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PREFACE

Because thie report is somewhat different from the usual
report of a research project, a word of explanation is in order.
The research is based on interlocking surveys of schcol children,
their families, the neighbors of their families, and their
teachers. However, we do not eimply present the findings as the
major content of the report. Indeed, it was never our intention
merely to conduct surveys but, rather, to begin an inquiry into
& much broader theoretical issue than an examination of school -
community relations, namely, the relationship between bureaucrat-
ic organizations and community primary groups.

This investigation {s an attempt to provide some empirical
documentation for the more general hypothesis that is presented
in the first chapter. The question has received relatively
little attention in prior speculative theory or empirical re-
search. Therefore, the study must be viewed as exploratory. We
were not able to anticipate many of the technical problems of
medsurement, or the crucial importance of some variables that are
only crudely observed. We have not hesitated to follow unexpectad
leads in the data, to pursue ex post facto interpretations, to
allow the data to suggest theoretical details.

An exploratory study guided by a theoretical design must
take a somewhat different attitude toward data than a study
proposing to test a specific hypothesis, or a study reporting
the findings of a survey. We have at times pursued theoretical
ideas even when the empirical base has been precarious. We have
done so when the data have been suxgesti'’e of important ideas
which we had not anticipated. We prefe. to report such ideas--
despite their slender support--so that future investigators may
not have to rediscover them for themselves but may begin their
studies with at least this slight advantege and hopefully thereby
make greater advances. In an exploratory study, we prefer to
risk the error of assuming a relationship to be true when it is
false, rather than the more serious error of assuming it to be
false when it is true.

Having cautioned the reader that some of the data and some
of the interpretations should be viewed as illustrative rather
than definitive tests of hypotheses, we do not ask anyone to
suspend judgment of the scientific merit of the study. We suggest
that the canons of scientific criticism be applied that are ap-
propriate to the current phage of inquiry into the problems we
have addressed. Within this framework, we have found this initial

exploratory study very suggestive and encouraging for further re-
search in the field.

v
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Chapter 1

Formal Organizations & Community Primary Groups:
A Theory of School-Community Relations

The overarching framework for this study on school-communit
relations is what we have called, "A Balance Theory of Coordina-
tion"1/ between bureaucratic orgauizations and community groups
(e.g., families and neighborhoods). Put in its simplest form this

theory states:

An organization is most likely to achieve its goals where it
is at a moderate social distance from family and neighborhood
groups in its community. To be completely isolated will en-
danger the achievement of its goals and to be too close will
endanger its goals.,

In this study we try to apply this theoxy to school-community re-
lations. We try to see what forms of school-cermunity relatious
are most likely to lead children to learn to read well. To under-
stand in what sense this theory differs from other points of view,
we shall begin by reviewing some of the major alternatives.

Some educators have adopted what we have called the "locked-
door poiicy" which takes its name from the fact that some school
principals have their doors locked during schocl hours symbolizing
their more general view that the conmun’.ty is extraneous, if not
damaging, to the education of the child.2/ 1In its more moderate
form this view takes cognizance of the problem of motivation but
suggests that in most cases it can be handled by the teachers or,
in extreme situations, by trained experts--school social workers,
psychologists, counselors, nurses, and so forth. Such a view
would visualize something like the British boarding school as
iceal. Those holding the extreme "lacked-door" position would
reject the balance theory of coordination. They would argue that
the family and neighborhood primary grcups do mot play an impor-
tant role in education and therefore no coordination is necessary.
The major danger they see is that the school and the community can
come too close. Of course, few educators would adopt such ai
extreme position. Those adhering to a "locked-door" policy more
commonly hold that the family has esseutial responsibilities that
capnot be replaced by trained professionals but these responsibili-
ties are different from those of the school. For instance, in
order to educate & child it is necessary that he be properly fed
and clothed, and these are distinctive family responsibilities.

It would be held that when it is "ecessary for families and
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schools to communicate, this should be done through formal pro-
cedures, e.g., written messages, formal conferences, use of legal
authority. This more moderate policy aiso differs from the
"balance theory of coordination” in that it too argues that the
real danger for education is that the family and school might be-
come too close. It does not see a danger from too much isolation.

An elternative viewpoint, which seems to be gaining in-
creasing support among educators, is what we have called the
“open-door policy." 1In essence, this position holds that maximum
education will occur where the families and schools are brought
close together, where families are brought into the schools and
schools taken into the community. Educators holding this view
argue that motivation is ceutral in educating the child and that
the best way to motivate him is by relating the teaching situation
to his on-going life experiences. Therefore, it is necessary to
take learning experiences into the community and to bring the

community intc the school if one is to achieve maximum motivaticn
in the child.

