematically assess and strengthen the impact
of their school counseling programs by focusing on pro-
moting changes in students’ connectedness. The theory of
adolescent connectedness (Karcher, 2001) presented in this
chapter defines connectedness as movement toward oth-
ers through positive affect and activity. Connectedness is
reflected in a student’s response to feelings of relatedness
and belonging. This definition provides the first key to
intervention: To promote connectedness, school counsel-
ors must create school contexts where youth feel a sense
of belongingness at school and relatedness to teachers and
peers. When youth feel a sense of relatedness and belong-
ing, they typically value those relationships and social
institutions in which they experience the belongingness
and relatedness. But school counselors then must help
students pursue related activities and relationships which
cement their connections through behavioral and affec-
tive commitment. Finally, connectedness can be captured
in adolescents’ own perceptions of their own involvement
in and affection for others, activities, and organizations.
Given this, connectedness is measurable and can be used
as an indicator of program ocutcomes.

Of course, connectedness is but one outcome or con-
struct a school counselor might wish to measure as evi-
dence of outcomes. Other important constructs include
social skills, self-esteem, peer attachment, cultural compe-
tence, and other behavioral and attitudinal indices of social
competence and a positive orientation to school. For the
purposes of this chapter, connectedness is solely empha-
sized in order to provide a comprehensive overview of
one measure, its uses and evaluative procedures, which we
believe will allow the reader to make generalizations and
comparisons with other measures.

Ch 39 Measuring and Evaluating Connectedness 051
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The Problem—Capturing the Effects
of School Counseling Programs

The notion of connectedness has become increasingly
popular in the media as well as in academic and educa-
tional settings (Lezin, Rolleri, Bean, & Taylor, 2004; Resnick,
Harris, & Blum, 1993). The construct of connectedness is
viewed by many as increasingly important in a mobilized,
postindustrialized, multicultural, and technologically alien-
ating society, such as is found in the United States. Children
and adolescents need healthy connectedness to family, sib-
lings, friends, and eventually romantic partners in order to
weave themselves tightly into a supportive social network.
Connectedness to school, teachers, and peers during the
middle and high school years is a particularly strong pre-
dictor of academic and future success, but it also helps to
prevent alienation, which can lead to violence such as that
of the Columbine massacre; the Washington, DC, shoot-
ings; or the countless other acts of desperation performed
by students in recent years (Henrich, Brookmeyer, & Sha-
har, 2005; Karcher, 2002). Adolescents also need to learn to
effectively connect with culturally different peers, the world
of reading, a source of spirituality (regardless of persua-
sion, denomination, or creed), and their neighborhoods.
Because parents and researchers alike recognize the ubig-
uitous necessity of connectedness, it is important for school
counselors 10 know how they can promote and measure
connectedness.

Using Connectedness to Capture, Profile,
and Predict Developmental Assets

The Measure of Adolescent Connectedness described in this
chapter had direct parallels to the Developmental Assets
presented by the SEARCH Institute. The 40 Assets listed in
the SEARCH framework focus the attention of school coun-
selors, teachers, parents, and youth on the positive relation-
ships, opportunities, skills, and values that can support the
healthy growth and development of youth (Scales & Lef-
fert, 1999). The model asserts that the more young people
experience these 40 Developmental Assets, the more likely
they are to engage in prosocial behaviors and conversely,
the less likely they are to participate in harmful behaviors
(Benson, Galbraith, & Espeland, 1995). Using data collected
with the SEARCH Developmental Assets survey, we refer to
key assets in later sections to illustrate ways in which the
measure of adolescent connectedness can serve as a proxy
measure of assets and can thereby be used to facilitate and
extend the use of the Developmental Assets framework.
The SEARCH Institute’s Developmental Assets con-
structs have become a central organizational framework for
many school districts, helping school counseclors organize
efforts to promote external and internal assets among stu-

dents (Scales, 2005). Numerous school districts have used
the SEARCH Institute’s Developmental Assets framework to
make fundamental changes in the structure of their schools
and to improve students’ relationships with teachers and
peers. In addition, statewide initiatives, such as California’s
Proposition 49, actually require that school connectedness be
assessed, in addition to other constructs currently informing
guidance programming in schools. The Measure of Adoles-
cent Connectedness can be used to supplement and extend
the Developmental Assets framework by linking guidance
program content with measurable outcomes. We argue that
using the connectedness construct and measure described
in this chapter may make the asset-promoting activities they
propose even more useful in guidance programming,

Finally, our approach is based on the authors’ com-
bined experiences of conducting research on connected-
ness and our firsthand experience as school counselors
and the director of school guidance programming for a
large urban school district that used the SEARCH Devel-
opmental Assets framework as its organizing framework.
Based on these experiences, we focus on illustrating ways
to track changes in connectedness that result from guid-
ance programming within the schools. In order to help
the reader better understand how to assess connectedness
among middle and high school-aged students, we pres-
ent a theory of adolescent connectedness, describe The
Hemingway: Measure of Adolescent Connectedness, pro-
vide normative data for one district and new research on
connectedness, and finally bring this theory and research
to practice by describing several strategies for developing
a program of services that carefully links evaluation with
efforts to promote assets and connectedness as part of a
comprehensive guidance program.

Theory

Connectedness has been described as one of the five “Cs”
that Lerner, Fisher, and Weinberg (2000) suggested youth
development programs must target. This is due, in part,
to its usefulness as a predictor of a number of develop-
mental competencies as well as risk behaviors. However,
while to date no theoretically derived measure of adoles-
cent connectedness has been empirically tested for use in
schools, adolescent connectedness has landed squarely in
the middle of the emerging field of applied youth devel-
opment (Roth & Brooks-Gunn, 2003). For example, in
their review, Roth and Brooks-Gunn found that all of the
youth development programs they reviewed attempted to
promote one or more forms of connectedness. Of these
programs, 73% explicitly “sought to improve adolescents’
connections; connections with their families (40%) and
peers (42%) were the most common connection goals for
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the programs” (p. 207). Yet, only half of those programs
designed to promote connectedness actually used a mea-
sure of connectedness to evaluate program success. “More
programs held goals of promoting . . . connections than
actually measured these characteristics in the evaluations.
Of 35 programs promoting connectedness only 19 (54%)
reported measures of connectedness” (p. 215).

The absence of a measure of adolescent connected-
ness and definitional framework presents a huge barrier
to fully exploiting the usefulness of the connectedness
construct as a target of school counseling programs. Ado-
lescent connectedness must be clearly defined and reliably
measurable before research can have a positive influence
on the field of school counseling and the applied devel-
opmental sciences. Measures used in most studies have
been ad hoc, and when described within each study, the
term connectedness often has been used interchangeably
with other words such as bonding, attachment, belong-
ingness, and relatedness. Not until a clear nomenclature
for connectedness is established and measures of con-
nectedness receive sufficient validity evidence will this,
the third of the five Cs of applied youth development
programs, be a useful and meaningful target for program-
matic influences of school counseling on youths’ devel-
opmental competencies.

The Ecology of Adolescent Connectedness

The model of connectedness presented in this chapter is
derived from ecological and developmental theory. From
these perspectives each world of the adolescent’s social
ecology—school, friends, family, and neighborhood—can
be viewed as a world of connectedness. Used in this way,
the term world refers to common and important contexts,
relationships, and activities of engagement in the lives of
adolescents (Nakkula & Selman, 1991).

The concept of connectedness has sometimes been
restricted to participation or involvement in interpersonal rela-
tionships (Gilligan, 1991; Jordan, Kaplan, Miller, Stiver, & Surrey,
1991), but this definition is needlessly restrictive and incon-
sistent with the public’s broader use of the term, which is
more ecological in nature. Broadly defined, connectedness
includes the acts of giving back to, being involved with,
and investing oneself in an affective manner in places and
activities as well as in relationships with other people.
“Connectedness occurs when a person is actively involved
with another person, object, group or environment, and
that involvement promotes a sense of comfort, well-being,
and anxiety-reduction” (Hagerty, Lynch-Sauer, Patusky, &
Bouwsema, 1993, p. 293). Connectedness is not restricted
to relationships. For example, youth can be connected to
school and to reading just as they may care for, enjoy, and be
actively involved with a teacher, peer, friend, or parent.

We suggest that there is a connectedness to self, which
emerges during adolescence as a sense of self that is influ-
enced by unique relationships with family memberships,
teachers, and friends (Erikson, 1950; DuBois, Felner, Brand,
& Phillips, 1996). Adolescents’ self-esteem in these contexts
informs a connectedness to self that is primarily present
oriented. In addition, the ability to think abstractly results
in the differentiation of a present self and from a future self
(Harter, 1999). Because youth can have feelings about and
engage in activities directed toward each of these selves,
we include them as well.

