Table of Contents

F Y o111 =T SO SO PTRTPTPI ii
F el gL (=T [ [T 0 g =Y o] £ SRR iii
TSy o T = SRR Xi
TS o) =T o] (= T OO OO U PP PP OUPP PRI 12
(070 F=T o] Yt IR [ 1 o To (U1 i o T o ORIt 13
R P I T Y o] ] {0 - T o S 14
1.1.1. COMMUNILY PSYCNOIOY ...coeinieiiieiiiiiie ettt et e e e e e st e e et e e e e sbe e e e esnsteeeeenteeeeennteeeeenneas 15

1.2. Changing Bodies, Changing Minds, Changing Worlds—Themes of Development .............cccccciiiiieenns 16
1.2.1. BiologiCal dEVEIOPIMENT ... it e s e s bt e e nneas 17
1.2.2. Cognitive dEVEIOPMENT ..ottt e e s e e s et e e e e sbe e e e e snseeeeansteeeeennteeeeenneas 18
1.2.3. SOCIal ABVEIOPMENT ... ... et e e e e e e et e e e e e e e e e s ab e s eeeeaeesastaaaeeeaeeeeannnraaneeas 19

1.3. Media: A Bad INfIUBNCET ...ttt e e e ettt e e e e bt e e sabe e e e e ambeeeeeanbeeeeeaaes 23
L N = 1V =T 1 OO PPPPPPPRN 24
g O 101 (T = ox 1)/ R URR SRR 25

1.5. The Contemporary History of the Current "New Media" Context .........ccccoovviiiiiiiiiiiei e 25
S TR R I 4TS 0 T T S PP PRT 26
1.5.2. The World Wide Web and WED 1.0 .........uiiiiiie et 26
TR T Y/ o] o 11 o1 o] g =Y SRRSO 28
ST R 0] a1V T (o1 o (o S PP PPP 28
(SRS T A=Y o 2 OSSR 29
1.5.6. Rapid technology diffUSION .............eoiiiiiiiiie e e e e e e e e e e e e e e e saaraaeeeas 30
1.5.7. A DEATOOM CUIUIE ....eiieiie ettt e et e e ettt e e e e bt et e e en e e s ennbe e e e enbe e e e enreas 30

1.6. A New Developmental SEHNG ........c..uiii ittt e e e eeeeeaae 31
1.7. Opportunities and Benefits of the New ICT Developmental Setting............ccoovviiiiiiiiiiiiiiciieeee e, 32
1.7.1. Identity and SOCIal CONNECLION .........oiiiiiiiiiei e e e e et e e e 32
1.7.2. Participation and CIVIC @NgagEMENT..........oiiiiiiii e 33
LA 1 == (1771 2 SRRSO 33
1.7.4. Education, learning, and cognitive SKillS................cooiiiiiiiiiiii e 34
ARSI 101001 0= 1V PP PRP 35

1.8. Challenges of the New ICT Developmental SEtHNG ........cc.eeiiiiiiiiiiiiiee e 35
R T B @1 o T 11 1= a o 1 o £ <SS PPRRPP 36



1.8.2. Accessing contexts Of ChallENGE .........ouuiiiiiiii e 37

IS T B Y o T=Yo 3o ) el = 1T g o SR 38
1.8.4. EXIStENCE Of ChAllENQE.....eeiiiii it e e e e e e e e e e e e e e st e aeeeeaeeeesnanraaeeeas 39
1.8.5. Age and gender ffECES ... e 40
1.9. AIMs Of the RESEAICH PrOJEC ... .o ittt e e 41
1.10. Summary and TheSIS OULINE ..........uiiiiiiiie ettt e e e st e e e e ssteeeesanteeesanraeeeeanreeaeeanes 42
1.10.1. Methodological apPrOACKH ... et e e e 43
1.10.2. Chapter 2: ACVItY iN CONTEXE ... .eiiie e 43
1.10.3. Chapter 3: Challenge and Management ...........cccuuiiiiiiiiieeiiie e e e e e e e e s e nree e neeas 43
1.10.4. Chapter 4: Quantitative MethodolOogy ............eoiiiiiiiiiie e 43
1.10.5. Chapter 5: QUaNtItative reSUIS ........oo i e e 44
1.10.6. Chapter 6: DISCUSSION ......ccoiiiiiiiiiiiie et e ettt e e e e e et e e e e e e e e e bbb e e e eeeeeeeseessreeeaeeeeesnnarenneess 44
LIS I O e T Ted U I3 T o I O PSPPSR P P PU PP PPPPTRPRPI 44
Chapter 2. ACtiVIty IN CONTEXL .......eiiiiiiiiie ettt ettt e e ettt e e s bttt e e s st e e e s anbeeeeeanbaeeeeabaeeeeanes 45
2.1, Qualitative MethodOIOGY ..........coiiiiiiiiiiie e e e et e e e bt e e e nbe e e nrees 45
20t Bt T o o 1S3 [ o0 o1 SRR 45
2.1.2. University of Auckland Ethical APProval.............c..eoiiiiiiiiii e 46
2t B S 7 o] o) =SSR 46
2.1.4. Interview SChedule and PrOCESS .......uuuuuuiiiiiiiit e a e e e e e e e aean e e e e e e s nnaan 48
R B N o= T SRRSO 49
2.2. RESUILS QNG DISCUSSION ...ccciitiiiiiiiiiie ettt et e ettt e e e ettt e e e ettt e e e aa bt e e e e amb e e e e e anbbeeeeabeeeeanbeeeeaanbeeeeeneeas 50
2.2.1. Preliminary analytic framEWOIK............cuiiiiiiiiie ettt e et e e e st e e e e s e e e snnaeeesnnneeeas 50
2.2.2. A Framework for understanding the production and management of challenge in cyberspace........... 52
PR 7 o] o 1= SRR SRP 52
2.3.1. Cyberspace iS NOMMEALIVE ........cooiiuiiiiiiiie ettt ettt et e s sbn e e e saneeee s 53

A I V1 11 = ] (g T PR OOR 54
G T T O 1] T O TP PO T PP PPPUPP PP 56
2.3.4. AdUIt SANCHONS @NA FUIES ......oiiiiiiie ettt e e bb et e e sttt e e sbbe e e e snneeee s 58
A TR TS T 1o o =1 oSS 61
o1 1Y/ YU 61
P o I ©7o] o 110 110 0171 1] T SRR 62
2.4.1. Communicating with new people and STrANGErS.........cuuiii i 68
WA =TT (o1 1 oo RSP RP O 70



2.4.3. Popular media CONSUMPLION ..ottt e e e e e e e e et e e e e e e e e s nnnneeeaeeeeaannsneeeeas 72

2.4.4. PUbliShing CONENT ...ttt e e e e e e e e n et e e e e e sannbeee e e e e e e e e annnreeeeeas 74
WA T € 1= 41113 Vo SRRSO 76
P ST I = To |1 T TSR 79
A = =1 o (] T PRSPPI 81

P 3 T 7o) (o[- To] o PSP R PR 81
Chapter 3. Challenge and ManagemeEnt............oouiii it et e e st e e e s aabe e e e s abeeeeesbeeeaean 83
T IR O o =11 1= oo 1= T P PRSPPI 83
3.1.1. GENESIS OF CAIIENGE .....cooiieeeii ettt e et e e s sttt e e e sns e e e e sseeeeasseeeesnnneeeean 83
3.1.2. Adversity and ChallENQE ...........uuiiiiiiiie e e e e e e e e e e e e e e e a e e e e e e e e e aaaraaaeeas 84
I O o= 11 1= o T 1= TSRS 85
32,1 HAr@SSIMENT ..ottt e bt e s bt et e s a et e e e et e s 85
I O3/ o1 T ¢ o 1011 1Y o SRR 85
3.2.3. Cyberbullying and haraSSmENt ...t e e s 89
3.2.4. Meeting with new people and StraNGErS.........cooi i i 95
3.2.5. Unwanted sexual SONCItAtION ............oiiiiiiiiiii e 96
3.2.6. SEXUAI CONTENT ...t s bttt e e e bttt e e s bb e et e s aee e e e e ambe e e e neeeeeaneeeeesnnneeesn 97
3.2.7. [Non-sexual] inappropriate CONTENT. ... ..o e e e e e 100
3.2.8. Copyright iINfrINGEMENT ... e e e e e e et e e e e st e e ennre e e e eneeeeeeneeas 101
3.2.9. COMPULET SECUNTY ISSUBS ....cciiiiieiieee e e ettt e e e e sttt e e e e e e et e et e e e e e ssbabaeeeaaeeeasnsasaeeaeeeaaanssrnnneeas 103
3.2.10. Inappropriate digital FOOIPIINT........ooo e e 105

I T2 I T I 4T 0 =T g F= To =T 0 0 =T o TP 107
It DS 10 1101 .4 = YRR 109
3.3. Resiliency and Challenge Management...........cooo it ee s ee e 110
3.4. Management [0f ChallENGE] .......coiiiiiiiiiiiii et bb e et e e e e e aabeeeeeaaes 110
It IS Yo Tl = | I YU o] oo o SRR SPR 111
3.4.2. Problem solving and SeIf @CHON ...........coiiiiiiiiiii e 117
G T (o[ o To ] 1 T PRSPPI 118
B S T 4o o =1 oSSR 120
345, LIMIEAHIONS ...ttt 120
3.5. A Framework for understanding the Production and Management of Challenge in Cyberspace.............. 121
RS T I O (o2 ] T o I USRI 122
Chapter 4. Quantitative MethOdOIOgY ..........c.uiiiiiiiiie e e et e e st e e saee e e e snteeeesanneeeean 123



g T I L= 1 o OO UP TR 123

o I I (T U110 01T o | PP PSP P PUPPP O 123
o B =Ty (o3 0= ] 3P PPRPPROt 123
g B T o (o Tot=To [ 1 S PRSP 123
I 4 TRV = T = o o o[ TS 124
A R (=T U110 01T o | PP PSPPSR P T PUPPPOP 124
R S T o T 1 E TN = 1 (= T PR 124
G T =4 (17 0 Y= 1 SRR 125

L T o (o Tel=To 0] (= O OO PP PTP PP ORI 126
4.4, Survey INStrument @nd MEASUIES..........uoiiii i e e e e e e e e s e e e e e e s s s nan e e eeaaeessnensnraees 126
R =Y g To T =T o oo T PR 127
B o 11/ 1§ SRR 127
O T Yt o] 3T 1 o PO PPRPPRNt 129
R O g =11 =T o To =T USROS 131
ST I 1= PSPPSR 135
4.4.6. Distressing challenge managemeEnt ..........oo it e e e 136
O A S =T ] V11T o PSPPSR 136
Chapter 5. Quantitative RESUIES ... et e ettt e e e e e e et e e e e e e e enneeeeeeaeeeaaannnes 137
5.1. Organisation Of the ANAIYSIS ..........cuiiiiiiie et e e st e e e st e e e s raee e e snbaeeeeanreeeeeane 137
LTt B B G V7= 4= o =T SRR 137
ST N g = T L USROS 137
5.2, ACHIVILY IN CYDEISPACE ....oeiiiieiiiie ettt e ettt e e e er e e e e snte e e e sntaeeeeanbeeeeeabeeeeeane 138
5.2.1. Communicating ON MODIIE .........eiiiiiiiiee e e e e e e e e e e s e e e e e e aane s 141
5.2.2. Communicating on the INternet ... s 141
5.2.3. Communicating on mobile phones and/or the Internet............cccooii i 142
5.2.4. Communicating With NEW PEOPIE...........eiiiiiiiii ettt e e et e e enee e e e e neeas 142
5.2.5. MaKING NEW THIENAS ... ..uuiieiiie ittt e et e e e e e e e s e e e e e e e e e aassbaaeeaaeeesastaaeeeaaeesaasnranneeas 143
5.2.6. Getting boyfriends and QirlfrIENAS ...........ooiiiiii s 143
5.2.7. Researching and surfing for information .............cccce i 143
5.2.8. CONSUMING MEAIA.......uuiiiiiii et e et e e e e et e e e e e e e e e et e e e e e aeeeeasasstaaeeeaeeesaaaseeeeaaeeseassrannees 144
oI T U o] 13T oo PSS 144
IV L € 7T 1 411 oo TP USRI 145
L0t I TR I - To [ 1T SRS 145