A number of recent experimental approaches to educating
"culturally deprived" children have assumed this position. It is
often implicit in the idea of the "community school" advocated
by many educators.(80) One school has gone so far as to consider
installing washing machines and cooking facilities which families
may use because they argue that locating such family activities in
the school can have a bearing on the child's education. The Great
Cities Project in Detrcit does net go so far but its underlying
viewpoint is essentially that of the "open-door policy.

It is important to recogniie that some schools are seeking
closer contact with families precisely because they wart to in-
crease the efficiency of education. Those holding this "open-door"
philosophy alsc disagree with the balanc theory of coordination
but for the opposite reason from proporents of the "locked-door."
They disagree because they feel the chief danger is haviug school
and community too far from each other.

When we turn to sociological theories, we find remarkable
Parallelism, Most sociological theory has not been explicitly
concerned with the problem of linkage, but much work has an im-
plicit bearing on it. Max Weber, for instance, suggested that
bureaucratic organizations were most effective for reaching most
goals in a modern mass society and their development was incom-
Patible with a strong family system.( 29) (73). Along these same
lines Ogburn suggested that most major family functions have been
taken. over by bureaucratic organizations.( 72 ) These two ideas
taken together (incompatibility of the two types of structures and
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the idea that bureaucratic organizations can take over most of the
functions of primary groups) would s est that where one system
develops the other must be weakened. This position, like the
"locked-door" philosophy of educators, would argue that the local
cecmmunity plays a little role in the education of the child., 1It
would disagree with the baiance theory by suggesting the only
danger is that of being too close,

Less extreme contemporary theorists (such as Parsons) hold
that certain necessary functions--suck as early socialization of
the child and management of tensions of both adults and children--
are best performed in *the family.( 74) ( 90) These famiiy func-
tions, not capable of.performance by bureaucratic organizations,
are requisites for modern society. As such, the problem of coor-
dination between school and community would be very important.
However, because ths functions of school and family are very dis-
tinctive, and because their atmospheres are so different, the
danger seen in such a relationship is that of being too close.
This sociological theory parallels the more moderate "locked-door"
position of some educators, As such, it also differs from the
balance theory.

It is of some interest that we can find few sociological
theorists who advance a theory compatible with the "open-door
policy" of educators. However, the studies of sociologists who
are working closely with practitioners (studies, for example, on
voting and consumer behavior) do show a very strong emphasis on
the need for the formal organization to link up with community
primary groups.( 3 ) ( 43) Furthermore, if we observe practi-
tioners in many institutional areas--such as business, the army,
fund raising, control of delinquency--we find their procedures
reflecting a theory of linkage that closely parallels the "open~
door" policy of the educator.3/ The inference from this work is
that the chief danger in coordination is that of too much distance
between formal organization and community primary groups. It
differs from the balance theory by not seeing the danger of being
too close.

It is evident that there is disagreement among both practi-
tioners and theorists as to what might be th~ ideal form of coor-
dination between bureaucratic organizations (schools) and commun-
ity primary groups (families and neighborhcods). In part the
resolution of this disagreement is an empirical matter and in part
it is a theoretical one. The evidence that can be brought to bear
on the issue at this point in time is very limited and it is sub-
Jject to many different interpretations. To make it meaningful one
must therefore place it within a meaningful theoretical rationale.
Similarly, a theoretical position without empirical evidence to
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back it up is rot persuasive. Therefore, what we should like to
do in this chapter is to lay cut in some detail the underlying
retionale behind each of the positions we have suggested above.
This in turn should provide the reader with a proper frame for
encompassing the empirical evidence offered in the succeeding
chapters.

The Relative Advantages of Formzl Organizations & Primary Groups

for Goal Achievement

In the prior discussion of views of school-community re-

“lations, there are two underlying assertions being made. Those

arguing the danger in cocrdinating schools with community, of
bringing them too close, assume that the atmospheres of the family
and the schools are antithetical. Bringing them too close is like-
ly to introduce nepotistic, non-objective, affective norms of the
family into the school system or introduce the contractual im-
personal relations cf the school into the family. In either case
this is believed to lead to the disruption of the school, the
family, or both. Those who argue that the major danger is in
keeping schools and community too far apart say that both bureau-
cracy and faunily contribute in a closely interlacing manner and

if they are isolated from each other their contributions will not
be coordinated but may cancel each other out. Tiere is, of
course, no reason why both of these positions might not be true.
In fact, that is exactly the position we take for justifying the
balance theory.