The ecology of adolescent connectedness includes all
of the significant ecological systems (e.g., micro-, macro-,
and meso-) that adolescents experience in their day-to-day
lives (Bronfenbrenner, 1979). Microsystems include youths’
important relationships at home with parents and siblings,
in school with teachers and peers, and in youths’ neighbor-
hoods with friends. Macrosystems of connectedness are the
larger institutions in youths’ lives in which these microsys-
temic relationships and activities occur and include one’s
neighborhood, family, school, religion, and cultural group.
The mesosystems are those processes of connection that
link micro- and macrosystems. For example, reading is one
main mesosystem that links the home and school by orient-
ing interpersonal connections. Reading is an activity that
links the youth to school, teachers, and friends. Adoles-
cent connectedness generalizes beyond immediate dyadic
relationships (or microsystems) toward activities associated
with these contexts, such as reading. In principle, using
this same logic, one could suggest that smoking, drinking,
and fighting (as something youth may participate in with
friends) are mesosystems as well, but we restrict the term
connectedness to types of affective and behavioral engage-
ments that are (at least potentially) catalysts for positive
youth development. And although connectedness to one’s
friends and neighborhood can contribute to risk-taking
behaviors, a sufficient degree of connectedness to friends
and one’s neighborhood environment is essential to posi-
tive youth development. By comparison, because smoking
and drinking do not provide a similar protective function
for youth, they are not forms of connectedness included in
our conceptualization.

The Continuum From Conventional
to Unconventional Connectedness

Each of these worlds of connectedness can be characterized
as falling somewhere along a continuum of conventional-
ity. This concept of conventionality was initially proposed
and described by R. Jessor and S. L. Jessor (1977), and it is
used here as it is defined in The Oxford Compact English
Dictionary: Convention refers to the “way in which some-
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thing is usually done” and “socially acceptable behaviors”
(Soanes, 2003, p. 234). Conventional means “following
social convention; not individual or adventurous” (p. 234),
where the conventions are those behavioral prescriptions
set by adult society. Connectedness, then, can be charac-
terized as either conventional (adult sanctioned) or uncon-
ventional (youth sanctioned).

Highly conventional worlds include those contexts,
relationships, and activities that are structured, sanc-
tioned, and supervised by adults. These conventional
worlds of connectedness are antithetical to problem
behaviors and risk taking (Donovan, Jessor, & Costa,
1988). Conventional connectedness typically includes the
social worlds of school, teachers, reading, religion, and
family—all of which are structured by adults and directed
toward the future. Positive orientations toward and active
involvement in all of these worlds serve 1o buffer against
violence (Honora & Rolle, 2002; O’Donnell, Hawkins, &
Abbott, 1995).

Conversely, connectedness to peers, friends, and the
neighborhood may be conventional if the nature of these
relationships and activities reflects attitucdles and conven-
tions prescribed by adults. However, this tends not to be the
ase for many youth (Karcher, 2001). Due to its customarily
unsupervised nature, connectedness to neighborhoods and
time spent with peers, friends, romantic partners, and (for
some) siblings is primarily unconventional. Being antitheti-
cal to adult conventions, unconventional connectedness
often elicits activities that may lead to problem behaviors.
The unconventional worlds of connectedness are those
social ecologies in which youth themselves typically dic-
tate the norms, activities, and structures that govern or
dictate appropriate interaction. Youths' neighborhoods (for
early adolescents), friendships, and romantic relationships
(for older adolescents) are the most common examples of
contexts/relationships in which unconventional connect-
edness develops and directs behaviors.

All adolescents need to achieve a minimum amount of
connectedness across their social ecology and in both con-
ventional and unconventional worlds. Problems typically
emerge for those youth who are not able to establish suf-
ficient connectedness within the family, school, and other
conventional contexts, relationships, and activities (cg.,
reading). Youth at risk for academic underachievement
often establish an imbalance, engaging in more unconven-
tional than conventional connectedness.

Promoting connectedness in the school setting can
serve to counterbalance the increasing importance of con-
nectedness to peers, friends, and romantic partners during
adolescence by providing an opportunity for convention-
ally disconnected youth to form connections with more
conventional peers and adults at school. Youth whose pri-

mary affections and engagement are with peers and friends
engage in more unconventional, illicit behaviors and are
more likely to denounce school and other conventional
contexts and relationships. In contrast, youth who are
actively involved in, enjoy, and feel positive about school
are less likely to engage in violent behavior, substance use,
and other related problems that interfere with academic
success (Cernkovich & Giordana, 1992; Farrington, 1991;
O'Donnell et al,, 1995; Olin, 2001). For this reason, pro-
moting active engagement in school and positive feelings
about school (viz., connectedness to school) should be at
least one of the primary targets of school-based violence
prevention programs. Promoting connectedness to friends
who engage more in conventional, prosocial behaviors,
such as by encouraging students to participate in extra-
curricular activities, clubs, and organizations where friend-
ships grow in the context of conventional activities should
be another target of programs.

The Developmental Origins
of Adolescent Connectedness

Connectedness has several likely precursors, including
attachment to caregivers, relatedness to others, and feel-
ings of belongingness within social groups. Karcher (2004)
proposed that connectedness develops in reaction to (a) at-
tachment, (b) interpersonal social support, and () group-
level experiences of belonging (see Figure 39.1). We define
connectedness as youth’s active involvement and caring
for other people, places, and activities. Connectedness is
the reciprocation of the support and positive affect that
other people have provided youth in specific places. This
reciprocal process reveals an opportunity for structuring
programs and experiences in schools that aim to promote
connectedness,

Connectedness is not a fecling of belonging or relat-
edness; rather connectedness reflects an extension and
reciprocation of basic attachment and bonding processes
into the adolescents’ widening social ecology. As with
indicators of attachment, connectedness reflects proxim-
ity seeking (i.e., movement toward) and positive affect for
people, places, and activities in the adolescent’s life. This
is an important definitional distinction. Connectedness is
not a bond that is felt, but a volitional, active “bonding”
with other people, places, and activities. In this way, pro-
moting connectedness in schools means not only “help-
ing students feel supported” but also creating supportive
conditions, such as through group work, activities, and
collaborative learning, which act to foster connections in
the form of action-based, attitude-driven involvement in
school.
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Sense of
Belonging
{Social system and
group-specific inclusion
felt during adolescence)

{Empathy, praise, and attention
experienced in schools and in
the community from peer
groups, friends, adults, and
the media)
Social Support

Sense of
Relatedness

Attachment ’
(Parental empathy, praise,

and attention experienced within
safe relationships in childhood)

>

(Dyadic security in relationships with
others in childhood and adolescence)

Figure 39.1 A hypothesized
model of how attachment,
social support, relatedness,
and belonging contribute to

adolescent connectedness.
Adolescent
Connectedness |
(Activity in places and caring |
for people in the adolescent’s |
social ecology)

Connectedness: The Reciprocation of
Belonging, Relatedness, and Attachment

Connectedness has, as its source, positive relationships and
experiences with others, and more specifically, relation-
ships and experiences from which youth garner esteem
and competence. Ideally, early in life, primary experiences
of relatedness with caregivers result in positive attach-
ments with caregivers and provide children with their
initial sources of support, esteem, and praise (Ainsworth,
1989; Kohut, 1977). Later, other forms of social support
build upon these early experiences, and provide interper-
sonal relatedness outside the family (e.g., teachers, peers,
and friends) and experiences of group belonging beyond
the family (see Figure 39.1). These socially supportive inter-
actions usually result in positive feelings of relatedness and
belonging. Youth reciprocate these feelings and “connect”
with others by assigning them positive affect and seek-
ing continued interaction with them (Baumeister & Leary,
1995). This reciprocation is similar to that of plugging in
a power cord whereby one actively seeks out the source
of connectedness (relatedness and belonging). Connected-
ness is not synonymous with relatedness and belonging;
connectedness is a behavioral and attitudinal response to
those feelings.

Attachment. Connectedness is present early in life in
the caregiver—child bond. Attachment reflects the behav-
ioral reciprocation of affective experiences by the child
to the caregiver through proximity seeking and positive
affect (Chodorow, 1978; Stern, 1985). Like the toddler, the
adolescent becomes connected to those social worlds that
provide the adolescent the basic interpersonal ingredients
of development—empathy, praise, and attention within
relationships in which they receive clear, consistent struc-
ture (Ainsworth, 1989; Kohut, 1977, Kohut & Elson, 1987).
Likewise, adolescents report positive affect and demon-

strate proximity seeking most strongly toward those peo-
ple—parents, siblings, peers, friends, or teachers—who
have provided them with empathy, praise, and attention in
a clear and consistent manner.