IV B = 2= ] 4 T PP PRPUPRP 146

IO G TS 10 410 =T Y SRR 146
5.3. Challenge in CYDEISPACE ........ccceeiiiiiiiee ettt e e e e e e e e e e e e e s e s et e ae e e e e e snntssnneaaaeaean 147
5.3.1. Cyberbullying 0N MODIIE .........ooo e e e 150
5.3.2. Cyberbullying on the INternet........ .o e 151
5.3.3. Cyberbullying on mobile phones and/or the Internet...........ccccooiiii i 151
5.3.4. Producing cyberbullying on mobile PRONES ............ooi i e 152
5.3.5. Producing cyberbullying on the Internet ... e 152
5.3.6. Producing cyberbullying on the Internet and/or mobile phone............ccccoviiiiiiiicne e, 153
5.3.7. Sexual content eXPOSUIrE (ON PUIPOSE)........urreiieieeeieeiitieieeeeeeeeeettreeeeeaeeesaessreeeaaaeeeaaassreeeaaaeessaansnsenes 153
5.3.8. Unwanted sexual CONTENt EXPOSUIE .......ccoiuiiiiiiiiiii ettt et e e e e e e neeas 153
5.3.9. Unwanted sexual SONCItAtION ............coouiiiiiiii e 154
5.3.10. Other unwanted inappropriate content exposure (NON-SeXual) ..........cccccvveeiiieeiiiiciiiiieee e, 154
5.3.11. Copyright iINfrINGEMENT ... e e e e 155
5.3.12. Time-management ProDIEMIS. ........oo i i 156
5.3.13. Inappropriate digital fOOIPIINT ........oooi e 156
5.3.14. Meeting in person With @ Stranger ..........oooiiiiiiii e e e 157
5.4. Managing Distressing Challenge in CyDerspace...........cccoii it 157
L IS Yo Toi = YU o] oo g ol == 1 1= o | £ T U RO 160
5.4.2. Social support: Other @UIES .........coiiiiiiiiie e e e e e e e e e e te e e e e e e e eanraaneeas 160
I G TS To T b= IR U ] o] T i Sl =T £ SRS 161
5.4.4. Self action: TEChNICAl SOIULIONS .......cc.uiiiiiii e e 161
5.4.5. Self action: Confrontation and fighting............coeoiiiiiii e 162
ST ST [ [T 1 T [ SRS 162
5.5. Resolving Distressing ChalleNgEs ............ooiiiiiiiiiiiiiie et e et e e sbee e e aae 162
5.5.1. Notes for these l0gistiC regreSSiON FESUILS.........cc.uiiiiiiiiiie e e 166
5.5.2. Resolving cyberbullying (Mobile PhONE).........cooiiiiiiiiiiie et 166
5.5.3. Resolving cyberbullying (INTErNEt) ..........oii e 167
5.5.4. Resolving sexual content exposure (UNWaNTEA).........cccuuiieiiiiireiiiiieeeeiiie e eeiie e esiae e siee e e eeee e e e 167
5.5.5. Resolving unwanted sexual SOlICIHAtIoN ..............cooiiiiiiiii e 167
5.5.6. Resolving other unwanted inappropriate content exposure (non-sexual)...........ccccceiiiieiniineeenne. 168
5.5.7. Resolving time-management ProblEMS .........cooiiiiii e s 168
5.5.8. The relationship between the number of interventions and challenge resolution ...............ccccvvveee.. 168

viii



5.6. Post Hoc Exploration of ChalleNge...........coo it e e 168

5.6, 1. ASSOCIALIONS.....ceitteee ettt e e e e e e 168

LI 0 @37/ o1 ¢ o 1011 1Y ] o RPN 169
(O] g F=T o) (Y G B Lot U1 o o FO SRR 174
LI oo T U T { o o PR PRPOTPPRN 174
L O7o o1 (=4 S PO OU PR 174
S TRC T Ve 171 PSP 175
6.3.1. Biological development and activity in CYDErspace ...........oocuueiiiiiiiiiii e 175
6.3.2. Cognitive development and activity in CYDErsPacCe..........coeiiuiiiiiiiiiie e 177
6.3.3. Social development and activity in CYDEIrSPaCE..........eevviiiiiiiiiieee e 178
LR R TS T 4o o =1 o USRS 179
T O g T 11 1= o Vo 1= YRR 179
6.4.1. Cyberbullying and harasSSmMENt .............coiiiuiiiiiiii e e e e ee e e e eee s 180
6.4.2. SeXual CONTENT EXPOSUIE .......oiiiiiiiie ettt et e e st e e e e bt e e e e n bt e e e e anbee e e e anteeesannbeeeeaneeas 181
6.4.3. Unwanted sexual SONCItAtION ............ooiuiiiiiii e 182
6.4.4. Other inappropriate content exposure (NON-SEXUAI)..........ccccuuiriiiiiieeiiiiieeeeiieeeeeiee e e see e seae e e e eeeeas 183
6.4.5. Copyright iINfrINGEMENT ...t et et e e e e e e e e neeas 183
6.4.6. Time-management ProDIEMS ... ...oi e e e bbb eeneeas 184
6.4.7. Production of inappropriate digital fOOIPriNtS .........eoviiiiiiiii e 185
6.4.8. MEELING SITANGEIS ... ettt e et e e e e e e e e e et e e e e e e e e e eseatataeeeaaeeeaastaaeeeaaeeeeannraaneeas 186
e TS U o1 o 1 =1 o USRS 186
ORI B ] 11T OO PP PP PUPPPPOPPPRRN 187
L Tt I 037/ oY1 ¢ o 101111 o SRRSO 187
6.5.2. Unwanted seXual CONTENT ... et e e e e 190
6.5.3. Unwanted sexual SONCItAtION ............ooiiiiiiii e 191
6.5.4. Exposure to inappropriate [non-sexual] CONtENt.............uuuuii e 191
6.5.5. Time-managemeENt PrODIEIMS ........ooiii it e e e e e e e e e e e e s e nannreeeeeeseananreneeeas 192
6.5.6. Meetings in person With STraNgErs..... ... 192
TS T 1o o = oSSR 193
6.6. Managing DistresSing Chall@NGE..........ooo oo e e e e e s st eeaaae e s 193
6.6.1. Adult help seeking and support from family, other adults, and parents and caregivers..................... 193
6.6.2. Social self-efficacy and sUpPOrt fromM PEEIS ..o 194
6.6.3. Family support and support from parents and Caregivers..........ccccveeeiiiciiiiieee e 195

iX



6.6.4. Self @CtON: IGNOTING ... .eeiiiiieiie et s ettt e s e s e e s b e e e e e bt e e e s e neees 195

6.6.5. Self action: TeChNICal SOIULIONS .......c...eiiiiii et 195
6.6.6. Self action: Confrontation and fighting............coooiiiiii e 196

L G € T=T o To L= S SRR 196

ST TR TR o =SSR 196
G TS T T4 oT o =1 o USSR 197

LA o 1 €= o g PSSR 197
LS T [ a1 o] o= (o] 1= S SRR 199
LIRS0 S T 4o o =1 o PSSR 199
6.8.2. Practice iMPlICAtIONS .......ccoiiiiieee et e ettt e e e e e e e e e e e e e e e e ea e e e e e e e e e aanraaeeeas 203
B.8.3. FULUIE rESEAICH ...ttt e et e e e st e e e s e e e e st e e e e nnbee e e eneeas 209

LR T 070 o Tor (U153 o] o I PP OU SRR 210
Y o] 01T o [Tt USRS 212
REFEIENCES ...ttt oo bttt e 1A bttt e e s bttt e e s bR et e e e s bt e e e ambeeeeeambeeeeeanbeeeeeaabeeeeeane 267



List of Figures

Figure 1. Risks as Transactional Results of Access, Usage, the Child’s Role, and Underlying Communicative

Motives Leading to Negative Consequences (Hasebrink et al., 2009, p. 8). ....coooviiiiiiiiiiiiiiiieeieees 39
Figure 2. A Model for Understanding the Production and Management of Challenge in Cyberspace .................. 52
Figure 3. Framework for Understanding the Production and Management of Challenge in Cyberspace............ 122

Xi



List of Tables

Table 1. Summary of National Reports on Evidence for Risk Types (Hasebrink et al., 2009, p. 25)......ccccccce....... 40
Table 2. Demographic Information for Focus Group Participants (N = 36). .......cccoiiiiiiiiiiiiiiie e 47
Table 3. Selected Cyberbullying Study Characteristics, Prevalence and Perpetration.............ccccccoeeviiiiiiiinnnnennn. 87
Table 4. Characteristics, Final Response Rates, and Sample Sizes, for Participating Schools. ..............c.......... 125
Table 5. Descriptions of Dichotomous Variables and their Constituent Parts and Rationale ............................. 138

Table 6. Age and Gender Analysis of Proportion of Participants who Participated in

Specific Cyber-Activities at Least Once in the Prior Year (N = 1,665%) .......c.cccoveveeieeeceeeeeeeeeeeene 139
Table 7. Age and Gender Analysis of Proportion of Participants who Participated in

Specific Cyber-Activities Frequently in the Prior Year (N = 1,665%).........ccceoveoeeoeeeeeeeee e 140
Table 8. Age and Gender Analysis of Proportion of Participants who Reported

Ever Experiencing Specific Challenges in the Prior Year (n= 1,6657)..........ccccceeviueeieeeieeeieeeeeeeee 148
Table 9. Age and Gender Analysis of Proportion of Participants who Reported Frequent

Experiences of Specific Challenges in the Prior Year (N = 1,6657) ........ccccceoeiieieeeeeeeeeeeeeeeeee e 149
Table 10. Age and Gender Analysis of Participants who Reported at Least One of Eight Specific Challenges

(n = 1,093) and Distress Associated with at Least One of These Challenges (n =528?%)..........c..c......... 150
Table 11. Description of Some of the Challenge Management Categories. .........cccceeveeeiiiecciiiieeee e, 158

Table 12. Challenge Management by Participants who Ever Reported Distress
Associated with a Specific Category of Challenge (N = 528) .........cccviiiiiiiiii e 159

Table 13. Management Strategies Associated with the Successful Resolution of Specific Distressing Challenges.

Table 14. Personal Characteristics Associated with the Successful Resolution of Specific Distressing
(07 0 F= T o o T SRS RR 164

Table 15. Multivariate Logistic Regression Results of Significant Univariate Predictors Associated with Solving

Specific Distressing ChallENgES. .........uuiiiiiiii e e e e e e e e e e e e e e s sabraeeaaeeeanannnes 165
Table 16. Forms of Bullying Associated with Distressing Internet and Mobile Phone Cyberbullying. ................. 170
Table 17. Producers of Bullying Associated with Distressing Internet and Mobile Phone Cyberbullying. ........... 171
Table 18. Multivariate Logistic Regression Results of Significant Univariate Predictors Associated with

Distressing CyberDUIYING. ........eeii e e 172
Table 19. Frequency and Descriptions of Self-Labels for 'Other’ Ethnicity Category (N =178)......ccc.ccecveveeneen. 237
Table 20. Responses for “Sexual Material” Inappropriate Content Theme (N =29). .....cccceeviiiviiiicie e, 261
Table 21. Responses for “Objectionable’ Sexual Material” Inappropriate Content Theme (n = 5). .......ccccee..... 262
Table 22. Responses for “Sexual Solicitations/Harassment” Inappropriate Content Theme (n = 8). ................. 262
Table 23. Responses for “Human Violence/Injury” Inappropriate Content Theme (N = 28).........cccccceeeiiiienennnee. 263
Table 24. Responses for “Self-Harm” Inappropriate Content Theme (N =5). ... 264
Table 25. Responses for “Bullying and Harassment” Inappropriate Content Theme (n =13). ..., 264
Table 26. Responses for “Animal-Harm” Inappropriate Content Theme (N = 20). ........coooiiiiiiiiiieiiiiiiceeeeeee, 265
Table 27. Responses for “Scary/Horror’ Inappropriate. Content Theme (0= 10)cu...cc.comuiiirinrieeeeeiiicinieeeeaeenn. 265
Table 28. Responses for “Miscellaneous” Inappropriate Content Theme (I =25). civests i vee e, 266

12



Simon: It's almost like the Internet — I've always been on it in a way.