With these implicit assertions before us, we can focus our
theoretical analysis on two specific issues. First, do primary
groups (families, etc.) and bureaucratic organizations (schools)
have qualities that inexorably bind them together if maximization
of organization goals is the purpose? Secondly, are the atmos-
pheres of primary groups and organizations so contradictory as to
cause conflict if they are brought into close contact?

There are several approaches one can take to solving the
first problem. One possible approach %ould be to list organiza-
tional goals and show that one of three things happens: (1) each
goal is best handied by the bureaucratic organization, (2) each is
best handled by the primary group, or (3) each is best handled by
both forms in some close cooperative effort. We think at this time
such an appreach is extremely difficult because of the great di-
varsity of organizational goals as well as the fact that they may
vary by time and circumstance. We propose to use an alternative
approach which we feel provides a mecre general solution to this
problem. Rather than stress goals, we ask ourselves whether there
are not a fairly limited number of ways by which organizations can
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, achieve their goals? If so, does the structure of bureaucratic
or primary groups permit them to utilize any of these modes of
problem solving in a superior fashion?

| When we examine the literature, we find that a number of

k sociologists have noted ways in which people ultimately gain their

k goals (e.g., forms of power). The lists vary somewhat but they
basically vary on the same theme. We therefore use one analysis
( 26 ) which suggests four ways by which people achieved their
goals: (1) through use of expert knowledge, (2) through coercion,
(3) through acceptance as a legitimate authority in the group
context, and (4) through personal attractiveness or reference
power.

To solve the theoretical problem we have posed, we will try
to show that primary groups or bureaucratic organizations by their
very structures permit the differential exercise of these various
forms of influence.4/ For instance, we ask is there anything in
the structure of a bureaucratic organization which will permit its
members to bring more expert knowledge to bear for solving prob-
lems than the primary group can provide. 1If we could escablish
this with regard to all modes of influence (knowledge, coercion,
legitimation, and reference power), then we would have established
a theoretical basis for the "locked-door" policy.( 58 ) For what

| we would have done is establish in principle that the bureaucratic

| organizations have the most effective means for solving any prob-
lem. If we could establish that both the formal organization and
the primary group are able to utilize the four modes of influence
for different problem solving phases of the same task, then we
would take the first step to providing a theoretical rationale for
the “open door" philcsophy. We would have established in prin-
ciple the need for two organizations to work closely together.

We begin our analysis by focusing on the structure of
bureaucratic and primary groups as they relate to the use of
expert knowledge. This will provide a prototype for the analysis
of the other three modes of influence.

At the outset, we would argue that the very structure of
bureaucracies is designed to maximize the growth and use of
trained experts. .We can see this if we take as our definition of
bureaucracy the dimensions of organization suggested by Weber( 29 ):

| (1) Appointment and promotion by merit (i.e., ability to
| get the job done): insures that the best trained

| person will be hired and that people will be continu-
ally motivated to improve their skilis.
|
|
l
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| (2) Specialization: insures that people will be given
maximum opportunity to practice their skills.

(3) Impersonal relations: insures that irrelevant issues
such as friendship will not interfere with assignment

and promotion of people on the basis of their compe-
tence for tasks.

(4) A priori-definition of duties and privileges: insures
that the goals of the organization will remain para-
mount and nobody can take advantage of a superior

position in the organization to introduce personal
considerations.

(5) Rules: insures that there will be proper coordination

so the right expert wiil be on the right job at the
right time.

(6) Hierarchical authority: insures that there will be a

reasonable coordination in situations which cannot be ]
covered by rules.

Such a social structure is clearly set up to develop trained ex-
perts and bring them to bear on a given problem.

Let us now contrast this with the primary group which is 1
typically defined as follows ( 13):

(1) Affective relations: membership and evaluations are ’
made on the basis of love and nepotism. A man leaves -
his property or business to his children not because
they are more able than anybody else but for purely
nepotistic reasons, e.g., they are his family.

(2) Diffused relations: the primary group considers many
different areas of life as legitimate group concerns
(e.g., religion, politics, work, recreation, health,
aesthetics, love, etc.). It would only be a chance
occurrence if a member of the primary group happened
tc have specialized expertise in any given field.