This is key 1o intervention and may explain why these
qualities have been found in the most effective prevention
programs (Catalano, Berglund, Ryan, Lonczak, & Hawkins,
2002; Schorr, 1988). Arguably, no amount of skills training
or heightened knowledge will effectively curb risk taking
among youth if such interventions are devoid of positive
interpersonal relationships in which youth can feel compe-
tent, understood, and important.

Social support. Past and present levels of social support
will affect youths’ receptivity to interpersonal interven-
tions. There is evidence that early attachment experiences
predict individuals’ openness to receiving help and will-
ingness 10 accept social support during adolescence. For
example, Mallinckrodt (1991) found that the quality of
late adolescents’ relationships with their families and with
important nonfamily members was a significant predictor
of the quality of their therapeutic working alliance. The
author argued, “[Tlhe ability to meaningfully connect with
others is presumed to be a good indicator of their capac-
ity to form productive working alliances” (p. 402). There-
fore, adolescents’ ability to benefit from social support will
be constrained by the quality of their experiences with
other people (Lee & Davis, 2000), such that those who
have received the least social support in the past may be
the hardest to reach by school counselors. Indeed, others
have found that aggressive youth who overestimate their
social relatedness (and report excessively high self-esteem)
can be the most difficult to reach through interventions
(Prasad-Gaur, Hughes, & Cavell, 2001). Relatedness and
belonging are two indicators of how open youth may be to
receiving social support from others.
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Relatedness. Relatedness is the felt sense of closeness
and of being valued by another individual. Relatedness is
determined, in part, by the security youth experienced in
early caregiver—child relationships, and relatedness pre-
dicts the degree to which youth will seek interpersonal
connection in later relationships with peers, friends, and
teachers (Kuperminc, Blatt, & Leadbeater, 1997). Hagerty
et al. (1993) suggested that relatedness is a “functional,
behavioral system rooted in early attachment behaviors
and patterns,” such that “affiliation or exploration are acti-
vated only after the attachment behavioral system” (p.
292). Breaks in relatedness, such as through forced sepa-
rations, undermine connectedness by lessening youths’
willingness to invest time and energy in relationships
with others (Kuperminc et al.,, 1997; Richters & Marti-
nez, 1993). For example, Midgley, Feldlauffer, and Eccles
(1989) reported that students who moved from elementary
classrooms where they experienced high teacher sup-
port to middle school classrooms where they perceived
less teacher support showed decreases in their interest
in learning. In short, undermined relatecdness creates a
lapse in connectedness. When teachers do not provide
consistent sources of empathy, praise, and attention, as
well as a clear, consistent structure, youth will become
less involved in school and will become less inclined to
establish conventional school-based relationships (van
Aken & Asendorpf, 1997).

Belonging. When relatedness occurs in groups of peo-
ple or in defined contexts, the result is the experience of
belonging. Belonging is of paramount importance to ado-
lescents. The need to belong is defined, not as the need to
be the passive recipient of supportive relationships, but as
the need for “frequent [positive and pleasing] interaction
plus persistent caring” (Baumeister & Leary, 1995). Hagerty
et al. (1993) described connectedness to others, as well as
to organizations and their activities, as a reciprocation of
experienced belonging and relatedness that has, directly or
indirectly, primary attachment relationships at its source.
How accepted and valued a youth feels by a particular
group shapes how connected, involved, and concerned
that youth will be with people and activities in that orga-
nization. This is because youth confirm and acknowledge
their experience of belonging by becoming connected
through increased interaction and caring for other people
and places (see Figure 39.1),

Defined from an ecological point of view, then, ado-
lescent connectedness reflects a youth’s volitional involve-
ment in relationships, contexts, and activities that he or
she deems positive, worthwhile, and important. As a recip-
rocation of one's positive experiences of relatedness and
belonging with others in particular places, connectedness

is a function of the social support presented to individu-
als, his or her openness to receiving that social support,
and security in those relationships and contexts. School
staff and peers can vary the social support they provide
to students; however, they cannot as easily change stu-
dents’ openness to receiving that social support. Receptiv-
ity to social support is partly driven by prior experiences
with others, including early interactions with caregivers.
In addition, openness to social support is influenced by
recent and current experiences both of inclusion with or
exclusion from groups and teams as well as experiences of
failure in relationships and academics, all of which suggest
to a given youth whether others view him or her as posi-
tive, worthwhile, and important.

Three Additional Dimensions Key to
Understanding Connectedness in Schools

Many school counselors work with a student body that
reflects a great deal of ethnic, racial, and socioeconomic
diversity. Increased immigration from countries whose cul-
tural beliefs differ from middle-class American and White
Protestant values encourages school counselors to think
more broadly about how adolescents experience connect-
edness as a function of their cultural backgrounds. Three
key dimensions that need to be considered are time orien-
tation, collectivism versus individualism, and familism, all
of which will influence how the school counselor’s efforts
to promote assets and connectedness are understood and
received by students.

The temporal nature of connectedness: Present and
Juture-oriented connectedness. Distinctions between
conventional and unconventional connectedness parallel,
but are distinct from, future- versus present-oriented con-
nectedness. Just as connectedness may have both protec-
tive and risk-promoting properties, depending on those to
whom or to what place the connectedness refers, most
places and relationships can be considered to be future
or present oriented. Time with friends and family tends
to be present oriented as it focuses on the here and now;
whereas time spent in school, with teachers, and to some
degree even in religious practice, is more oriented to the
future. Future-oriented connectedness tends to serve as
a protective factor in adolescent development by buffer-
ing difficult circumstances and inhibiting impulsive, risky
behavior that could pose negative consequences on future
opportunities.

Collectivistic versus individualistic connectedness. Some
manifestations of connectedness reflect a relational
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emphasis, while others reflect a primarily self-oriented,
individualistic emphasis (Cooper, 1999). For example,
connectedness to schools is largely a reflection of atti-
tudes toward individual achievement. Students feel posi-
tive, worthwhile, and important in large part as a function
of the assessment process conducted by schools and
teachers. By contrast, in families, friendships, neighbor-
hoods, and romantic relationships, interdependent efforts
and attention to relationships are deemed more positive,
worthwhile, and important.

Familial versus nonfamilial connectedness. Some cul-
tural groups make primary distinctions between family
and nonfamily worlds, instead of between youth worlds
and adult worlds (as is typical in the United States). For
example, in Taiwan, confirmatory factor analyses of the
connectedness scales indicate that family/nonfamily is a
better way to characterize the nature of adolescent con-
nectedness than is youth/adult-focused (Karcher & Lee,
2002).

The Shape of Adolescent Connectedness

By plotting an individual’s or group of students’ scale mean
scores on a two-dimensional diagram that reflects each of
the connectedness dimensions described previously, the
shape of a youth’s or group’s overall connectedness can
be represented graphically. The diagram in Figure 39.2
arranges each of the connectedness scales according to
these dimensions. In the center of the diagram is one (on
a one to five metric scale) referring to the lowest possible
score. Each scale has a corresponding line that goes out-
ward from the center to a maximum of five. Placing a dot
where each group or individual’s mean for each scale falls,
and then connecting the dots around the center, allows
one to see the “shape” of adolescent connectedness.

A triangle can be used to capture this shape by con-
necting with straight lines just the Family, School, and
Friends mean scores for an individual or group. The differ-
ent shapes of the connectedness triangle convey different
emphases. For example, in Figure 39.3, each of three dif-
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Conventional
= 7 {conforming &
“Adult” = J A future focused)
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A J % i
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(questioning & |the ecology of adolescent connect-
| P present focused) |:edness by its dimensions. Copy-
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Shape A:
Unconventional
Connectedness

Subscale Means
School=2.5

Family = 2.7
Friends = 4.7

Shape B:
Conventional
Connectedness

Subscale Means
School = 3.9
Family = 4.6
Friends = 3.3

Shape C:
Collectivistic
Connectedness

Subscale Means
School=2.7
Family=4.6
Friends = 4.9

Figure 39.3 The
*shape” of adolescent
connectedness:
Three types. Copy-

tight® 2007 by
Michael J. Karcher.

ferent triangles reflects the plotting of the Friends, Family,
and School scales for a different pattern of connection.
Shape A in Figure 39.3 reveals that this particular youth
prioritizes unconventional connectedness, because the
youth rated his or her connectedness to friends as 4.7 out
of a 5-point scale, while both conventional worlds of parent
and school connectedness were rated below 3 (M = 2.6).
Such a youth is likely quite vulnerable to peer pressure and,
vis-a-vis, to risk-taking behavior and underachievement
(especially when the youth’s friends are also highly uncon-
ventional in their connectedness). This youth needs help

increasing connections with adults and, therefore, may be a
good candidate for having a mentor. Receiving extra atten-
tion from teachers and being given additional opportunities
to interact in adult-oriented contexts also may provide posi-
tive experiences that make the youth feel important, valued,
and seen as worthwhile by adults.