JF: Yeah.

Simon: | don’t really know when|l first started.

Helen: | have no idea.

(Simon, Male, 15yrs; Helen, Female, 13yrs; Focus Group 1 [see Chapter 2])

Chapter 1. Introduction

The Internet,’ and the c:yberspace2 it provides access to, has existed for as long as these young people can
remember. For them, cyberspace provides opportunities for knowledge gain, sociability, entertainment, and
cognitive and emotional development. Equally, as with other developmental settings, cyberspace also presents
challenges to their safety and wellbeing. The thesis aims to explore the place of cyberspace in the lives of a
range of young people3 in Aotearoa/New Zealand (NZ), assessing in particular how they experience and

manage the challenges of this developmental setting.

To achieve these aims, the thesis will draw on a range of approaches from psychology, however a community
psychology framework will be used to organise, understand, and investigate this topic. This chapter will begin by
discussing these psychological perspectives, including the fact that community psychology advocates, among
other things, broad assessment and understanding of the contexts of human behaviour and wellbeing. A
complex interplay of biological, cognitive, and social development during the teenage years forms the bedrock
for understanding behaviour and wellbeing within these contexts. The following section of this chapter will
examine the biological, cognitive, and social development of young people during adolescence, and explore how
media interacts with these aspects of development. For the purposes of the thesis, media refers to the tools,

artefacts, and devices used to store and deliver the information that makes up its messages.

Having demonstrated the significance of media in young people’s developmental contexts, the next part of the
chapter will explore how ‘new media’ innovations may then change such contexts. These sections will introduce
the concept of new media and trace the history and genesis of the current new media developmental setting.

Departing from the psychological literature, this part of the chapter draws from history, sociology, and media

'y network, hosted by globally distributed, interconnected computers (see Section 1.5.1). The Internet hosts the World Wide
Web (see Section 1.5.2).

2 Cyberspace, originally coined in a science fiction novel by William Gibson (1986), can be understood as the environment, or
space (see L. Green, 2001), produced by people’s interaction with converged information and communication technology
(ICT) like the Internet, telephone networks, and mobile phones. Such interaction includes the use of computer mediated
communication (CMC) to manifest "words, human relationships, data, wealth, and power" (Rheingold, 1993, p. 5)

® While the term "young people" can apply to various younger age groups, for the purposes of the thesis, this refers to people
aged between 12 and 19 years of age. "Children" refers to young people less than 12 years of age.
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theory, to survey some of the new media evolutions associated with, and produced by, cyberspace. The next
part of the chapter will describe the evolution of a new media environment characterised by interactivity.
Beginning with the development of the Internet, and solidified by the invention of the World Wide Web and early
mobile phone networks, cyberspace will be shown to have become a developmental context for a sizable
number of young people by the early years of the new millennium. This section will also introduce the fact that
this environment produced a range of challenges, which often resulted in protectionist responses that sought to

restrict young people's access to content and technology.

The chapter will then trace how the media environment of cyberspace changed again. With the increasing
phenomenon of convergence and the technological innovation and diffusion that accompanied it, the second
iteration of the World Wide Web, Web 2.0, will be shown to be associated with an explosion in young people's
potential access, activity and interactivity, in cyberspace. The by now burgeoning access to the Internet,
combined with the advent of Web 2.0, with its host of new activities, contents, and interactions, will be shown to
have changed the technological landscape to produce a further new media developmental setting for young
people. The next section of the chapter will trace how this new developmental setting was hypothesised to be
associated with a range of opportunities, including its ability to facilitate identity development and social
connection, civic engagement and participation, creativity, as well as education, learning and cognitive skill
development. However, the next part of the chapter will explore how this new developmental context also

produced challenges to young people's wellbeing.

The following section of the chapter will then detail the specific research objectives of the thesis and outline the
methodology used to achieve these objectives. Having summarised the significance of this new developmental
setting, the chapter will end with a description of the ensuing chapters and form of the thesis. The thesis will
demonstrate that this new setting is a significant site of development, challenge, resilience, and ensuing

opportunity, for a range of young people in NZ.

1.1. The Approach

The thesis draws on many theoretical and methodological approaches from psychology, including aspects of:

e Social psychology; which focuses on how other people, as well as cultural norms and attitudes,
affect individual behaviours, thoughts, feelings and attitudes (e.g., as articulated by Allport, 1985).

e Health psychology; which utilises biopsychosocial approaches to understand behaviour (e.g., as
introduced by Engel, 1977).

e Public health psychology; which advocates public policy level interventions to affect behaviour (e.g.,
as summarised by Marks et al., 2005).

¢ Developmental psychology; which explores the influences of human development on behaviour and
vice versa (i.e., as chronicled by Dixon & Lerner, 1992).

¢ Media psychology; which explicitly explores the influences of media on behaviour and vice versa
(i.e., as introduced by Giles, 2003).

However, the overarching approach this project most heavily draws from is community psychology.
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1.1.1. Community psychology

Community: (...) a social group sharing common characteristics or interests and perceived or
perceiving itself as distinct in some respect from the larger society within which it exists (usually
preceded by the) (Webster's Unabridged Dictionary, 1997, p. 414).

The approaches, methodologies, ideologies, and targets, of community psychology action are many (see
Rappaport & Seidman, 2000, for an overview) and are often under debate (e.g., see Fryer, McKenna, &
Hamerton's, 2000, and Rappaport's, 2000, responses to Prilleltensky and Nelson, 2000). Perhaps for these
reasons some authors (Nelson & Prilleltensky, 2005; Seedat, Duncan, & Lazarus, 2001), including the
contemporary founder of community psychology, Julian Rappaport (1977), have struggled to produce a
"satisfactory" (p. 2) definition of community psychology. The difficulty of definition may stem from the fact that,
according to Rappaport (1977), and as noted nearly 30 years later by Nelson and Prilleltensky (2005), the

common theme of community psychology is, paradoxically, one of evolution and change itself:

This theme is actually a perspective rather than a formal theory or a definition of community
psychology, and its predominant characteristic is that of a search for new paradigms, for new ways
of understanding and of doing (Rappaport, 1977, p. 2).

Despite its dynamic nature, Rappaport (1977) nonetheless went on to clarify other key themes of community
psychology, all of which are mentioned in contemporary definitions of community psychology (e.g., Nelson &
Prilleltensky, 2005; Seedat et al., 2001). These themes included an ecological analysis (as hypothesised by
Bronfenbrenner, 1979) of the relationship (fit) between people's behaviour and the multiple aspects (ecology) of
their environments; the theme of valuing individual diversity in the face of community-level analyses that could
inadvertently prescribe singular, and therefore oppressive, ways of being in the world; and relatedly, a theme of
social justice as achieved through participatory social change by community psychologists. In arguing for an

ecological perspective, Rappaport (1977) claimed:

...an ecological perspective, focussing on the match or "fit" between persons and environments,
rather than on "fixing up" those who are seen as inferior, or trying to make all people the same by
controlling their environments, is the most sensible perspective for a psychology of the community

(p- 3).

At the heart of ecological and contextual approaches to psychology is the "...strong belief that people cannot be
understood apart from their context" (Nelson & Prilleltensky, 2005, p. 5). Nelson and Prilleltensky argued that
ecological approaches enable analysis and intervention to focus on a range of levels, including societal levels
(thus enabling social change), rather than solely at the level of the individual, which can produce victim-blaming
discourses. A contextual view also enables community psychology to focus on individual and community level
strengths and resources.

Community psychology positions the building of strengths, competence, and wellbeing, as key facets of a
psychology approach (Nelson & Prilleltensky; Rappaport, 1977). In line with competence and strengths-based
approaches, Cicchetti and colleagues’ (2000) book canvassed a range of work to highlight that community
psychology emphasises early problem intervention and prevention approaches. Wolff (2000) drew on
practitioners’ own experiences "in the field" to demonstrate that community psychology also describes the
practices of community psychologists to support the development of such strengths and competencies in

partnership with communities.
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To summarise, the methodological influences of community psychology on this project resulted in a focus on:

e Understanding the contexts in which behaviours are produced and enacted for young people online
and on mobile.

e Exploring how this new developmental context may affect young people's wellness.

e Spotlighting young people's competence, resiliency, and protective strategies online and on mobile.

e Hypothesising how these competencies may be utilised by primary prevention and health promotion
interventions.

e Working with, and within, a community-based organisation (NetSafe)* throughout the research.

While community psychology framed the approach to the current work, the thesis did not focus on local
implications for the participating communities in the research, as the thesis was not designed to focus at the
local level. Instead, the thesis focussed on larger scale and more generalisable findings, to assess implications

for a range of communities in NZ (including the communities from which such findings were produced).

In line with the contextual approach that characterises community psychology, the chapter will now briefly
summarise the complex interplay of biological, cognitive, and psychological development that occurs during the
teenage years. This section will also spotlight how media interacts with these biopsychosocial changes to

become a significant aspect in young people's developmental contexts.

1.2. Changing Bodies, Changing Minds, Changing Worlds—Themes of

Development

Indeed, if a visitor from another planet were to peruse the recent [adolescence research] literature,
he or she would likely conclude that teenagers’ lives revolve around three things: parents,
problems, and hormones. We suspect that this characterization is only partially true. (Steinberg &
Morris, 2001, pp. 84-85)

Steinberg and Morris (2001) are not the only reviewers to highlight problems with the adolescent development
research. Gosawmi's (2008) review for the Byron Report® (Byron, 2007) demonstrates that rigid prescriptions
about ages and stages of development are now not seen as accurately descriptive of the full range of human

development experiences. Burman’s (2008) critique of the literature calls attention to the unspoken place and

influence of culture and values within much of the adolescent development literature.

Noting these limitations, this part of the chapter will explore how adolescent development theory can be applied
to understand the place of media, and cyberspace particularly, within adolescent development. Noting the
criticisms above, this review seeks to include positive development literature where possible. Additionally, as
these findings are mainly based on data from wealthy, and often Anglophone, ‘developed’ nations, their validity

is then very much tied to contemporary developed nation contexts. However, while respecting that every

* NetSafe promotes digital citizenship and cybersafety by educating and supporting individuals, organisations, and industry,
on a range of cybersafety issues. NetSafe, a multistakeholder group, focuses on a range of interventions, including systemic
level interventions, to promote better outcomes for [young] people in cyberspace.

® The British Government commissioned Consultant Clinical Psychologist Tanya Byron to assess how children and young
people in the United Kingdom (UK) may be harmed by cyberspace and computer games.
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teenager is unique and the exact timings of these features of adolescent development vary across individuals, in
developed nations like NZ, the transition period of adolescence from childhood dependence to autonomous
adulthood, involves some common developmental themes. This review will explore these themes by noting how
aspects of biological, cognitive, and social development, during adolescence, produce opportunities for media

and cyberspace to play a significant role in adolescent development.

1.2.1. Biological development

Physical development during adolescence centres on the transition of child bodies to adult bodies. This period is
marked by relatively strong growth spurts in body size and function, including puberty and brain development.
Puberty begins with a surge in hormone production that leads to rapid growth, organ development, secondary
sexual characteristics, and sexual maturation. Susman and Dorn (2009) have recently reviewed the puberty
literature and have drawn on Tanner's extensive earlier work (e.g., Marshall & Tanner, 1969, 1970; Tanner,
1962) to highlight that these sexual changes include the development and maturation of the sexual organs, pubic
hair for boys and girls, breast and hip enlargement, and menarche, in girls, and spermarche, facial and body

hair, muscle-bulk, the decent of the Adams Apple, and voice changes, in boys.

These physical changes, particularly those associated with sexual maturation, may affect young people's media
choices so that sexual media is more attractive at this time. Media that provides information or comparison on
bodily changes and sexuality may also be sought during puberty. Buckingham’s (2004) qualitative UK research
and Sutton, Brown, Wilson, and Klein's (2002) USA survey research, with young people, confirmed that media

plays a major role in the transmission of sexual knowledge to young people in these nations.