(3) Non-instrumental relations: the survival of the group
as an end-in-itself is the paramount goal of the group.
Individuals within it are not expected to evaluate each
other in terms of their ability to carry out other

t tasks. Put somewhat differently, for most tasks merit

is a secondary consideration.
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(4) Permanent relations: people are attached tc the group
by some permanent biological basis or have some rela-
tively permanent social ties, e.g., marriage., As a
consequence, people are not easily removed from this
group no matter how incompetent they may be in the
performance of most tasks.

(5) Face-to-face relationships: this is a small group
which cannot provide a large enough number for devel-
oping specialists and which is so intimately and fre-

quently involved that it would be difficult to main-
tain impersonal relations.

The primary group, in contrast to the formal organization, clearly
is not structured to produce . 6r -  maintain trained experts.
From this analysis we conclude that the formal organization is
better for solving problems which require '"trained experts."

How then do we account for the efforts of various organi-
zations, such as the schools, businesses, and other ma jor organi-
zations, to move closer to the primary groups so as to increase
their effectiveness? We think there is a very important class of
events for which "trained experts" are of little use. As & con-
sequence, the bureaucratic organization has no advantage over the
primary groups. In fact, we can see that in some circumstznces,
formal organization is 2 positive hindrance to the aclievement of
goals.

We will give three instances where trained experts have
little value. First, whcie the knowledge required to do the job
is so simple that ihe average person can handle it. For instance,
dressing a c¢hild, feeding a child, making sure a child stays out
of the streets, providing initial language skills, making sure
the child will ieave for school on time, making sure the child
goes to bed on time, putting some antiseptic on a minor cut, etc.,
etc., etc. When we look closely, we see a substantial part of
life made up of innumerable events of this kind. Professional
training does not materially increase one's ability to handle such
everyday events. If we accept this assertion, we would further
argue that the small size and diffused relationships of a primary
group permit much faster and more continuous lines of communica-
tions for such everyday tasks. A mother with one to three chil-
dren is able to handle quiekly the problems of dressing, feeding,
and supervising her children at home in contrast to a teacher with
30 to 40 children on her hands. If the mother has the same
adility to perform these tasks as the teacher, then the primary
group setting of the family is a more efficient way of handling
this problem than the bureaucratic setting of a school. The small
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size of the primary group as well as its diffused relations, which ]
make it difficult to provide "trained experts," are advantages
when the memoers of the group are already expert enough. 1

It is not only that the primary group provides faster and
more continuous supervision but that the time and resources for
training specialists to handle jobs which can be handled by non-
specialists is a drain on organizational goals. For instance, if
a doctor had to be present every time an individual tcok an aspir-
in for a headache, we would either have a severe drop in the 4
amount of time doctors could give to other medical matters or we
would have a lot of people with headaches. Having made the point
that the primary group provides a speedier and more flexible mode
of decision making when trained experts are not necessary, we want
to emphasize that this is true only when the task requires no
trained experts. Where trained experts are useful, the formal
organization is likely to be quicker and more flexible.5/

A second, and somewhat related, area where "trained ex-
perts" are of little use is where there is little or no expert .
knowledge available. Some of the areas where knowledge is sparse
and which are related to educaticn are as follows: the internali-
zation and continuous re-enforcement f achievement values, the
development and continuous re-enforcement of modes of thought most
conducive to problem solving, the development and continual re-
enforcement of deferred gratification, the development and con-
tinuous re-enforcement of educational study habits, the develop-
ment and re-enforcement of vocabulary. ‘

We wish to be clear about the sense in which we say there 1
is no "trained expertise in these areas." The expert may be
better able to identify instances where there has been a break-
down in any of the above areas; he may even be able to indicate
what general courses of action should be followed; he might even
be able to train parents to do a better job. _However, the expert
generally cannot specify tke everyday, 24-hour-a-day activities
that a parent must engage in to effect any of the above processes.
Thisis evidenced by the fact that the expert is probably no better
a parent than the average person of the same socio-economic level,
His expertness will often rest not in replacing the primary group
with services of a formal organization, but in repairing the pri-
mary group so that it can operate more effectively., Hjis role is
important and beneficial but, at this stage, he does '
not have that knowledge of the everyday processes which enable
parents to successfully handle some of the problems we have listed
‘ above. 6/

Besides those already mentioned still another aspect of the




primary group becomes advantageous when dealing with areas where
we have little knowledge. Lack of knowiedge means that events are
unanticipated and in this case the primary group's emphasis on
diffused relations, rather than specialized ones, is important.
The more diffused the relationships, the wider the intake policy
of the group and the more likely the unanticipated events will be
accepted as a legitimate area for the group to deal with. The
bureaucratic structure (with some important exceptions)7/ finds it )
difficult to absorb the unanticipated and is sometimes prevented
from doing so by law. In addition, it might be pointed out that
some evidence suggests that having positive affective relations
are conducive to task motivation and commitment.8/ Thus, in a
situation where primary group members have knowledge equal to that
of members of bureaucratic and there is much uncertainty, the pri-
mary group stress on affective relations is a virtue and not a
defect. Finally, we would again note that it is wasteful of or-
ganizational resources to train specialists who in fact are little
better than crdinary individuals.