In contrast, Shape B highlights the importance this
youth places on school and family connections Gwhich
share conventionality—viz., adult-oriented connections) over
unconventional connectedness to friends, neighborhood,
and peers. Some counselors might not view this child as
having a problem. Certainly, this is not the type of youth
typically described by parents, counselors, or teachers for
presenting as disconnected, disobedient, or disengaged.
However, the virtual absence of any connection with peers
does not work to facilitate social skills and peer-based self-
esteem. More than likely, this youth demonstrates lower
than average social skills or high peer stigmatization that
may in fact render the youth at risk for extreme, isolation-
related, aggressive outbursts or at least for an unsatisfac-
tory developmental experience with peers.

Shape C conveys a more collectivistic (friend and fam-
ily) oriented connectedness because individualistic connec-
tions (school) were rated lowest. Children whose parents
have little experience with postsecondary education, and
by extension, many ethnic minority youth, may more often
report this pattern of connectedness if their families are
not able to model and strongly encourage individualistic
achievement at school. Such youth may be more vulner-
able to the long-term consequences of de-emphasizing the
type of school-based, conventional connections that would
help them sccure future opportunities for employment or
academic achievement. In regards to the particular student
in Shape C, there may not be an immediate problem. How-
ever, the absence of future-oriented and individualistic con-
nectedness presents warning signs. Such youth should be
encouraged to participate in school programs (e.g., sports,
extramural, or after-school academic enrichment) in order
to help them feel positive, worthwhile, and important at
school. These activities can provide opportunities to expe-
rience relatedness and belonging to which students can
reciprocate through increased connection to school.

A Summary of the Theory of
Adolescent Connectedness

Drawing on theories of problem behavior, belonging and
attachment, and ecological development, we describe ado-
lescent connectedness as an ecologically specific form of
engagement with others and the environment. It occurs in
response to feclings of belonging and relatedness, which
can be fostered by increasing the social support a youth
encounters in specific contexts and relationships. Building
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on the phenomenon of connectedness as a reciprocation
of social support, the school counselor's main leverage
gained by using this construct may come through apply-
ing the principle of connectedness compensation. In doing
so, the counselor may encourage youth high in unconven-
tional connectedness (Shape A) to participate in activities
that boost conventional connectedness, but also encour-
age youth overly high in conventional connectedness and
low in unconventional connectedness (Shape B) 10 engage
in social activities with a broader range of peers. The
starting place for such work, however, is for the school
counselor to understand the behavioral consequences of
disconnection in each world and to have tools that can be
used to assess students’ connectedness. One such tool is
the connectedness diagram just described, which provides
a way for students to sce the shape of their connected-
ness in terms of the following dimensions: (@) conventional
(adult sanctioned) and unconventional (youth sanctioned)
connectedness, (b) present-focused and  future-oriented
connectedness, (©) collectivistic and individualistic connec-
tions, and () family and nonfamily connections. By con-
sidering the interplay of these connectedness dimensions,
and creating opportunities for youth to better understand
the “shape” of their own ecology of connectedness, school
counselors may be better able to target meaningful inter-
ventions for youth and measure important postintervention
changes in the adolescents’ connectedness. Being success-
ful at both, however, assumes the school counselor has a
grasp of the research on connectedness and a valid assess-
ment tool handy.

Research

Establishing and maintaining connectedness to others, 1o
society, and to oneself is a pervasive human concern (Bau-
meister & Leary, 1995; Gilligan, 1982; Hagerty et al.,, 1993;
Kohut, 1977, Nakkula & Selman, 1991). Baumeister and
Leary proposed, 25 years after Maslow (1968) described
belongingness as the third most fundamental need of the
self, that belongingness is perhaps the most important psy-
chological resource for overall human well-being.

Adolescents Need a Balance of
Connectedness Across Their Social Ecology

Connectedness is a function of the need to belong, such
that when an individual in one social ecology does not
experience belonging and relatedness, he or she will
become more connected to other social ecologies as a
compensatory act (Baumeister & Leary, 1995). For exam-
ple, research confirms that when disconnection occurs
with family members, connectedness with friends may

increase; when adolescents become disconnected from
school, they often seek connectedness outside of school in
their neighborhood (see Hirschi, 1969; Joo & Han, 2000).
Other research suggests that adolescents’ sense of self is
born out of these sometimes divergent connections to fam-
ily, teachers, friends, and peers (Buhrmester, 1990; DuBois
et al., 1996) which facilitate the development of a sense of
oneself in the present as well as oneself in the future.

An Emphasis on Unconventional
Over Conventional Connectedness
Promotes Risk Taking

Because connectedness reflects the presence (often in the
form of expectations) of such profoundly important experi-
ences as relatedness and belonging, connectedness has been
linked to physical health, clinical disorders, and risk-taking
behaviors (Bonny, Britto, Klostermann, Hornung, & Slap,
2000; Hendry & Reid, 2000; Lee & Robbins, 1998; Resnick
et al., 1993). A long line of research on delinquency and
violent behavior among youth shows that connectedness
and alienation are intimately linked with problem behaviors
(Hawkins, Catalano, & Miller, 1992; Hirschi, 1969; Jessor &
Jessor, 1977) and, therefore provide important targets for
effective prevention programs in schools (Allen, Kuperming,
Philliber, & Herre, 1994; Hawkins, Von Cleve, & Catalano,
1991; Jason & Kobayashi, 1995; Jessor, 1992).

Not all forms of connectedness decrease risky behav-
jor, however, because the protective functions of con-
nectedness vary across the relationships and contexts of
adolescents’ lives. Depending on the individual youth and
his or her specific set of peers, connectedness to peers
can reflect the conventions of either the adult world or the
unsupervised activities and norms of the adolescent world.
As one good example, it is commonly believed that peer
relationships facilitate misbehavior through processes of
negative peer pressure, yet research shows that associat-
ing with conventional peers is one of the best protective
factors against violent behavior (Hawkins, Farrington, &
Catalano, 1998; Hawkins et al,, 1991; Olin, 2001).

Connectedness to friends, however, is usually posi-
tively correlated with risk taking (Karcher, 2002; Karcher
& Finn, 20035). Although connectedness to friends could
be called conventional because most parents/adult caretak-
ers want their children to have friends, connectedness to
friends serves a different function than connectedness to
school or family does.

Adolescents who describe positive relationships
with parents and teachers show greater adapta-
tion to school in terms of their academic coping,
engagement, self-regulation, and perceived control.
Relationships with friends are generally unrelated
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to these outcomes, suggesting the different functional
significance of students’ relationships during early
adolescence. In addition, adolescents who strongly
identify with parents and teachers show more pos-
itive school adjustment and motivation, whereas
emulation of friends is negatively related to these
variables. (Lynch & Cicchetti, 1997, pp. 83-84)

Therefore connectedness to friends has both posi-
tive and negative effects on adolescent development and
behavior. On one hand, any connectedness to friends is
better than no connectedness at all in terms of promoting
social development, avoiding experiences of alienation,
and preventing aggression (Collins, 2002; Nakkula & Sel-
man, 1991). On the other hand, when connectedness to
friends is high, but connectedness to school or family
low, this imbalance increases youths’ risk for engaging in
risk taking and misbehavior (Jessor, 1993).

More recently, Dishion, R. Jessor, and others (ie.,
Dishion, McCord, & Poulin, 1999; Jessor, 1992; Paiter-
son, Dishion, & Yoerger, 2000) have found that spending
unsupervised time in one’s neighborhood, with friends,
or in other youth-governed contexts increases the risk
that a youth will engage in unconventional behaviors.
Taken to the extreme, unconventional connectedness can
lead 10 activities that are unlawful and potentially damag-
ing 1o self and others (Jessor & Jessor, 1977). Behaviors,
such as stealing, drinking, delinquency, and violence, are
most common when strong connectedness to friends is
not balanced by equally strong connectedness to school
or to family (Hirschi, 1969; Olin, 2001). In this way, con-
ventional connectedness serves as a control against non-
normative, antisocial, illicit, and aggressive behaviors
(Hirschi).