Romeo (2003) reviewed the neuroendocrinological evidence to conclude that the changes in hormones at
puberty are also likely to affect neural development. Following an experiment on voluntary response
suppression (i.e., the ability to ignore distracting stimuli in an experimental situation), Luna and colleagues’
(2004) results with young people also indicated that the brain continues to develop during adolescence.®. Luna
and colleagues' findings went further to support the hypothesis that adolescent brain development involves the
thinning of redundant neural connections (the grey matter) and increasing myelin (the white matter that

enhances neural signal transmission), resulting in improved brain functioning.

Blakemore's (2008) review, The Social Brain of Adolescence, revealed that the frontal cortex and prefrontal
cortex of the brain undergo significant development during adolescence. Miller and Cohen's (2001)
neuroscientific review concluded that the frontal cortex and prefrontal cortex were heavily involved in planning,
reasoning, and decision making. Together, these reviews, along with Luna and colleagues’ (2004) results,
indicate that compared to children, young people in adolescence continue to show brain changes that are
associated with significantly improved motor, sensory, attention, concentration, and [working] memory abilities.
The development of increased brain function and concentration at this time may result in a desire for more
complex media requiring the use of longer-attention spans, working memory, or better motor control (e.g., longer

media episodes, more complex plot-lines, dexterous computer games, etc.). This brain development underpins

® Kuhn (2009) stresses however, that biological brain development happens in conjunction with experience. Experience and
brain development interact with each other to produce new experiences and new brain development: "Sufficient amounts and
kinds of experience are necessary for anticipated neurological developments to occur. These developments in turn create
potentialities for new kinds of experiences" (p. 154).

17



the ability for young people to increasingly multitask, including the ability to consume more than one form of

media at a time.

Brain research conducted by Galvan et al. (2006) focused on mesolimbic structural development during
adolescence. The mesolimbic structures sit in the lower sections of the brain and interact with the cortex layer.
Galvan and colleagues examined the development of the nucleus accumbens (NAcc) of this sub-cortical area
during adolescence. During adolescent development, activity in this area increases. Increased activity in the
NAcc, dubbed the "reward network" of the brain (e.g., see Johnson, 2008), has been associated with increased
belief of reward following a “risky” decision. As such, this activity is also associated with risk-taking and addiction
(Galvan et al., 2006).

Galvan and colleagues (2006) demonstrated that during this time, this increased subcortical activity hinders
adolescents' ability to consistently make accurate decisions. Specifically, the activity in this area makes it
difficult for young people to make decisions, which rely on a realistic assessment of the likelihood of reward
versus the potential for risk. In other words, the maturing pre-frontal cortex (responsible for planning and
reasoning, and therefore inhibition of risky activity) of the adolescent brain "...is ‘hijacked’ by an impulsive
subcortical system, which might render it unable to appropriately modulate decisions in the context of future

consequences (Bechara, 2005)" (Galvan et al., p. 6891).

This aspect of biological development during adolescence may mean that young people may make more
impulsive decisions about media use than they would have previously (or later, once they are adults). For
instance, this factor could play a role in young people's consumption of media that increases fear and distress
levels (e.g., horror films or visiting torture websites); their posting of inappropriate information (assuming that the
risks from doing so are lower than they previously would have thought); or the consumption of media at the

expense of sleep or [home]work time.

1.2.2. Cognitive development

The brain development described above sets the stage for changes in adolescents' thinking and minds,
producing further cognitive development. The increasing reasoning, planning, working memory, and processing
abilities of adolescent brains support the development of further cognitive processes. As teenagers age and
develop, these biological changes support the critical cognitive skill of abstraction. Abstraction is the ability to
abstract ideas away from concrete structures in the world and subject them to theoretical manipulation (e.g., to

draw theoretical parallels between concepts without being distracted by the concrete details of the situations).

By late adolescence, capacity for abstract thought approaches adult levels (though Kuhn's 2009 review of the
adolescent thinking literature pointed out that not all adults are able to use these abilities all of the time). Abstract
thought, enhanced by the brain's increasing ability for reasoning, attention, and working memory, enables young
people to think hypothetically about various courses of action, the future, and various perspectives on the same
topic (Kuhn). This development can foster research, experimentation, rule- and limit-testing, development of
ideals, and the selection of alternative role models. Brown's (2000) review and analysis of ethnographic
research with American young people, and Fenaughty and Harre's (2003) interviews with young gay and
bisexual NZ men, demonstrated that media intersects with this aspect of development by providing various

perspectives on the world, as well as additional role models for young people.
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Cognitive development in later adolescence is marked by continued improvements in cognition, and, importantly,
as Kuhn (2009) noted, by the maturation of metacognitive ability. Metacognition, thought of as knowledge about
knowledge, refers to the abilities to reflect on knowledge and evaluate the source, partiality, and efficacy of
specific pieces of information for the decisions at hand (Kuhn). From her review of the field, Gosawmi (2008)
argued that the development of metacognition could enable truth-claims to become less about what is black and
white, or right and wrong, and more about what is relatively more accurate and valid given the information, and

the source of the information at hand.

Metacognitive abilities also interact with working memory and moral development to enable evaluation of
previously held (or handed-down) moral ideas. In his textbook on adolescent development, Muuss (1988)
suggested that these cognitive developments may see further changes in adolescent ideological development
(including the rejection or softening of previously held, or recently adopted, ideologies). Cognitive development
during this period enables young people to form complex decisions about their worlds. These decisions require
information, and in addition to role models, media can also provide ‘facts’, perspectives and cultural information
about the world. In this way media plays a role in this aspect of cognitive development by providing the content

and motivations for the development of ideas and subsequent ideological changes.

1.2.3. Social development

Social development both builds on, and interacts with, the biological and cognitive changes of adolescence. As
noted, cognitive changes, like abstract thought and metacognition, enable young people to study and evaluate
their decisions, thought processes, and personality. In 1967, Elkind drew upon the sparse literature at the time
to argue that the increased cognitive abilities of adolescence enabled young people to begin to conceptualise the
thoughts of others. The conscious realisation that other people may hold different points of view to the individual
represents, in some ways, the beginning process of individuation. In this sense, individuation is equal to what
has been hypothesised as a critical task of adolescent development: identity formation (Elkind; Erikson, 1968;
Steinberg & Morris, 2001).

In his review of the identity development literature, Lapsley (1993) argued that the development of a mature
personal identity requires that adolescents separate and individuate from their primary supports (e.g., family
members) and develop their own sense of self. Improved cognitive ability and moral development provide the
foundation for these changes, where the handed-down rules of the world can be viewed as one perspective of
many. With the recognition (aided by media) that there are many perspectives and many ways to view the

world, a singular world view is challenged and the world becomes infinitely more complex and varied.

Realising that parents and caregivers are not always right and that there are other ways of reading and
managing the world, adolescents may seek their own ways to manage problems rather than relying on
caregivers. This reflects the developing independence that is another hallmark of adolescent development in
individualistic developed nations. In their extensive review of media and young people, Roberts, Henriksen, and
Foehr’ (2009) drew empirical findings and theories together to note that media is often used by young people to

obtain information about numerous aspects of the world, instead of caregiver advice:

" The thesis synthesises a significant and diverse body of scholarship, much of which has already been well reviewed

individually. Key reviews include Roberts, Rideout, and Foehr's (2009) recent chapter "Adolescence, Adolescents, and

Media" which features strongly in the first section of this current thesis chapter. Additionally, Jenkins, Clinton, Purushotma,
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"As youth construct their identity, they may use media to relieve anxiety about developmental changes, explore
alternative solutions to problems, reinforce the choices they make, or perhaps most important, reflect on who
they are and who they may become" (Roberts et al., 2009, p. 324).

Elkind (1967) argued that as young people continued to develop their independence, and reflected on their
identity, they would increasingly focus on themselves. Elkind's hypothesised concept of adolescent ego-
centrism has been used widely in the literature to understand this aspect of adolescent development. Drawing
on Piaget’s theories of cognitive development, Elkind argued that adolescent egocentrism is characterised by
adolescents' focus on themselves as playing a central part in the (their) world. Vartanian (2000) reviewed the
literature surrounding the mechanisms and basis of this egocentrism, revealing that this field is staunchly
contested. However, her review nonetheless highlighted that adolescent egocentrism is a significant feature of
adolescent development.

Lapsley's (1993) review concluded that egocentrism supports the developing adolescent as they establish their
personal identity and become independent from their families. Lapsley suggested that adolescent egocentrism
is a response to this task of identity development. O'Connor (1995) agreed with this hypothesis, and drew from
theory and empirical data on adolescent egocentrism to argue that egocentrism results from concerns (e.g., Who
am I? What will | do with my life? Am | normal? How well do | fit in?) associated with identity becoming so
important to the adolescent. Furthermore, adolescents feel, as important as these concerns are to them, they

must be equally important to everyone else around them:

Adolescents may therefore become self-conscious in social situations because of their own
personal concern with who they are, and because they assume that others will be surveying them
closely for signs of individuality, since budding individuality is expected at this time of life. The self-
concerns and social demands of the identity development process may lead adolescents to confuse
their own concerns with the concerns of others. (O'Connor, 1995, p. 207)

The concept of adolescent egocentrism invites consideration of Elkind's (1967) concept of the invisible audience.
The invisible audience concept refers to young people’s feelings that they are constantly being surveyed by
others. The invisible audience is hypothesised to explain young people's concern with what other people
apparently think of them. Elkind suggested that much adolescent behaviour and "faddish dress" was "...probably
provoked, partially in any case, by a failure to differentiate between what the young person believes to be
attractive and what others admire" (p. 1030). boyd's8 (2007) ethnographic research with young people in the
USA drew on a range of identity performance theories and her data to indicate that this audience is not always
invisible. boyd hypothesised that young people rely on multiple avenues of feedback and [dis]approval from
peers so they can gather information about desirable ways to be in the world:

What we put forward is our best effort at what we want to say about who we are. Yet while we
intend to convey one impression, our performance is not always interpreted as we might expect.
Through learning to make sense of others' responses to our behavior, we can assess how well we
have conveyed what we intended. We can then alter our performance accordingly. (boyd, 2007, p.
11)

Robison, & Weigel (2006) and Buckingham (2007) produced reports reviewing the literature and theory on the benefits of the
Internet for learning and development, and these are heavily referenced in that part of the chapter. Hasebrink, Livingstone
and Haddon’s (2008) multi-national European study review was invaluable in the later section which addresses challenge.

8 Note: danah boyd’s name is spelt without capitalisation.
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The findings and theories discussed by boyd (2007), Elkind (1967), and O'Connor (1995), though diverse in
origin and action, nonetheless bring into focus another key theme of adolescence: The desire to “fit in” to peer
society. At this time of significant change and identity development, information about what is currently desired
by the culture of young people is also provided by media. As Roberts et al. (2009) noted, media provides

information and cues to young people about what is desirable (hot) and what is not.

Manago, Graham, Greenfield, and Salimkhan (2008) demonstrated, albeit in focus group research with emerging
adults (aged 18-23), the myriad of ways that social media (i.e., MySpace) delivers, produces, and hosts such
information. MySpace enables young people to both post and consume photos, videos, and conversations, as
well as indications of social group membership (e.g., particular peer groups or social categories like being
“emo”), on public areas of social media profiles, enabling them to explore what is “hot or not” (Manago et al.,
2008). Importantly, aspects of this “hot or not” information may be implicitly provided by media whether it is
actively sought or not. For example, Roberts et al. (2009) concluded that while a “thin ideal” for women's bodies
may not be the information a young person is necessarily seeking from media, this is a message that many
young people face nonetheless.

To the extent that messages from media are understood, critiqued, and/or acted upon by young people, such
messages, and the media that host them, are pivotal in framing desired adolescent identity, which in turns

affects individual adolescent development as well as the peer society that young people co-construct.