The point we are making is that where society must deal with
areas for which it does not have much knowledge, the primary group
structure is a more effective way for handling immediate shert-
term problems than the bureaucratic organization. We are not
talking about trivial aspects of life but about issues which many
people think are central to the educational process (motivation,
internalization of values, continuous re-enforcement of educa-
tional habits, continuous re-enforcement of problem colving ori-
entations, continuous re-enforcement and development of vocabu-
lary, etc.). Some might argue that such aspects of life will in
the long run come under the mastery of science and technology. We
would reply that the history of science suggests that, even as it
solves old problems, new areas of ignorvance are revealed which
were not even anticipated in the earlier state of knowledge. (59)

Thue far we have dealt with two areas where "trained ex-
perts” are of little use--where knowledge is so simple that ex-
perts are little better than the average individual, and where we
have so little knowledge that trained experts are little better
than the average individual. A third circumstance is where the
event to be dealt with is so complex or so idiosyncratic that we
cannot bring expert knowledge to bear fast enough to make a dif-
ference. Consider, for example, the socialization of the child.
It is a function of a bewildering variety of interactions with
parents, peers, teachers, relatives, strangars, and mass
media. To some extent all these provide standardized stimuli.
But to some extent each brings his own idiosyncracies to the sit-
uation. As a consequence, part of the child's personality con-
sists of standard roles which might be anticipated by the expert.
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But a considzrable part consists of unique personality character-
istics which can be understood only after a censidersble time has
been spent with the child. Parents in continuous face-to-face
interactions with their children can learn these quirks. An ex-
pert who may be more knowledgeable about handling children still
might rot be able to utilize this knowledge for many problems
because it would take too long for them really to kunow the child,
Hence the expert cannot bring knowledge to bear quickly enough to
effect the outcome. Where the expert tries to bring his knowledge
to bear but cannot do it in time then the decision will be made
without benefit of his advice. 1If he gives advice with sufficient
speed to affect a decision, he will not have enough information
about the chiid to use his trained expertise. 1In complex situa-~
tions there is therefore virtue in having permanent long term
primary group relationships in which people have a chance to build
up a knowledge base. There is scme virtue in having diffused re-
iationships so the full compiexity of the problem is comprehanded
and accepted. There is some virtue in having face-to-face contact
so people are always informed and decisions can be made quickiy.
In short, when dealing with complex or unanticipated events the
primary group is frequently superior to the bureaucratic organi-
zation for handling short term problems.

We have now indicated three circumstances where primary
groups may be superior to the formal organization--(l) where the
task is sufficiently simple so that the average person can do it
as well as the expert, (2) where the knowledge base is so limited
that trained experts have no real advantage over the average in-
dividual, and (3) where the situation is so complex or so idio-
syncratic that the expert cannot bring his knowledge to bear in
time to make a difference. Because we will refer to these thice
situations throughout the report, we will henceforth refer to them
as "non-uniform" events. This does considerable violence to the
custoniary usage of the term "non-uniform," so we ask the reader to
remember that we have given it a special definition.

We have now accomplished one of our stated purposes, that
is, to show when primary groups are more effective than bureau-
cratic organizations and vice versa. Where the events are non-
uniform the primary groups are more effective. Where the events
are uniform the bureaucratic organizations are more effective.

What does this analysis suvggest with regard to the problems
of school-community relations? At this stage, it provides a very
strong theoretical foundation for the "open-door" policy because
we would argue that the tasks of education significantly involve
uniform and non-uniforr. aspects. A philosophy of maximal isola-
tion will risk lack of coordination between the primary groups and
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bureaucratic organizations. They might work at cross purposes.
This appears frequently to be the case in low income areas where
families lack knowledge to perform their part of the educational
role and as a consequence the child is not able to handle the
processes of education. The issue is further complicated by the
fact that bureaucratic organizations in low income areas often do
not handle their roles well thus further increasing distance from
families.