School Counselors Should Avoid
Grouping Highly Unconventional Youth

The conventionality phenomenon presents an important
consideration for school counselors when choosing mem-
bers for group counseling. Although formally screen-
ing youth in order to identify appropriate candidates for
school counseling groups or other interventions has not
been a standard practice in school counseling (Ripley &
Goodnough, 2001; Sullivan & Wright, 2002), there is per-
suasive research suggesting that it should be. For example,
Dishion et al. (1999) presented surprising findings from a
30-year study of comprehensive services provided to
youth at risk for delinquency. Analyses revealed that
the long-term impact of aggregating at-risk youth within
groups (e.g., in a counseling group) was to increase delin-
quency, regardless of the efforts of the counselors. Given
this, it is wise to selectively include within group coun-

seling both those youth at risk for specific problems and
those not at risk. In terms of the connectedness frame-
work, this means school counselors should include youth
with high and youth with low levels of unconventional
connectedness as opposed to targeting and aggregating
only unconventionally connected youth within the group
counseling setting.

The Promise and Perils of
Connectedness Compensation

There appears to be an interaction between forms of con-
ventional and unconventional connectedness, such that
when connectedness is not achieved in one context it is
overemphasized in others (Ainsworth, 1989). Baumeister
and Leary (1995) argued that because the need to belong
is so pervasive, there is a compensatory function which
allows the absence of belonging in one ecology (e.g.,
family) to be countered by belonging in another (e.g.,
friends). They stated,

Relationships should substitute for each other, to
some extent, as would be indicated by effective
replacement of lost relationships partners and by
a capacity for social relatedness in one sphere to
overcome potential ill effects of social deprivation
in another. (p. 500)

Although the absence of conventional connectedness with
one parent can be compensated by connectedness with
the other, unconventional connectedness cannot take the
place of absent parental connectedness (van Aken & Asen-
dorpf, 1997). The intervention opportunity presented by this
compensatory function is the possibility for conventional
experiences and relationships, such as in after-school pro-
grams or through natural mentoring by teachers (DuBois
& Silverthorn, 2003), to compensate for prior deprivations
of conventional connectedness that resulted from poor
parental bonding, peer rejection, or school failure and
underachievement.

The Ecology of Connectedness
Widens and Becomes More
Unconventional During Adolescence

R. Jessor and S. L. Jessor (1977) found that, as the ado-
lescent’s ecology widens, so too do the opportunities to
engage both in unconventional behaviors that are encour-
aged by peers (e.g., risk-taking behaviors) and in contexts
not governed by parents (e.g., the neighborhood). This
is partly because of normative declines in conventional
behaviors (e.g., reading, working at school, and spending
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Table 39.1 Connectedness Report: District Profile of Average Level of Connectedness by Sex, Grade, & Related
Developmental Asset.

Connectedness Related Conn. for kids Average Level Mean Level of Connectedness in Each Grade
Domain Developmental with/out asset by Sex
Asset
School Asset Number Doesnot Doeshave Girls Boys 6th 7th 8th 9th 10th 11th 12th o (#)
Connectedness: have asset
Future-oriented,
Conventional
School: Involvement 24. Bonding to 3.2 3.7 (72%) 35 32 38 35 35 35 33 34 33 .84(6)
in and positive School (5)
feelings toward
school
Teachers: Caring  14. Adult Role 3.5 3.7 (83%) 37 35 38 36 36 35 35 35 36 .83(5
for; wanting Models
respect; working to
gain trust
Reading: Reading 25. Reading for 25 3.4 (88%) 2.8 25 33 29 30 28 28 29 3.0 .92(4)
regularly, Pleasure
independently, and
for fun
Peers: Can work 15. Positive Peer 3.0 3.4 (68%) 3.3 3.1 31 32 33 32 32 32 33 .74(6)
cooperatively with Influence
and likes one’s own
peers
Cuilturally different  34. Cultural 3.2 4.3 (85%}) 3.9 36 40 36 36 36 39 37 39 .91(3
peers: Interest in Competence

being around them

Self-Perception: Asset number Don’thave Doeshave @Girls Boys 6th 7th 8th 9th 10th 11th 12th o« (#)
Temporal

Self-in-the Future:  37. Personal 3.6 4.2 (62%) 39 38 40 40 38 37 37 37 40 .79(5
Actively working Power (& 40)
toward hopeful
future
Self-in-the-present: 38. Self-Esteem 3.2 3.7 (71%) 34 34 35 35 35 33 33 33 34 .78(5)
Feels esteemed, (17)
unique, likeable
Social Asset number Don’thave Doeshave Girls Boys 6th 7th 8th 9th 10th 11th 12th o (#)
Connectedness:
Present Oriented,
Unconventional
Friends: Trusts, 33. “Social” 3.4 3.7 (72%) 3.7 3.4 37 37 37 33 34 35 36 .85(6)
spends time with, & Competence
tatks openly w/
friends
Neighborhood: 20. (—)} Time at 35 32(-63%) 3.3 34 37 34 33 32 32 31 32 .80(6)
Activity in and Home (10
sense of safety & Safe)
belonging
Romantic partner:  31. Restraint 35 2.7 (67%) 3.3 2.9 32 32 30 28 29 33 32 9514
Has, relies on,
values
boyfriend/girlfriend

{Continued)
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Table 39.1 Continued

Connectedness Developmental Conn. for kids
Domain Asset with/out asset
Family Asset number Don’'t have Does have
Connectedness:
Present-oriented,
Conventional
Parents: Spends 1. Family Support 3.3 4.0 (77%)
time with, wants
trust, cares for
Mother: Feels close 2. Positive Family 3.6 4.2 (77%)
to, cares for, & Communication
communicates well
with
Father: Feels close 2. Positive Family 3.3 4.1 (76%)
to, cares for, & Communicatioin
communicates well
with
Siblings: Frequent, 1. Family Support 2.8 3.3 (70%)

enjoyable contact
with siblings

Average Level Mean Level of Connectedness in Each Grade

by Sex
Girls Boys 6th 7th 8th 9th 10th 11th 12th o (#)
37 36 39 36 37 37 34 36 36 .83(6)
3.9 38 43 40 37 38 39 37 38 .83(4)
3.9 38 39 40 38 35 35 34 37 864
3.5 30 32 30 30 32 30 29 29 .89(5

Notes: a = scale reliability (<.70 fair; .70 —.79 good; >.80 very good)
Scale Anchors: 1 = Not at all true; No 2 = Not really true; 3 = Sort of true; 4 = True; 5 = Very true
Low connectedness includes anchors 1-3 (Mean < 3.5) and High connectedness includes anchors 4-5 (Mean > 3.5)

Copyright® 2007 by Michael J. Karcher.

time with family) relative to the increased opportunities to
spend time with friends.

In several studies, both with adolescent samples from
the United States and Asia, it appears that conventional
connectedness declines during adolescence while uncon-
ventional connectedness increases (Karcher, 2001; Karcher
& Lee, 2002). These differences in mean levels of connect-
edness across the adolescent social ecology over time are
illustrated in Table 39.1. This table is based on data from
342 students from a Midwestern town who completed both
the Hemingway measure and the SEARCH Developmen-
tal Assets survey. Students in grades 6 through 12 were
equally represented. The majority were Caucasian (n =
263) and 185 were female. For the present purpose, notice
mean changes among students in connectedness to school
between 6th, 9th, and 12th grades, which go from 3.8 10
35 to 3.3 during that time period (with 5 being very con-
nected and 1 being very disconnected). Similarly, changes
in connectedness to parents are 3.9 to 3.7 to 3.6 during this
time. This is expectable as increased freedom and mobility
invite increased time spent with friends, peers, and roman-
tic partners during adolescence. It also suggests that an
imbalance between conventional and unconventional con-
nectedness is normal in adolescence.