Brown, Mory and Kinney (1994) conducted qualitative research interviews with young people from the USA and
reviewed the literature to conclude that peer structures like ‘crowds’ and ‘cliques’ are a dominant feature of peer
society. Surveying USA high-school students’ levels of self-esteem, Brown and Lohr (1987) found that

membership in certain school crowds was associated with higher status and higher self-esteem. Milner's (2004)
ethnographic work with young people in the USA found that membership of high-status social groups requires a

certain amount of cultural competence.

Cultural competence relies on cultural capital. Bourdieu (1986) coined the term Cultural Capital, to refer to the
cultural resources required to succeed in a particular culture. Elaborating on this concept, Portes (1998)
highlighted that cultural capital includes culturally valued knowledge(s), education, and skills. At one level
cultural capital is ideological knowledge about the world, including the common assumptions and practices that
underpin it (e.g., individual autonomy vs. collective responsibility, capitalism, a shared language). For young
people, this cultural capital also includes valued knowledge and skills about their particular sub-cultures (e.g.,
popular culture and the slang needed to communicate about it). Cultural capital is important because, as
Stanton-Salazar & Dornbusch (1995) hypothesised in their work with Mexican students in the USA, it may be
used to produce another form of capital: Social Capital.

Portes (1998) explained that social capital refers to the delivery of valued resources afforded by enduring social
relationships (e.g., homework assistance via study groups, or job opportunities from friends). Social capital is
distinct from cultural capital because it directly involves other people, whereas cultural capital involves only the
beliefs, knowledge, and practices of society. However, to use social capital, people still need to have enough
cultural capital to interact with other cultural members effectively (i.e., you need to know the language before you
can ask for help in it).
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Roberts and colleagues’ (2009) review concluded that media constitutes a large amount of contemporary youth
culture. Knowledge of, and from, media, becomes a large part of the cultural capital required by young people
for successful participation in peer society. Baker's (2001) ethnographic work illustrated how popular music is
used as significant cultural capital in the lives of young Australian women. Baker traced how this cultural
knowledge is used in the production of conversation, commonality, identity, and connection with other young
people to achieve social capital. Roberts and colleagues’ also quote research dating from the 1970’s, which

demonstrated that even solitary popular music consumption helped young people earn social status with peers.

Coincidentally, such solitary media consumption may increase as young people become autonomous and
separate from family. Conducting research with young people in the USA, Larson, Richards, Moneta, Holmbeck,
and Duckett (1996), and Steinberg, Fegley, and Dornbusch (1993) found as young people developed they spent
increasing amounts of time alone or in the social and cultural worlds of their peers. Roberts et al. (2009)
concluded that young people may use media to help them gain space from the family environment, and may use
media in their bedroom as a way of separating from family, and adult supervision. Roberts and colleagues went
on to note that using media to produce solitude provides young people with time and space to develop identity.
The significance of media in the contemporary development of young people increases two-fold, in addition to
providing space for development, it simultaneously provides timely information on important developmental

questions and concerns:

Given that much of contemporary Western adolescents' private (solitary) time occurs in the context
of mass media, and because media content frequently touches on important adolescent issues and
depicts a wide array of potential roles and personae, media are arguably increasingly important
socialization agents for contemporary youth. (Roberts et al., 2009, p. 324)

Equally, as young people age, time with peers grows, due to increased time involved in school activities, work
environments, and non-family based entertainment options. Roberts et al. (2009) noted contemporary time with
peers also involved significant amounts of media consumption, either actively (e.g., watching videos or playing

computer games) or implicitly (e.g., background music at parties or in cars).

Some of the increased time with peers may be increasingly associated with the beginnings of intimate
relationships, including sexual relationships. Diamond and Savin-Williams' (2009) review of recent sex research,
concluded that over a third of adolescent males and females in the USA have had sexual intercourse with the
opposite sex by the age of 15. Data from the nation-wide Youth 2007 study in NZ (Adolescent Health Research
Group, 2008) also found that approximately 40% of NZ students had had “sexual contact” by the age of 15
years. Diamond and Savin-Williams pointed out that while the majority of this sex occurs within “romantic”
relationships, recent research suggests that more young people are meeting with “casual” partners for sex.
These findings highlighted that relationship formation, the development of intimacy, and sexual activity is a

significant part of the developmental context for many young people.

As noted earlier, media interacts with these social aspects of development in a number of ways. The increasing
interest in sex and sexuality of this period may see young people consume more [sexually-themed] media as
they seek to gather more information about the new sexual opportunities that their developing bodies and/or
relationships open up to them (Buckingham, 2004; Sutton et al., 2002; Suzuki & Calzo, 2004). This is especially
the case for topic areas, like sex and sexuality, where caregivers may be reticent about providing information to

young people.
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Roberts, Henriksen, and Foehr's (2009) review also highlighted the significant role that contemporary media
plays in facilitating contact and connection between peers. Their review showed that media are frequently used
to conduct and produce the communication required to sustain friendships and romantic relationships, and
produce the intimacy that is a key part of adolescent development. In fact, adolescents' increasing cognitive and
verbal abilities combined with their desires for privacy and intimacy may produce intensive private
communication sessions with other peers. Family interventions in such communications can be very frustrating

for young people.

To summarise, the process of finding identity has often been seen as a struggle, as young people combine
sometimes contradictory ideas about themselves, and the world, together. This produces some interesting
contradictions in itself. For instance, this section has examined the belief that adolescent development is about
separating and individuating from families. However, given the prominence of peers at this stage of
development, the individuating aspect of development often takes place within a peer group context (see Turner,
Hogg, Oakes, Reicher, & Wetherell, 1987, for discussion on identity development and group membership).
Peers become a point of reference for young people as they compare themselves to each other. As Brown,
Mory and Kinney’s (1994) research found, there are different types of peers and peer groups, and as such these

different groups will enable different types of identity [exploration].

Media interacts at various points across all these aspects of development. Media is widely used alone and with
others. It provides information about young people's bodies, the world, their beliefs, their homework, their
relationships, and their cultures. It creates the space and individuation from family for identity development.
Media choices and consumption are used to create identity and facilitate cultural capital and connection with
peers. Itis used to conduct friendships and relationships and plays a key role in producing opportunities for the
development of intimacy. While the place of media in adolescent development is significant, the following

section will highlight that most media influence has been viewed predominantly negatively by wider society.

1.3. Media: A Bad Influence?

Drawing from historical media accounts and research, various authors demonstrate that media has long been
viewed by adults, researchers, politicians, and “traditional” media, as a negative influence on adolescent
wellbeing, risk-taking, and psychological development (Croteau & Hoynes, 2000; L. Green, 2002; Roberts et al.,
2009). Concerns voiced reveal fears that media will result in loss of “family time” and increases in social
exclusion (L. Green, 2001), depersonalisation, disposition to violence and/or lasciviousness (Roberts et al.), and
even poor grammar and spelling (Buckingham, 2007). Interestingly, in Buckingham's review, he noted that
similar concerns were articulated with the popularisation of the novel when it was still a new media. By charting
a history of media innovations over the centuries, Buckingham's review, as well as Marvin's (1988) accounts of
new media in the 19th Century, highlights the often similar waves of concerns that are produced by the

introduction of new media forms (see Croteau & Hoynes, 2000, for a 20th Century analysis).

Lelia Green (2002) argued that such concerns are partly reproduced by traditional media as a response to the
perceived threat that new media forms pose to their market dominance. Highlighting Stanley Cohen's (1972)
work, L. Green argued that the extreme negativity with which traditional media frames new media, characterises
the production of a “moral panic”. Moral panics are described as a disproportionate level of concern about a

societal issue or innovation that are widely distributed and propagated by traditional media. The problem with
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moral panics, in L. Green's opinion, is that their hyperbole does not enable a realistic assessment of the issues
(even where there may be some truth to the concern). Payne (2008) draws on research and theory on online

moral panics to note that the perceived vulnerability of children is used to leverage disproportionate concern.

Roberts and colleagues’ (2009) review highlights that academic and parental concern are heightened as they
apply to young people, who, given their developmental stages, are sometimes seen as particularly prone to
[negative] media influences. Leila Green (2002) clarifies this with explanation of the hypothesised “hypodermic”
model of media effects, which holds that as young people individuate and go out on their own and increasingly
interact with the world without adult supervision, they will be easily manipulated and “injected” with media
messages. This fear may stem from the reality that, adolescence, as noted earlier, necessarily involves young
people increasingly separating themselves from parents and seeking other sources of influence (including
media). However, as Brown (2000) reported in her USA analysis and as some other media scholars believe
(Buckingham, 2007; S. Jackson, Low, Gee, Butler, & Hollings, 2007), these concerns do not acknowledge that
young people are not simply passive uncritical receivers of a unified media message but that young people

actively use, filter, and reconstitute media and its messages.

Such concerns and panics as produced by the media, and as considered and reproduced by adults and
politicians, have resulted in anxiety, regulation, legislation and software to protect young people. Both L. Green
(2002), and Strasburger and Wilson (2002) outline examples of these reactions and interventions in various
countries. Evans and Butkus (1997) noted one reason for such panic was that traditionally, most media
diffusions have been relatively slow and usually driven by adults. Evans and Butkus integrated media accounts
with theory to identify media panics associated with the availability of sexual material to young people in
cyberspace. Traditionally, adults were the ones who developed expertise first, having the ability to afford,
experiment, master and then regulate and control the technology prior to significant numbers of young people
gaining access. However, in their article, Evans and Butkus quoted a US Senator's statement in Time Magazine

to demonstrate that the same could not be said for the current iteration of new media:

We face a unique, disturbing and urgent circumstance, because it is children who are the computer
experts in our nation's families," said Republican Senator Dan Coats of Indiana during the debate
over the controversial anti-cyberporn bill he co-sponsored with Senator Exon (Time Magazine, 1995
in Evans & Butkus, 1997, p. 68)

1.4. New Media

What is really new about this "unique" circumstance? Marvin's (1988) USA account of the introduction of the
telegraph in the 1800's demonstrates that new media forms have been emerging for centuries. However, Flew
(2005) argues that just because a media form is new, does not necessarily make it significantly qualitatively
different in experience from its older media cousins. Both Flew's and Croteau and Hoynes' (2000) books argue
that newness and distinctiveness are not synonymous when it comes to defining new media (e.g., compare the
qualitative differences between cassette tapes and CDs, with the much fewer differences between CDs and
DVDs). Flew argues it is not necessarily the newness of the media itself that makes it new media, but rather
how it differs from existing media, and how those differences in turn affect how media is used by society. New
media in this analysis is something that results in significant changes to society. New media is that media which

makes society new.
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With that caveat in mind, Flew (2005) analysed the current media innovations to conclude that contemporary

new media is, among other things, digital:

"The major shift in media technologies has been from the storage, delivery, and reception of
information in analogue formats, to storage, delivery, and reception in a digitised form." (Flew, 2005,

pp. 8-9).

The digital nature of new media is the building block for the new affordances, characteristics, and effects, of the

current wave of new media. This is because digital data is:

e Manipulable (Flew, 2005): in comparison to analogue information, it is relatively easy to change and
adapt digital data.

o Networkable (boyd, 2007; Flew): the nature of digital data, which is manipulable, and therefore
compressible and dense, means that telecommunications networks can distribute digital information
relatively easily and even simultaneously.

e Searchable (boyd): strings of specific data (i.e., data tags, or words), can be searched for and

identified within this binary code on these networks.

1.4.1. Interactivity

The qualities of digital information, listed earlier, also enable digital creators and consumers to interact with each
other. Interactivity in this sense includes the ability for consumers to shape access to data from media creators
(e.g., the ability to "pull", or download, desired information rather than receiving "pushed", or broadcasted,
information), as well as the ability for creators to easily create and provide media to consumers (e.g., to produce
and post digital information to others) (Croteau & Hoynes, 2000; Straubhaar & LaRose, 2007). For instance,
Lévy's (2001) book on new mass media notes that the digital revolution can sustain two-way one-to-one, one-to-

many, or many-to-many communications, compared to the previous "...one way nature of ‘mass’ communication
(Croteau & Hoynes, 2000, p. 317).

This interactive communication, like other interactive communications (e.g., face-to-face conversations) can
affect the shape of particular media that is then produced and consumed (i.e., the form of a digital conversation
on a blog changes depending on earlier [and anticipated future] comments and interactions between
participants). Straubhaar and LaRose (2007) point out that the interactive characteristics of some new media is
not limited to exchanges between two or more humans, but can include human and computer interaction (e.g.,
by winning in a digital game environment, the digital environment may change in response to this human
interaction to increase the difficulty of play, which then in turn may produce different actions by the human
participant, and so on). These aspects of interactivity represent a shift in the way media is consumed, produced,

and utilised by society.

1.5. The Contemporary History of the Current "New Media" Context

We can define new media as those forms that combine the three Cs: computing and information
technology (IT), communications networks, and digitised media and information content (Barr, 2000;
Miles, 1997; Rice, 1999), arising out of another process beginning with a 'C', that of convergence
(Flew, 2005, p. 2).
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1.5.1. The Internet

The Internet epitomises the digital and interactive characteristics of contemporary new media. As noted at the
beginning of the chapter, the Internet is a network hosted by a globally distributed group of interconnected
computers. The commercial history of the Internet in NZ began in 1989 (Newman, 2008). Newman reported that
the beginnings of the 1990’s saw a fledgling NZ Internet-user community dominated by programmers, scientists,
and computing enthusiasts. However, by 2000, the Internet in NZ had migrated into a number of schools,
businesses and homes (2020 Communications Trust, 2009; Newman, 2008). At this stage the International
Telecommunications Union (ITU), the United Nations agency responsible for global standardisation and
monitoring of information and communication technologies (ICT), reported NZ Internet use at 22.2% (830,000
people) of the population (ITU, 2006). However, it was not until after this point that even more dramatic
increases in Internet use were realised. ITU figures showed that compared to the diffusion of the Internet in NZ
in the 1990s, Internet access increased by a factor of five for the first three years of the new millennium (hitting
51.2% population penetration in 2003). In fact, the years 2001 and 2002 saw the addition of more new Internet

users in NZ as had the entire 1990s. By 2007, seven out of ten New Zealanders were online (ITU, 2009).

Bell and Tang (1998) quoted statistics demonstrating that the high rate of diffusion of the Internet relative to
other historical innovations was unprecedented and brought with it unexpected results. Young people surveyed
from across 21 nations in Europe (Hasebrink et al., 2008) and NZ (Reddington, 2005) were particularly active
and proficient with this technology relative to their parents and caregivers. In fact the pre-eminence of young
people in this space earned them the popular (if not problematic - cf. H. Green & Hannon, 2007) moniker "digital
natives", while their parents (or adults generally) were deemed "digital immigrants” (Prensky, 2001). For the first
time it seemed that young people were the ones leading the roll out of a technological innovation, and adults

were left to follow.

The accelerated diffusion of these technologies among young people may reflect the interaction of two factors.
By providing the tools and environment to achieve the developmental tasks discussed earlier (e.g., establishing
autonomy, peer group activity, cultural capital, and dating) these technologies became valuable to young people.
Secondly, by becoming more popular, economies of scale, innovation, and policy shifts, meant the technologies
became cheaper, more efficient at delivering data, and connected more people. Once the technology was
cheaper and better, it diffused even more. Having diffused further, it again increased its ability to meet peer-
dependent developmental tasks, which in turn made it more attractive as a developmental setting for young
people. Potentially these two factors of adolescent development, and technological diffusion and innovation,

interacted with each other to produce an accelerated diffusion of these technologies among young people.

1.5.2. The World Wide Web and Web 1.0

Abbate's (1999) book provides an excellent summary of the early development of these technologies, focussing
on the Internet and the invention of the World Wide Web. Abbate concludes that the invention of the World Wide
Web, along with the construction of useful web browsers, underpins the dramatic rise in Internet diffusion.
Resting on the technical developments and innovations of Hypertext Transfer Protocol (HTTP), Hypertext
Markup Language (HTML), as well as Uniform Resource Locators (URLs), Abbate reported that the World Wide
Web was publicly launched mid 1991. Unidirectional Hypertext (i.e., accessing Internet resources via web-links)
combined with an accessible language (HTML) and early graphical interfaces (browsers), as well as a platform
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independent protocol (HTTP) for retrieving information (via ULRs), meant "...a much wider range of people could
become producers as well as consumers of content on the World Wide Web" (Flew, 2005, p. 7). The Web
offered more people more ways to use the Internet and as such created a new context for young peoples' activity

and developmental task completion.

For users, there have been two significant iterations of the Web: Web 1.0 and Web 2.0.° Web 1.0 sites were
initially characterised by the provision of relatively static content published by web-masters. Rheingold's early
ethnographic work (1993) on the Internet noted that at its nascent stages the web was famous for its text-
dominated interaction. Early Web 1.0 activity often involved information provision, and other than those with the
technical know-how to participate in fledgling text-based virtual communities (see Rheingold), interactivity was
often limited to searching for information on websites. At this point, prior to broadband,® Internet access was
largely reliant on fixed-line, dial-up technology (Newman, 2008). Internet opportunities, if available, for young

people were physically limited to the class room, or, more rarely, the home computer.

Evans and Butkus' (1997) work quoted earlier, found that media concern during this period mirrored some
previous fears associated with other static and passive media content providers (e.g., sexual content in video
and publications). However, S. E. Stern and Handel's (2001) historical analysis of various media evolutions, and
their production of ensuing sexual concerns by parents, politicians, and researchers, revealed that the Internet
differed from earlier media in its ability to deliver a lot more information, cheaply, quickly, interactively, and at any
hour of the day to young people. These factors likely elevated concern and honed a focus on young people's
feared [increased] exposure to certain forms of inappropriate information, like sexual material (e.g., see Mitchell,
Finkelhor, & Wolak, 2003, for an earlier large study of young people in the USA and their experiences with
sexual material online) and violence (e.g., see Cantor, 2000, for an early call-to-arms on the challenges of violent

media for young people online).

During this time young people were viewed as naive about Internet risk (e.g., Cantor, 2000) and drawing upon
experience with traditional (passive and static) media concerns, risk prevention focussed mainly on regulation
and preventing (filtering) access (Cantor; Evans & Butkus, 1997; Magid). However, as the Internet infrastructure
developed, the reliance on media management strategies based on passive static media became problematic.
As time went on, software and computer programming developments continued and more data was able to be

effectively transmitted to more people (Abbate, 1999), expanding the potential for interactivity.

Leinbach (2001) studied the development of online commerce in the USA and found that the burgeoning
Internet-user base of the late 1990's, saw the maturation of much stronger commercial [inter]activity online.
Along with the popularisation of online commerce, and the burgeoning user-base, came a market for chat rooms.
Chat rooms are online sites or applications, which can enable two or more people to use text to communicate in
real-time. Chat rooms could push conversations and information to users rather than rely on users pulling
information from the Web (Rheingold, 1993).

The advent of a much larger Internet-user base, plus the easy ability to communicate with strangers in chat-

rooms, introduced sexual predation and ‘stranger danger’ to the list of worries in the media (e.g., Abu-Haidar,

® A term coined in a speech by business people O'Reilly & Battelle in (2005).

% 1n contrast to dial-up technologies, broadband technologies can deliver more information (a broader band) (L. Green,
2002) significantly more quickly, whilst not preventing the use of a fixed-line telephone on the same line.
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1997, and an article from The News - Boca Raton, Associated Press, 1995 [largely reproduced by Keenan,
19935] are early news items about online offenders). By this time it became clear that the protectionist strategies
of regulation, monitoring and filtering young people's access were not solving the “problem”. Tarpley's (2001)
chapter Children, the Internet, and Other New Technologies drew from popular media accounts to note that such
regulation and filtering was of limited efficacy for teenaged people, who could apparently circumvent the filtering.
Acknowledging that regulation, or the practicalities of filtering or supervision, were not necessarily going to solve
the problem, required the translation and promotion of stranger danger protection measure to cyberspace, which
witnessed the production of mid 1990’s public safety messages exhorting young people to protect themselves

and remember that online contacts "might not be who he or she seems to be" (Magid).

1.5.3. Mobile phones

O'Connell's (2003) online participant observation work highlighted the danger of online offenders to UK children
and migrated fears of offender contact to mobile phone users. Around the beginning of the millennium, the
range of phones and phone plans expanded dramatically, to enable more young people (and/or their caregivers)
to afford these previously unaffordable technologies (ITU, 2006 and see Section 2.4.1 in Chapter 2). Survey
research conducted by NetSafe in 2004 with 1,528 NZ high-school students (NetSafe, 2005) found that
approximately three quarters (73%) of participants reported using mobile phones. At that point, data from the

NetSafe survey indicated that mobile phones were mainly for texting and talking with friends.

The increasing uptake of mobile phones highlighted a new safety issue: mobility. Mobility resulted in decreased
[physical] control by adults over young people's use of ICT. Mobility meant that young people could use the
media wherever and whenever they liked and could communicate with whoever they wanted to. At the same
time, banning mobile use was harder to do or achieve, as statistics from the NetSafe research (2005) indicated
that the technology had become normative in some peer environments. Managing concerns now relied on
educating and persuading [young] people to use the technology appropriately, as well as providing support and

policy to manage negative outcomes (e.g., policy around harassment and legislation on online sexual offending).

1.5.4. Convergence

The strong growth in NZ numbers of mobile phone and Internet users (ITU, 2009) was associated with
improvements in technical infrastructure. National surveys indicated that Internet access in NZ increased
dramatically from the beginning of the century onwards (ITU, 2006; Statistics New Zealand, 2009), and 2005
saw the beginning of NZ's Third Generation (3G) mobile telephony roll-out (Keall, 2009). Third generation
networks delivered significantly more data and functionality than the previous analogue networks (2G), and

enabled a host of functions not previously accessible (ITU).

These technological developments were mirrored throughout the world (ITU, 2006), and provided the
infrastructure to support the burgeoning phenomenon of convergence. Convergence describes the phenomenon
where a number of previously stand-alone functions and/or services converge in one place. Sites of this
convergence include modern hardware devices, networks, and/or software applications that provide more than
one (usually multiple) previously stand-alone functions or services. Third generation phones are an example of
hardware convergence, as they provide traditional voice communication, as well as texting, multimedia
messaging, video calling, email, calendar functions, and Internet browsing.
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Rising convergence within hardware devices mirrored increasing convergence within software applications.
Historically, online applications were usually dedicated to a functionally constrained range of tasks. For
instance, popular email applications were used to send email; LISTSERV applications were used to host a-
synchronous discussion groups (e.g., email chat groups); chat room and messenger applications were used to
host synchronous discussions; and file-sharing applications were used to share files. However, in a relatively
small period of time the functionality of many online applications converged into single sites (e.g., social

networking sites like Bebo and Facebook) (see boyd, 2007, a description of social networking sites).

Barr's (2000) book examined the media environment, and in particular the new media environment of Australia.
In noting the relatively long and complex history of convergence, Barr pointed out that maturing convergence
eventually saw “traditional” media forms (e.g., music and TV shows) converging on these next generation sites
and devices as well (see Jenkins' 2006a book for more on convergence within media channels in the USA). The
phenomenon of convergence furthered the digital media revolution, and changed the technological landscape by

offering and facilitating more content and activity, in more places, both online and on mobile.

1.5.5. Web 2.0

Web 2.0, the second iteration of the World Wide Web, was sustained by this maturing convergence. United
States media scholar Henry Jenkins has conducted a lot of research and theorising into new media (and
therefore Web 2.0). Leading the 2006 report Confronting the Challenges of Participatory Culture: Media
Education in the 21st Century, (2006) Jenkins stressed that Web 2.0 is marked by its focus on participation,
interactivity and [potentially] collaboration. Web 2.0, in comparison to Web 1.0, revolves around user-generated

content, activity, and the interaction that such content and activity can produce among users.

1.5.5.1. Web 2.0 content

Web 2.0 user-generated content eclipsed the text, and static image, dominated pages of Web 1.0, to include
blogs, online video, image sharing, mashups (the mixing of two or more data sets [which can include audio and
visual information] to produce new content), virtual goods (e.g., virtual clothes or furniture), and many other

contents (e.g., see Section 1.7.3 and Chapter 2).