Girls Usually Report Higher Levels
of Connectedness Than Boys Do

Gender differences have received perhaps the most atten-
tion within the research on connectedness even though
many of the studies of connectedness actually measured
belonging. Statistical tests of the hypothesis that girls report
greater relatedness and belonging than boys has been the
focus of much research (e.g., Lang-Takac & Osterweil, 1992),
but empirical studies “connectedness” that used measures
of belonging and relatedness (rather than connectedness)
have failed to consistently reveal clear gender differences
(Hagerty ct al.,, 1993; Harter, Waters, Pettit, Kofkin, & Jor-
dan, 1997, Jacobson & Rowe, 1999; Lee, Keough, & Sea-
gal, 1999; Lee & Robbins, 1995). In most studies using the
connectedness measure described in the following sec-
tion, girls scored higher on all of the scales of connected-
ness except on the Connectedness to Neighborhood and
Self-in-the-Present scales (Karcher, 2001, 2001a; Karcher &
Finn, 2005; Karcher & Lee, 2002;). Consistent with these
findings, Table 39.1 reveals the girls, in this Midwestern
sample of 342 middle and high school students, reported
greater connectedness than boys did. This may be inter-
preted to mean that while experiences of belonging and
relatedness may not differ between adolescent boys and
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girls, the response to these feelings—that is, their efforts to
connect with others—appears to be stronger for girls than
boys. These differences, however, may be detected only
with a measure of adolescents’ engagement (i.e., of con-
nectedness) rather than of belongingness or relatedness.

A Description of The Hemingway:
Measure of Adolescent Connectedness

The Hemingway: Measure of Adolescent Connectedness
is a self-report instrument that includes scales that assess
engagement through caring for and involvement in close
relationships and important contexts. The Hemingway con-
sists of 78 items that are averaged to create scales for 15
ecological worlds and 4 composite scales. The 15 scales fall
into 3 dimensions of connectedness: self, others, and soci-
ety. Connectedness to self includes 2 scales: (1) positive feel-
ings about the self in the present (e.g., self-esteem; DuBois
et al., 1996; Harter, 1999) and (2) sense of one’s self in the
future (Nakkula & Selman, 1991). Connectedness to others
includes 5 scales: connectedness to (3) parents, (4) friends,
(5) teachers, (6) siblings, and (7) peers. Because the scales
measuring connectedness to religion, race, and romance
are sometimes problematic for school administrators, both
short and long versions were created. Connectedness to
others scales which are included only in the longer version
are connectedness to one’s (8 mother, (9 father, (10) a
romantic partner, and (11) culturally different peers. Con-
nectedness to society includes scales measuring connected-
ness to (12) school, (13) neighborhood, and (14) reading.
Included in only the longer version is the (15) connected-
ness to religion scale. The 4 composite scales reflect the
mean of all scale items in each of 4 domains: family (par-
ents and sibling items), friends (friends and neighborhood
items), school (school and teacher items), and self (present
and future self items).

The psychometric properties of the scales across sev-
eral samples as well as findings from multiple validity stud-
ies can be found in the manual and validity study (Karcher,
2001, 2003), which is available upon request from Karcher
(first authop). In addition, in the last column in Table 39.1,
reliability estimates for the sample used for the analyses
discussed previously are reported.

Scoring. Responses to each of the items are made
using a 5-point, Likert-type response scale which includes
(D) not true at all, (2) not really true, (3) sort of true, 4)
true, and (5) very true. There is at least one reverse-scored
item in each scale (identified in bold in Table 39.2). The
items within each of the 15 scales are averaged (once the
reverse worded items are reverse-scored) to get separate
scale score means,

Table 39.2 ltems for Several Scales of the Hemingway Measure
of Adolescent Connectedness

Scale ltems—Reverse score items 2, 7, 13, 18, 26, 30, 34, 45,
51, 55, 64, 70, 71

Neighborhood (6 items)
(1) | like hanging out around where | live (like my neighborhood).
(11) 1 spend a lot of time with kids around where | live.
(21) | get along with the kids in my neighborhood.
(31) | often spend time playing or doing things in my
neighborhood.
(41) | hang out a lot with kids in my neighborhood.
(51) My neighborhood is boring.

Friends (6 items)

(2) Spending time with friends is not so important to me.
(12) | have friends I'm really close to and trust completely.
(22) Spending time with my friends is a big part of my life.
(32) My friends and | talk openly with each other about

personal things.
{42) | spend as much time as | can with my friends.
(52) My friends and | spend a lot of time talking about things.

Self-in-the-present (6 items)
(3) | can name 5 things that others like about me.
(13) There is not much that is unique or special about me.
{23) | can name 3 things that other kids like about me.
(33) | really like who | am.
(43) | have special hobbies, skills, or talents.
(53) | have unique interests or skills that make me interesting.

Parents (6 items)
(4) My family has fun together.
(14) it is important that my parents trust me.
(24) | enjoy spending time with my parents.
(34) My parents and | disagree about many things.
(44) My parents and | get along well,
(54) | care about my parents very much.

Siblings (5 items)
(5) I have a lot of fun with my brother(s) or sister(s).
(15) | feel close to my brother(s) or sister(s).
(25) | enjoy spending time with my brothers/sisters.
{35) | try to spend time with my brothers/sisters when I can.
(45) | try to avoid being around my brother/sister(s).

School (6 items)
{6) | work hard at school.
(16) | enjoy being at school.
(26) | get bored in school a lot.
(36) | do well in school.
{46) | feel good about myself when | am at school.
(56) Doing well in school is important to me.

(Continued)
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Table 39.2 Continued

Peers (6 items)
(7) My classmates often bother me.
(17) | like pretty much all of the other kids in my grade.
(27) | like working with my classmates.
(37) | get along well with the other students in my classes.
(47) | am liked by my classmates.
(57) | rarely fight or argue with the other kids at school.

Teachers (6 items)
(8) | care what my teachers think of me.
(18) 1 do not get along with some of my teachers.
(28) | want to be respected by my teachers.
(38) 1 try to get along with my teachers.
(48) | always try hard to earn my teachers' trust.
(50) I usually like my teachers.

Seif-in-the-Future (5 items)
(9) | will have a good future.
(19) Doing well in school will help me in the future.
(29) | do things outside of school to prepare for my future.
(39) | do lots of things to prepare for my future.
{49) | think about my future often.

Reading (4 items)
(10} I enjoy spending time by myself reading.
{20} | like to read.
(30) | never read books in my free time.
(40) | often read when | have free time.

Kids from other cultures (3 items)
(60) I like getting to know kids from other cultural or racial groups.
(65) | would like to know more people from different cultural
groups.
(69) | like getting to know people who are culturally different
from me.

Copyright® 2007 by Nichael J. Karcher,

The Hemingway is one of few self-report measures of
adolescent connectedness that has undergone considerable
empirical scrutiny and generated considerable validity evi-
dence (Karcher, 2001). The measure was developed through
a series of exploratory and confirmatory factor analyses,
which revealed the same family, friend, and school higher
order factors (underlying scale groupings) across several
U.S. samples. These three factors, which were used to cre-
ate Figure 39.2, may be described as the Social Connected-
ness (i.e., to friends), Academic Connectedness, and Family
Connectedness composite scales. These composite scales
reflect the three corners of the Y-framed triangle in the
Connectedness Diagram (Figure 39.2). The unconventional
connectedness factor includes connectedness to friends, the
neighborhood, a self-in-the-present, and romantic partner
scales. The academic connectedness factor includes con-

nectedness to school, teachers, peers, culturally different
peers, reading, and self-in-the-future scales. The family
connectedness factor includes the connectedness to par-
ents, siblings, mother, father, and religion scales.

The scales in each of these three factors also can be
characterized in terms of the dimensions or continuum
described earlier: temporality, conventionality, and rela-
tional orientation (collectivist/individualist; family/nonfam-
ily). The items in each of the scales reflect the two primary
means of connection—through activity or involvement and
through caring (e.g,, “I work hard at school” and “I enjoy
being at school”). These scales also reflect a time orien-
tation. The family and social composite connectedness
scales are generally present oriented, and the academic
connectedness scale is typically future oriented. Scales
measure either conventional, adult-mediated behaviors
and attitudes that are vertical (adult-driven) and future-ori-
ented or unconventional behaviors and attitudes that are
horizontal (peer-driven) and questioning and which reflect
youth-directed behaviors and youth-specific attitudes in
the present. Finally, the collectivistic and family-oriented
scales emphasize larger groups and social hierarchy, and
conversely, the individualistic, nonfamily, and future-ori-
ented scales reflect individual (self-directed) connections
and achievement. These continua are presented as two-
way arrows in Figure 39.2.