1.5.5.2. Web 2.0 activity

Web 2.0 activity differed significantly from the often text-constrained Web 1.0 surfing experiences (Flew, 2005),
to include real-time participation in graphical online environments (e.g., gaming environments and virtual worlds),
customisation of virtual assets (e.g., the construction of avatars and virtual real estate), video calling, and many

other activities (e.g., see Section 1.7.3 and Chapter 2).
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1.5.5.3. Web 2.0 interaction

The particular forms of user-interactions that Web 2.0 enabled included the distribution of digital artefacts (e.g.,
posting things onto video-sharing sites, blogging items, re—tweeting11 or re-sending items onto others, etc.),
collaborating and affiliating in Web 2.0 environments (e.g., within web-based collaboration tools, like online
brainstorming applications, or affiliating in online games, and fan-communities), trading, and discussing/debating
issues in large online communities (e.g., social networking services) (Jenkins, 2006a; Jenkins et al., 2006)(also
see Section 1.7.3 and Chapter 2).

The advent of Web 2.0 thus brought with it a host of new activities, contents, and interactions, and as such,

further changed the technological landscape from this point:

“Participatory culture is emerging as the culture absorbs and responds to the explosion of new
media technologies that make it possible for average consumers to archive, annotate, appropriate,
and recirculate media content in powerful new ways.” (Jenkins et al., 2006, p. 8)

1.5.6. Rapid technology diffusion

The period in the middle of the first decade of the new millennium also witnessed large scale roll-outs of devices
characterised by convergence. Thorsen (2009) charted sales figures of converged devices from Sony, Microsoft
and Nintendo. Thorsen reported that the hand-held Nintendo DS and the Sony PSP (PlayStation Portable) led
the initial sales of converged devices. As relatively cheap and portable wireless Internet connected (Wi-Fi)
devices, they enabled gaming, Internet browsing, visual and audio media hosting, instant messaging, and in

Sony's case, real-time Internet voice and video conversations (via a Skype service).

Shortly thereafter came the third generation gaming consoles, including Microsoft's XBOX 360, Sony's PS3
(PlayStation3), and Nintendo's Wii. These consoles were marked by convergence, sporting Wi-Fi, web
browsers, media centres, chatting functionality, online communities and services, as well as gaming functionality.
By this period most new laptops were offering Wi-Fi connectivity (Griffith, 2003). Wi-Fi Internet routing was
becoming more popular in homes and businesses, and as Greenwood (2005) reported in NZ's CIO Magazine,
even some schools had implemented Wi-Fi by this time. The rapid diffusion of Wi-Fi technologies enabled more
people to access much cheaper and faster Wi-Fi services from a range of places. This environment laid the path

for the later roll-out of Wi-Fi devices like the iPod Touch, iPhone, and various other Wi-Fi enabled phones.

1.5.7. A bedroom culture

The rapidly expanding Wi-Fi technologies meant more people could access the Internet in any room of a Wi-Fi
enabled house. No longer limited by the expense of hard-wired connections and disruptiveness of dial-up
services, Wi-Fi homes could enable multiple people to use the Internet from anywhere covered with signal. This
change, in addition to broadband proliferation, meant that young people, increasingly equipped with the

appropriate technology, could also access the Internet from their bedrooms. By 2004, a fifth of the young people

T Re-tweeting in this context refers to the practice of forwarding of a short message shared through a public message
sharing application (like Twitter). Message sharing applications like Twitter enable people to post messages (e.g., Tweets) to
their “followers” or the online world more generally, and to gather responses in return.
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surveyed in both the UK Children Go Online (UKCGO) project (Livingstone & Bober, 2004), and the USA's

Generation M report (Roberts, Foehr, & Rideout, 2005), reported having Internet access in their bedrooms.

Despite increasing concerns about online safety, this period saw a large rise in young people’s solo access to
the Internet. In some respects, this reflects the phenomenon Livingstone and Bovill (1999) coined as “bedroom
culture”. From survey and interview work with young people and their families in the UK, Livingstone and Bovill
found that the majority of young people’s bedrooms already included a lot of media (including, for example,
televisions, personal computers, stereos, MP3 players, or gaming consoles, etc). Livingstone and Bovill argue
that the high concentrations of media in UK bedrooms did not necessarily reflect high parental belief in the value
of solo-media consumption. Instead, this high level of media in bedrooms was rather the by-product of parental

concerns that young people needed to be kept at home to keep them safe.

This point was later supported by Gill’'s UK review (2007) and boyd’s (2007) USA research. Gill reviewed
research and media panics on child safety issues in the UK, while boyd interviewed young people in the USA
about their use of social networking sites. Both authors concluded that concerns about stranger danger and
physical injury outside the confines of the home, lead more parents and caregivers to restrict young people's
play and socialising opportunities to structured after-school settings and/or home. Given this context,
Livingstone and Bovill (1999) demonstrate that a media-rich bedroom becomes almost a necessity. A bedroom
culture helps to entertain young people (and their friends) and provides privacy, for both young people and their
caregivers, when young people are stranded at home for hours on end. Ironically, fears about child safety and
danger outside the home, contributed to a media environment inside the home that enabled more and more

young people to use ICT technology alone.

Lealand's (2001) media assessment of NZ children's bedrooms, while not as television-rich as those of UK
children, nonetheless reported significant levels of media saturation in 1999, with even higher rates of computers
in NZ children's bedrooms relative to the UK. The existing bedroom culture of the 20th century, let alone any
media increases in the 21st century bedroom, suggests significant numbers of young people in NZ may also
have increasingly gained Internet access in their bedrooms, as well as in other areas of their homes.

1.6. A New Developmental Setting

The developments outlined above significantly evolved and changed the technological landscape for young
people. The invention and diffusion of the Internet facilitated interactivity in media to levels never seen before.
The development of the Web, in addition to the expansion of mobile phone ownership and broadband
technologies, offered this technology to more young people. The evolving technological landscape saw the
maturation of convergence and ushered Web 2.0 into being. To summarise, by 2006 the technological

landscape, flavoured with strong doses of bedroom culture, increasingly offered this generation of users:

e Alarge increase in high-speed, and often wireless, Internet access.

e Alarge scale diffusion of cheap Internet-capable, often mobile, and Wi-Fi, converged devices.

e Anincreased ability to access the Internet privately from one's bedroom, or elsewhere.

o A massively expanded offering of Web 2.0 activities, interactions, and contents.

¢ An ability, and tendency, to combine these activities, interactions, and contents, into converged sites

and devices.
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Essentially, these changes enabled more young people, to do more things, in more places, more often. The
expanding numbers of young people going online, doing more things online, and doing different things, in new
online and mobile environments, is important because it suggests that young people were developing in a new
setting—a setting that raises [new] issues to consider for young people’s safety and wellbeing. By enabling
significantly more activity (and different types of activity) than the Web 1.0 context, convergence may well

increase the amount of opportunity and harm experienced by young people.

1.7. Opportunities and Benefits of the New ICT Developmental Setting

While it is outside the scope of the thesis to study the many benefits ICT can provide young people, there is
room to summarise its importance for education, entertainment and lifespan development. Following her review

Byron (2007) suggests these benefits could be grouped into four domains:

e |dentity and social connection.
e Participation and civic engagement.
o Creativity.

e Education, learning and cognitive skills.

Jenkins and colleagues’ (2006) USA report on the need for digital literacy also highlights the opportunities of ICT
for the development of new cultural skills as well as economic advancement. Facilitated by relative ease of use
and flexibility, ICT's contributions to global connection, as well as entertainment and relaxation are also
frequently mentioned as benefits (Buckingham, 2007; Byron, 2007; Gee, 2003; Hasebrink, Livingstone, Haddon,
& Olafsson, 2009; Livingstone, Bober, & Helsper, 2005).

1.7.1. Identity and social connection

As noted earlier, identity development is the overarching focus of adolescent development, and ICT provides rich
opportunities for identity development. Following ethnographic and interview research, a range of researchers
demonstrated that ICT can facilitate space for adolescent identity work in blogs (Bortree, 2005), social
networking sites (boyd, 2007), and online gaming environments (Pearce & Artemesia, 2009). Qualitative data
from the UK government report Children and the Internet (Ofcom, 2007a) demonstrated that virtual environments
now play a key role in enabling some young people to socialise and gain support for the development of their

identity."

To the extent that identity development requires social connections, ICT’s benefits are realised in its ability to
facilitate young people’s social connection with others. boyd's (2007) analysis of young people in the USA
demonstrated that ICT facilitates these social connections in two ways. It provides the means for such

connections (e.g., social networking services like Facebook and messenger applications), and by providing

12 Families in Lealand and Zanker's (2008) NZ research also-said thatthe "contactableness" of mobile phone technology can
alleviate concerns over children's exploration of public spaces. By expanding the availability of safe physical space, mobile
phones may enable such young people more social connection with their peers.
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shared content, it also provides the basis (cultural capital) for discussions in social interactions (e.g., discussion

points and topics of commonality, like a popular video on YouTube).

ICT can also facilitate social connection by providing opportunities to connect with others while sharing media
experiences. Survey research with young people in NZ (Lealand & Zanker, 2008) and interviews with young
people and their families in the UK (Ofcom, 2007a) concluded that young people and families may strengthen
social connection by consuming media together (e.g., by watching movies, or gaming together). Roberts and
colleagues (2009) also noted that shared media consumption also characterises a significant amount of the time
that young people spend with peers and can be used to produce social connection (e.g., going to a concert with

friends or tackling a new mission in a virtual world).

Jenkins' (2006b) examples of contemporary fan-culture and Pearce and Artemesia's (2009) research with online-
gamers, also highlights that new social connections can be established using ICT (e.g., making friends with
people in online forums about TV shows or joining a new game community). Affiliations around particular
interests (e.g., environmental concerns or fan communities) are beneficial as they enable people to form groups
(both formal and informal) from which they can grow their social connections and group memberships, both key

parts of identity development.

Finally, as noted in Section 1.2.2, the content of media itself can be used to help shape personal ideas about
what is important. ICT offers access to an enormous amount of media and information. Young people can use
this media to gather information about the world and one's place in it, and form their own ideas and beliefs about

the values, ethics, and topics that are important to them.

1.7.2. Participation and civic engagement

Having developed personal tastes and values, ICT can facilitate and promote civic engagement. Bennett and
Toft (2009) reviewed international case studies to demonstrate that ICT can connect people to communities that
promote civic participation. The “World Says No to War” protests in 2003 are an example of civic participation
that benefited from ICT’s ability to easily facilitate these connections (via email lists). Bennett and Toft detailed
how ICT produced affiliations, knowledge sharing and organisation, and awareness-raising of the protests
globally. ICT can also provide on-demand access to political news, policy, speeches, and events. This can
even happen when national media are restricted or unavailable. For instance, videos and tweets about the 2009

presidential campaign riots in Iran both raised awareness and motivated political action globally.

Young people may participate in this civic action or initiate it themselves. For instance, within four days of a
political announcement suggesting a raise in NZ’s driving age, a 14-year-old had already created an online
petition against the move (iPetition, 2010). Combined with interest groups on the topic on Facebook, which
included links to news articles about the legislation, ICT was able to connect, inform and engage local young

people about this civic issue.

1.7.3. Creativity

ICT can also benefit young people by providing an environment to stimulate creativity. ICT can provide the
inspiration for creative works, the need for creative solutions to gaming problems, the tools for producing creative

products, and the ability to share creative works with others.
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Jenkins and colleagues’ (2006) work highlighted opportunities for creativity by cataloguing the new creative
"expressions" that ICT has enabled. ICT enables pre-digital creative practices, like photography and music

composition/recording, to be relatively easily and often more cheaply, conducted digitally.

Additionally, Jenkins and colleagues (2006) highlighted that ICT now enables young people to participate in new
activities. For example, digital sampling is a new creative form enabled by ICT. Digital sampling represents the
process whereby an existing digital creation is captured and "sampled" into a new creative work (e.g., inserting a
fragment of a political speech into a dance track). Currently, the high-rating TV show Glee has highlighted the

new creative form of mashups, where two songs are “mashed-up” to produce a new song (creations).