The Value of Connectedness
in Predicting Assets

We believe the Hemingway connectedness measure can
facilitate the use of the Developmental Assets framework
and survey by providing an interim or proxy measure of
assets. Here we provide just three examples of this. First,
in Figure 39.2, the two concentric squares (dotted and thin
lines) reflect the mean scale scores for two groups of youth
from a Midwestern sample of 224 middle and high school
aged youth. A sample of youth who completed both the
SEARCH Institutes A/B Assets Survey and The Hemingway:
Measure of Adolescent Connectedness sample was divided
into three groups: low, medium, and high internal assets.
The inside line reflects the mean for youth reporting low
(fewest) internal assets, and the second line reflects the
mean scale score for those youth reporting many high (the
most) developmental assets. These lines provide one gauge
of whether a given youth or group’s scale score should be
considered low or high (keeping in mind that girls tend
to report .15 to .30 higher mean scores than boys on most
scales; see Table 39.1).

Second, we can compare scores on specific connect-
edness scales with the presence/absence of related devel-
opmental assets. One important asset is the “Adult Role
Models” asset. Using data from the same Midwestern sam-
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ple described earlier, we could reliably predict (with 83%
accuracy using logistic regression) the presence or absence
of this asset from the youth’s mean scale score on the con-
nectedness to teachers scale (see second row in Table 39.1).
Table 39.1 illustrates the prediction accuracy of scveral key
Developmental Assets from related connectedness scales.
The first two columns of numbers indicate the mean on
each connectedness scale for youth who did or who did
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not have the related asset. In parentheses is the degree of
predictive accuracy. For example, connectedness to read-
ing scores predicted the presence or absence of the asset
“Reading for Pleasure” with 88% accuracy. The connected-
ness to religion scale (not shown) predicted having the
Religious Community asset with 84% accuracy. In short,
several of the connectedness scales can serve as reliable
proxy measures of specific assets.

Sex

Figure 39.4 Two charts of connectedness to teach
i ers across adolescence by assets and sex. Copy
right® 2007 by Michael J. Karcher.
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For a given school district, the relationship between
Developmental Assets and connectedness may be linked
in order to identify targets for interventions or guidance
program goals. For example, in Figure 39.4, the means for
connectedness to teachers at each grade were plotted for
those who did and did not report having the asset “Com-
munity Values Youth,” which assesses whether students
perceive that adults in their community value youth. Across
all grades, youth whose means on the connectedness to
teachers scale was low (e.g., between 3.4 and 3.3) did not
feel their community valued youth. How much improve-
ment in connectedness to teachers would indicate that stu-
dents in general did feel youth were valued by adults in the
community? Well, this depends on the grade, because the
mean level of connectedness to teachers among youth who
had the “Community Values Youth™ asset ranged from 3.7
in 10th grade to 4.3 in 11th grade. However, a good range
to set as a goal to measure the success of an intervention
to increase this asset among students might be to have the
majority of youth score between 3.8 and 4.2, depending on
the grade. A school district could begin a campaign to pro-
mote feeling valued by starting with teacher relationships
in the school but extending efforts beyond the school as
well, and measure changes in connectedness to teachers
cvery semester until that goal is achieved.

Charting Developmental Trends for Boys and
Girls Across Grades to Identify Program Goals

Another way to use research (0 link the Developmental
Assets and connectedness scales in a manner that can help
school counselors plan guidance activities and program
objectives is to plot connectedness scales for boys and girls
across grades. In the second chart in Figure 39.4, we see that
girls report greater connectedness to teachers, but similar
to boys, the girls show declines in connectedness to teach-
ers from middle school to high school. By 11th grade. both
boys and girls (those who have not dropped out, of course)
are beginning to report more connectedness to teachers.
The gap between the sexes is largest in 6th and 9th grades
in this school district, which is a time of transition from
one school level to another. Boys, it appears, are in particu-
lar need of connectedness to teachers at these times. For
both sexes, the key times to target teacher connectedness
(e.g., as a way to increase the “Community Values Youth”
asset) appear to be during the 7th, 8th, and 9th grades. Such
efforts could ward off declines in the assets as well.

Practice

A comprehensive school guidance and counseling pro-
gram provides an organizational framework with a specific

configuration of planned, sequenced, and coordinated
guidance and counseling activities and services based on
student, school, and community needs and resources (Gys-
bers & Henderson, 2006). As previously stated, many school
counselors are stretched for time and must serve the needs
of parents, teachers, administrators, and students. How-
ever, through involving teachers, parents, and administra-
tors as well as the students in a comprehensive guidance
and counseling program, greater clarity about the guid-
ance program goals and the role of the counselor can be
achieved. Our experience suggests that school counselors
are less likely to be pulled in 100 different directions when
they (a) base goals and related services on assessed needs
of students and other stakeholders, (b) make the content
and focus of their guidance program known to teachers,
parents, and administration, (&) make clear to students and
stakeholders how the four key components of their guidance
programs (system support, guidance curriculum, individual
student planning, and responsive services) are linked, and ()
demonstrate the cffectiveness of these programmatic efforts.

The Developmental Assets framework (presented by
the SEARCH Institute) is one approach chosen by many
school districts with which to organize their comprehen-
sive guidance model. The Northside Independent School
District in San Antonio is an example of a large school
district (the sixth largest in Texas) that has oriented its
programming around the Developmental Assets frame-
work. This district was the testing ground for Gysbers
and Henderson's (2006) developmental guidance model
(which informed and mirrored the ASCA, 2003, model). We
also know this district well. It is where two of the authors
worked, one as a licensed professional counselor and the
other as the director of guidance, and from this district,
the third author received his high school diploma. North-
side, already a nationally recognized program, enhanced
its model by using the Developmental Assets framework
and by developing materials and guidance activities based
on this approach. The Developmental Assets framework
has been used district-wide to facilitate guidance program
staff development efforts with counselors, teachers, admin-
istrators, and staff. The model informs such activities as
campus mentoring, parent programs, policies, the content
of the guidance program curriculum, intervention ser-
vices, and the district’s federal Safe and Drug Free Schools
programming,.

The Assets framework has provided a useful model
for many of Northside’s programs but has not provided
an accessible tool for assessing the needs that individual
students bring to the classroom. Formal and informal asset
surveys have been used to assess the presence of assets
among the student body at Northside at the district level.
The results have provided a collective profile of students
but no data representing the individual student’s assets.
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This is because the Developmental Assets survey cannot
be conducted frequently enough to gauge change resulting
from guidance, individual planning, and responsive ser-
vices for subgroups of students over a short period, and it
is not currently used for individuals, only for groups (e.g.,
districts).

For these reasons, The Hemingway: Measure of Ado-
lescent Connectedness (Karcher, 2001) can be utilized as a
complementary tool in order to also assess indiviclual stu-
dent needs regarding their connectedness to friends, school,
and family, and by extension provide a proxy measure of
Developmental Assets for individual students. This allows
counselors and others to better plan and provide needed
services for individual students. Combining the specificity
of information provided by the connectedness measure with
the collaborative and positive effects on school climate that
a program oriented around the 40 Developmental Assets
framework can engender, school counselors can be better
poised to enhance student success across the four delivery
components of a comprehensive guidance program with
this integrated approach. In the sections that follow, we
provide examples of how the connectedness measure and
its accompanying constructs can be used to facilitate an
asset-promoting comprehensive program of school guid-
ance in a school district.

System Support: Teaching Teachers About
Connectedness and Developmental Assets

The work that school counselors do with teachers can indi-
rectly help students form connections to the school and
foster developmental assets. By providing in-service train-
ing to staff, in accordance with the systems support com-
ponent of the comprehensive guidance program model
(ASCA, 2003), counselors can provide leadership and advo-
cacy in promoting systemic change on behalf of students.
Providing in-service training using the Developmental
Assets framework to teachers and other staff members is
a useful way of helping them promote students’ healthy
development and protect youth from negative and harmful
behaviors (Benson et al., 1993). The 40 Assets also reveal
types of youth-oriented attitudes and activities that pro-
mote or discourage students’ conventional connectedness
to the school.

As one example of promoting students’ connected-
ness to school, counselors can work with teachers through
staff development sessions to teach them how to utilize the
connectedness constructs and assessment. Some teachers
might want to use the connectedness measure to identify
needs among their students. Either during staff develop-
ment or with smaller groups of interested teachers, school
counselors can illustrate for teachers the uses and inter-
pretation of the measure. These teachers can be taught

how to use the data to address and promote those assets
that are absent in the students’ lives. For example, if a stu-
dent’s connectedness profile suggests a marked degree of
unconventional connections to peers, teachers and others
can collaborate to build more conventional connections to
peers through individual peer mentoring or collaborative
learning projects. Teachers might also encourage youth
who are disconnected from school to participate in school
organizations related to the students’ expressed interests.
Through such system support activities, school coun-
selors also can indirectly help facilitate experiences of
belonging and relatedness in classrooms, hallways, and
other areas of the school that may result in increased stu-
dent connectedness. Through small and large group staff
development presentations on the Developmental Assets
and the connectedness research mentioned previously,
school counselors may promote a fuller utilization of com-
prehensive guidance activities by teachers and students.