ICT can also facilitate creativity by providing young people with material for creative inspiration. For instance,
some young people produce fiction about their characters’ adventures in the online World of Warcraft game
(e.g., Fanfiction.net, 2010). Media can also provide impetus for play, such as when young people act out
characters from computer games in play. Media may also stimulate further research on a topic or hobby young

people discover or foster through media (e.g., learning more about planes after using flight simulation software).

Gee's (2003) book on the benefits of video games for learning and literacy offers insights into how video games
can promote and support creativity. With his participant-observation approach, he found that many computer
games offer challenging problems that require solving. His work highlighted that creativity is a key requirement

required to solve many of the challenges and problems in games.

Finally, ICT enables creative opportunities for young people by offering a number of ways with which they can
share their creative materials with others. Jenkins et al. (2006) argued that the skill of “circulations” is required to
share user-generated material with others. Circulations skills refer to the ability to circulate and broadcast media
products to an audience. In the user-generated world of Web 2.0, young people now have additional creative
licence over the tools they use to share their material with others. Coming up with the right media distribution

solution is yet another creative and skilled opportunity that ICT produces for young people.

1.7.4. Education, learning, and cognitive skills

The opportunities offered by ICT for learning and knowledge development are immense. This section already
demonstrated that ICT offers opportunities for learning by fostering knowledge and skills from social
connections, participating in political awareness-raising, producing creative works, solving problems in games,
and circulating creative material to others. ICT also offers young people additional opportunities for learning,

knowledge and skill development, by providing content and requiring skills for effective use of ICT.

The often text dependent nature of ICT interaction (even within many contemporary games) makes the skills of
reading, writing, and vocabulary development crucial to effective participation. Motivations to do well at a game,
or to find a particular piece of information (e.g., a song) online, may help drive such literacy and online skill
development. The cognitive development benefits of the Internet, particularly as realised through computer
games, can facilitate spatial awareness skills, hypothesis testing, sustained attention, strategic thinking,
collaborative problem solving, collaborative knowledge production, and multitasking skills in young people
(Foehr, 2006; Gee, 2003; Greenfield, 2009; Roberts et al., 2005).
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ICT can provide young people with global knowledge content for educational and personal use. Having learnt
online searching skills, the Web can provide easy access to general and specific knowledge. As noted earlier,
health information is likely to be a specific interest to young people going through significant biological and
sexual changes. The Kaiser Family Foundation (2001) published the results of their USA survey of young
people’s (defined as 15—-24 years in this report) use of the Internet for gathering health information. Of the 1,209
respondents, three quarters (75%) had used the Internet at least once to gather health information. Suzuki and
Calzo’s (2004) study examined content posted in two USA “teen” health bulletin boards over a two month period,

finding that the majority of this health interest revolved around issues of romance and sexuality.

1.7.5. Summary

ICT can provide many benefits to young people. It provides opportunities to strengthen social connections and
thus facilitate identity development. It can provide space for identity work (e.g., blogs), as well as the content to
facilitate social lubrication (e.g., music videos on the blog). ICT can offer young people access to information
and political processes that can result in civic engagement and participation (e.g., going to a rally following a
protester’s tweets to action). Creatively, ICT provides numerous benefits to young people, including tools for
creative productions and content for creative inspiration. In these processes ICT can also provide opportunities
for knowledge gain and skill development. However, the many benefits that ICT can provide are not
automatically associated with unstructured ICT use, but depend on the social and educational context of such
use. Therefore, like any learning medium, the technology itself will not necessarily produce learning, but it is

how the technology is used, and how the opportunities are realised, that will determine learning.

Perhaps it is for these reasons that Europeans report a mainly positive reception of the Internet. The majority of
parents, and young people themselves, from most of the European13 countries in the EU Kids Online (EUKO)
research project, reported that the Internet was educationally beneficial (Hasebrink et al., 2009) and 81% of 8-17
year-olds (N=513) and 92% parents (N=537) in the UK, agreed that home-based Internet helps with homework
(Ofcom, 2007b). However, only just over half (57%) of these same parents agreed with the statement that "the

benefits of the Internet for my child outweigh any risks" (Ofcom, p. 66).

1.8. Challenges of the New ICT Developmental Setting

The new ICT developmental setting included those challenges offered by Web 1.0, as well as the new, or
modified, challenges associated with the increased access, affordances, and activities of Web 2.0. The earlier
challenges and concerns mainly centred on young people’s exposure to inappropriate content (e.g., sexual
material and violence) and people (e.g., sexual offenders and people who bully). However, the participatory,
interactive, and converged nature of Web 2.0 technologies still produces those earlier concerns at the same time

as introducing new concerns:

[Web 2.0 phenomena] continue to evoke well-established concerns of the kind considered above,
albeit sometimes in new [emphasis added] forms. Social networking sites, for example, have
generated new [emphasis added] anxieties about ‘stranger danger’ and bullying; while file-sharing

¥ The project included 21 European states, including: Austria, Ireland, Poland, Belgium, Netherlands, Denmark, France,
Finland, UK, Norway, Germany, Sweden, ltaly, Poland, Estonia, Iceland, Portugal, Czech Republic, Spain, Slovenia, and
Greece.
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and user-generated content sites have provided new [emphasis added] opportunities for circulating
sexually explicit or violent material that some consider inappropriate for children. Familiar concerns
about addiction, about the demise of healthy family life, or about the physical effects of excessive
use, have all been expressed once more in respect of these new [emphasis added] phenomena.
(Buckingham, 2007, p. 44)

The new concerns mainly centred on the user-generated and interactive nature of Web 2.0. Hasebrink et al.
(2009) produced diagrams summarising the research literature from Europe and its descriptions of the nature of
challenges and opportunities of this new environment. Figure 1 (see below) reproduces their risk diagram, where
‘risk’ is defined as the negative "experiences that might result from transactions between communicators, the

content/services they provide, and the user" (Hasebrink et al., p. 8).

1.8.1. Challenging ‘risk’

The thesis uses the concept of ‘challenge’ in place of this conception of risk. ‘Challenge’ includes many of the
characteristics of risk. Like risk, ‘Challenge’ is a situation or experience that has the realistic potential to produce
a negative outcome for a person, regardless of whether or not it produces a negative outcome. Itis in

the potential for negative opportunities and situations that both risk and ‘challenge’ exist. Equally, both risk and

‘challenge’, if successfully resolved, can produce positive outcomes and learning.

However, ‘challenge’, as is used in the thesis, differs from risk in some key ways. Rodham, Brewer, Mistral, and
Stallard’s (2006) focus group research investigated how young people in the UK understand and make sense of
the concepts of risk and challenge. Their findings highlighted that risk was framed as “taking a chance” on an
activity that could produce a negative outcome, despite not knowing if they could avoid the negative outcome.
Risk existed because of the potential for negative consequences that were perceived to be out of their control.

This frames risk as an outcome of fate, and in doing so severely diminishes young people’s agency.

‘Challenge’ conversely, was seen by the participants as activity that, whilst tough, could produce controllable and
positive outcomes. ‘Challenge’ as defined by the research, represented a potentially negative situation that, with
effort, could be managed and controlled to produce positive outcomes. Challenge reframes young people from
passive receivers of risk outcomes, to active negotiators and managers of the challenges in their lives. One of

their participants’ highlights this point particularly well:

| see a challenge as something you kind of affect the results because, with a risk, it could be either
way and you can't affect i, it's chance really, whereas a challenge is something that you do well or
do badly. You have more control of it. (Male, 17). (Rodham et al., 2006, p. 266)

This concept of ‘challenge’, and young people’s agency in producing positive, as well as negative outcomes, is
important in the thesis because of its focus on resiliency and challenge-management. The thesis focuses on the
actions (if any) that young people take in managing ‘challenge’. Interest does not so much centre on whether or

not young people are unlucky enough to face risk, but what they do when they face ‘challenge’.

A second point of difference is also apparent in the concept of ‘challenge’ versus ‘risk’. Participants in Rodham
and colleagues’ (2006) work also highlighted the idea that risk was largely seen as a choice. Risk was often
framed as the decision to do something that could produce negative outcomes. Conversely, challenge was

framed as the activity that had to occur once a challenging event was already underway. The important
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differences in these conceptions are that risk is framed as a decision, which implies that young people can

choose to engage in risk activities or not—that young people can choose to avoid risk or not.

However, some ‘challenges’ in cyberspace may be unavoidable (e.g., pop-ups or spam of sexual material, or
being targeted by abuse) and are not necessarily the result of a young person making a decision and taking a
gamble on the result, but instead represent the commerce of this deregulated commercial space. Activities
required for forms of participation in cyberspace (e.g., communication) will inevitably produce ‘challenges’ for
young people (e.g., managing inappropriate comments) just as other unavoidable activities do (e.g., travelling to
school exposes young people to road danger). Given the size and significance of the developmental setting of
cyberspace, it seems inaccurate to imply that young people can choose to avoid such risks (e.g., sexual material

or harassment online).

Instead, cyberspace, as mandated as it seems to be, will rather inevitably produce challenges for many young
people, just as other mandated environments do (e.g., schools and bullying). For this reason, the term risk may
falsely ascribe agency to take risks in cyberspace and over represent the phenomena of risk-taking and label
certain young people risk-takers. Instead, this concept of ‘challenge’ highlights that challenging events may
happen even when the situation that produces such events is not necessarily chosen by young people. This
refocuses analysis away from why young people ‘choose’ to take risks, to why cyberspace is important to them,
and how they manage the inevitable challenges it presents.

To summarise, the concept of ‘challenge’ includes many aspects of ‘risk’ but differs in two main ways. Rather
than fates determining a positive or negative outcome following a risky decision, 'challenges' represent an active
process by which young people manage potentially negative situations either positively or not. Whereas
discourses of risk falsely imply that young people choose risk; the concept of 'challenge’ implies that negative
outcomes are not necessarily avoidable. In sum, 'challenge’ calls for a focus on how young people manage
such situations. Where other authors’ definitions of risk in cyberspace can be considered with these

understandings of 'challenge’, the thesis will call them challenges from this point onwards.

1.8.2. Accessing contexts of challenge

The concepts of access and usage are important forerunners to understanding the challenges listed in Figure 1.
By determining how much, and for what purposes, young people use ICT, the factors of access and usage in
turn influences the amounts and types of risks encountered. The more access and usage young people make of
ICT, the greater the opportunity they face for both positive and negative outcomes. Hasebrink and colleagues
(2009) also hypothesise that young people's online skills™ and media literacy, in addition to access and usage,
may also mediate their experiences of positive and negative outcomes (e.g., given similar amounts of online
activity, cyber-skilled and media literate young people may experience fewer negative outcomes than young

people without such skills or knowledge).

% Hasebrink et al. (2009) note however that currently there is little consensus in the literature about how skills and media
literacy as related to ICT should be defined, let alone measured, so these stand currently as hypothetical influences.
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1.8.3. Types of challenge

The top row of Figure 1 lists the categories of challenges that ICT can present (Hasebrink et al., 2009, p. 8).
These challenges are arranged according to categories of motivation for the challenge (e.g., a sexual motivation
by an offender may see them target a young person, while a sexual motivation for a young person may see them
seek out sexual material online). The row headings in Figure 1 refer to the role of the young person in an
interaction, either receiving, or providing, inappropriate content, contact, or conduct. Hasebrink et al. highlight
that this model is transactional. The motivations (columns) interact with the role of the young person (rows) to
produce the challenges in the body of the table. A challenging interaction may include a single motivation or
more than one motivation (e.g., illegally downloading [commercial] sexual content [sexuality] with racist
overtones [values/ideology], etc.). The base of the table represents the negative consequences15 that may result

from the challenges listed within the table and, in the case of ‘addiction’, from overuse of ICT.

'® The term "sexual orientation”, noted as a negative consequence, is not defined and is itself an ambiguous term. For the
purposes of the thesis it is understood to mean an increased "orientation to sexuality" rather than to mean an increased
disposition to non-exclusive heterosexuality ("sexual orientation").
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Figure 1. Risks as Transactional Results of Access, Usage, the Child’s Role, and Underlying Communicative
Motives Leading to Negative Consequences (Hasebrink et al., 2009, p. 8).
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1.8.4. Existence of challenge

Nega