School Guidance Curriculum:
“The Connections [ Make”

Classroom guidance provides counselors an opportunity
to become familiar with the student climate as well as to
screen students for appropriateness for other services (e.g.,
individual and group counseling, mentoring, tutoring, or
after-school programs). School counseclors may find the
connectedness scales particularly useful in guidance les-
sons because they provide a framework for introducing
students to the four domains of adolescent connectedness
(viz., friends, school, family, and self).

Cobia and Henderson (2003) advised that all well-
designed guidance lessons have a clear purpose, age-appro-
priate activities, coordinated and sequential lessons, and a
summary or evaluative wrap-up. Each guidance lesson is
designed to reach all students by delivering concepts that
build on those learned in previous guidance lessons. Even
though introducing the four domains of adolescent con-
nectedness to students through classroom guidance must
be delivered in an age-appropriate manner, it also can be
done in ways that are fun, interactive, and memorable.

One example of a guidance lesson that can create an
interactive and playful way to introduce the connectedness
domains is entitled “The Connections [ Make.” This les-
son asks students to place themselves on one or the other
end of connectedness continua depicted in Figure 39.2.
The goal of this guidance lesson is for students to betier
understand how much importance they place in different
forms of connectedness by weighing the pros and cons of
conventional and unconventional connectedness. This is
achieved through two different activities. The first activity
is interactive and interpersonal, and the second is reflec-
tive and more personal. Before beginning the activity, stu-
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dents are asked to complete the connectedness measure.
Students should be told their answers will be kept con-
fidential but that the counselor might talk with students
afterwards about their own responses. To foster buy-in,
the students should clearly understand that this measure
provides the basis for the content conveyed in that day’s
and perhaps in subsequent guidance lessons.

After the students complete the connectedness mea-
sure, it is set aside, unscored, and students are asked to
participate in the first activity. This activity requires them to
identify their connectedness statuses by indicating which
of two ends of each connectedness continuum shown in
Figure 39.2 they more commonly engage in. To indicate
their preference, students are asked 10 move from one side
of the room to the other, providing a visual representation of
each end of the continuum. The goal is for each student to
identify the types of connections he or she is most inclined
toward for each of the dimensions listed in Figure 39.2.

In the second part of the lesson, the school counselor
guides the students through a student-centered discussion
by encouraging the class to discuss the pros and cons of
each type of connectedness. These dimensions should be
discussed in an age-appropriate manner, such that dis-
cussing the terms conventional and unconventional con-
nectedness may only be appropriate with older youth,
Instead, the basic terms—youth versus adult focused—
can be defined and written on either an overhead screen
or chalkboard. Once defined, the counselor sets the stage
for discussion by providing some of the research find-
ings presented in the research section of this chapter. For
example, if the youth are familiar with the Developmen-
tal Assets framework, this language can be incorporated
into the discussion by linking assets to types of connect-
edness. The pros and cons of high connectedness in each
world should be presented by the counselor for middle
school students, while for high school students, these
can be solicited from the students themselves. During the
summary portion of the guidance lesson, the counselor
asks students for feedback regarding lessons they learned
in order to make sure their understanding is accurate and
so that no one feels criticized or labeled. The goals of this
activity are to help students identify variations in their
connectedness and to more fully understand the benefits
and risks posed by each kind of connection as well as
to help school counselors identify the needed direction
of future guidance lessons or individual planning ses-
sions. Similarly, the counselor’s next step toward integrat-
ing connectedness-promoting activities into the guidance
program can be to take the students’ connectedness mea-
sures, score them, and use the data to identify individuals
who could be appropriate for individual planning meet-
ings or specific responsive services.

Individual Planning: Assisting
Present-Oriented Students

Having completed this guidance activity, the school coun-
selor now has accessed valuable data through the collection
and scoring of the completed connectedness measures and
through information gathered from the guidance activity
discussions. The individual student-planning component of
the comprehensive guidance program provides the coun-
selor with a vehicle for assisting all students in developing,
monitoring, and assessing educational, occupational, and
personal goals (ASCA, 2003). However, the connectedness
data gleaned from the classroom guidance activity can be
used to identify and assist students whose connectedness
profile suggests a high degree of unconventional connect-
edness or a greater orientation to the present than to the
future. Using this information, the school counselor might
invite such students to participate in individual planning
meetings. In doing so, the school counselor could then
work with targeted students individually or in groups in
order to establish future-oriented goals related to specific
careers. A sample activity may include an individual plan-
ning session where the student and counselor investigate
the student’s areas of interest and strengths with the assis-
tance of a computer-based interest inventory. This can help
the student begin to connect present performance in the
classroom and potential participation in related clubs and
community activities to future interests and aspirations,

Responsive Services: Incorporating
Unconventionally Oriented Youth
More Fully Into School

Finally, working in the component of responsive services,
school counselors can use the measure of adolescent con-
nectedness as a tool for screening students for appropriate
counseling groups. Keeping in mind that there are two
main types of connectedness—conventional and uncon-
ventional—the counselor’s goal in group selection should
be to identify youth whose interpersonal needs, problems,
and skills could complement those of other students in the
group. Doing so can help to avoid the problem described
by Dishion et al. (1999), wherein well meaning interven-
tions actually become contexts for deviancy training.
Once the students have been identified for a group,
connectedness may be used to provide the underlying
theme for the group’s work or to help link the youths’ con-
nectedness to specific developmental assets. For example,
the school counselor might encourage discussions cen-
tered on the importance of establishing a balance between
conventional and unconventional connectedness. The con-
nectedness terms also may provide a shared language for
the group, allowing a variety of individual problems (e.g.,
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dealing with divorce, problems with peers, risk-taking
behaviors) to be discussed indirectly and more inclusively
by referring to the role of connectedness within each of
these individual issues.

Another way to introduce the issue of connectedness
would be for the school counselor to start the group by
asking group members to determine with which one of the
three shapes in Figure 39.3 they most identify. The school
counselor can then facilitate a discussion regarding the
group members’ experiences of connection and discon-
nection and regarding how these experiences have led the
students to take on the “shape” they identified. One goal
the counselor may pursue is helping the group members
encourage one another to seek out connectedness where
it may previously have been lacking in the youth's life. The
counselor might encourage group members both to create
an action-oriented connectedness plan that facilitates their
own connectedness and to support fellow group members’
creation and the achievement of their own plans.

Counselors also should move beyond promoting feel-
ings of belongingness and relatedness in the counseling
group to helping students find ways to establish desired
connections outside the group. For example, a group mem-
ber may lack connectedness to school and decide he or she
would like to become more involved at school. This group
member’s action-oriented connectedness plan may include
joining a school club, sport, or after-school program. The
school counselor could assist this student by helping the
student identify and achieve concrete steps toward becom-
ing more connected to school. For example, the counselor
may assist the student by setting up the initial appointment
for the student to meet with the club sponsor or coach.

Afterword: The Naming of “The Hemingway”

In 1994, Brad Powell and Father Patrick Gahan, at Saint Ste-
phen’s Episcopal School in Austin, Texas, asked the mea-
sure’s creator, Michael Karcher, to develop an instrument
that could help them assess student changes resulting from
their cross-age peer mentoring program. The main concept
of connectedness was derived from a paper by Michael
Nakkula and Robert Selman (1991), both of whom were
Karcher’s academic mentors at Harvard. Nakkula’s notion
of youth development suggests that programs should serve
to promote youth’s “interpretation of his or her connect-
edness to the world over time” (p. 186). This suggestion
served as the basis of The Hemingway and guided the
development of adolescent connectedness theory (Karcher,
200D).

The name, Hemingway, also has its origin in the biogra-
phy of Michael Nakkula. The first son of a blue-collar family
in the Upper Peninsula of Michigan, Michael Nakkula was
the first individual in his family to attend college. Nakkula’s

subsequent attainment of a professorship at Harvard led
Karcher to ask him how he understood his extraordinary
academic achievements. Nakkula explained his connect-
edness to academe through a story involving one of his
high school teachers, who, after reading a paper Nakkula
wrote for a class assignment, told Nakkula that he wrote
like Hemingway. The interpretation Nakkula made about
his connectedness to school and the future (that he had
special writing gifts) helped him achieve his potential in the
world of postsecondary education and ultimately as a pub-
lished author. In honor of that high school teacher’s impact,
this measure of adolescent connectedness was named The
Hemingway.
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