We can briefly indicate the importance of both uniform and
non-uniform tasks in education. Such things as motivation to
learn and its continuous re-enforcement, continuous re-enforcement
cf educational goals, continuous re-enforcement of study habits,
continuous re-enforcement of vocabulary development, development
of initial language skills, continuous re-enforcemert of deferred
gratification, etc., are all non-uniform aspects of education. At
the same time there are uniform aspects for which training and
experience have direct pertinence. First, the transmission of
accumulated knowledge (e.g., math, literature, science, music,
etc.) requires some professional training. Secondly, there are
certain standard skills in teaching children how to read, how to
write, etc., which are a function of experience and training.
Thus, even a well-educated parent might be at a loss as to how tc
teach his child to read. Thirdly, there are standard forms oif
motivation (where the child has internalized more or less stand-
social roles) that the teacher because of greater experience and
training may effectively handle. Finally, the teacher is fre-
quently in a very good position to spot major educational prob-
lems.

We would suggest that all these uniform and non-uniform
aspects of education are very much linked. At any given moment in
time they might vary as a function of the state of educational
technology. But :here is no reason to believe that the formal or-
ganization or the primary group will satisfactorily encompass all
of the functions. Rather history suggests a continuous partner-
ship and exchange between the two.Y/

These, then, are the grounds for arguing that, in princi-
ple, to achieve educational goals maximally, it is necessary to
have close cooperation between formal bureaucratic organizations
and the community primary groups. Our case would be more per-
suasive if we proceeded to demonstrate that the same analysis
holds for the other three major modes of influence (legitimation,
coercion, and reference). Insofar as these are major modes of
problem solving, we could establish our case for most goals in
most conceivable circumstances. We feel, in fact, that the same
theoretical analysis can be made for the other bases of influence
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and that the analysis would follow much the same logic as we have
already undertaken. As a consequence, we have included this an-~
alysis in Appendix A for those interested in the theoretical
foundations of our position. To be brief, however, we would
simply state that, in general, the bureaucratic organization is
better able to solve problems where they involve "uniform events"
while the primary group structure is better able to solve problems
which involve "non-uniform events." More specifically, we mean
that bureaucratic organizations are a better base for using ex-
pertise, legitimation, coercion, and reference influence where the
task is a uniform one and the primary group is a better base where
the task is "non-uniform."

At this point let us briefly review where we are and where
we intend going. We started out with three thecries on school-
community relations--locked door, open door, and a balance theory.
We suggested that to provide a theoretical base for these points
of view we must do at least two things: first, indicate the cx-
tent to which these forms of organization can accomplish tasks io-
dependently without the necessity of being closely linked; second,
indicate the extent to which the atmospheres of these two types
of organization are antithetical. We have done the first of these
by saying that educational institutions are very much bound to
community primary groups if they are to achieve their goals.

At the same time, we have implicitly supported the second
point. We have noted that primary groups and bureaucratic organi-
zations have somewhat contradictory dimensions of organization.
Their difference is the very basis for their ability to handle
complementary tasks. The primary group stresses affective, nepo-
tistic, or love relationships; the bureaucratic organization
stresses impersoral and merit evaluations. The primary group
stresses diffused relationships with little a priori definition of
duties and obligations; the bureaucracy stresses specialized re-
lationships with duties and privileges spelled out in advance in
great detail. The primary group stresses relatively permanent
interpersonal ties; the bureaucracy stresses changing interper-
sonal relations {though pérmanent jobs). These are some of the
contradictions betwzen the two polar types of organization. The
fact that some students of bureaucracy point out that there are
tvpes whicl. depart significently from the Weberian model does not
alter the logic of our analysis.l0/ We shall explicitly deal with
this problem in the main body of the report as well as later in
this chapter.

Thus the very analysis which supports the "open-door" policy
simultaneously justifies the major bases for the "locked door"
policy. Organizations which have antithetical atmospheres must
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be kept isolated from each other or they will tend to destroy one
amother. If a teacher becomes too friendly with the parents of
students, he might find it difficult to give the child a deserved
poor grade. On the other hand, parents who become too closely
identified with the goals of the school (educational success)
might introduce a task-oriented, contractual mode into their re-
lationship with the child that affects his adjustment at home and
at school as welil,

Accepting the foregoing analysis, we conclude that school-
community relaticaships are guided by two somewhat contrary de-
mands:

(1) Families and schools must work closely together to
achieve educational goals.

(2) Families and schools must be kept appropriately separ-
ated since their organizational structures are contra-
dictory.

There is no logical reason why both of these statements cannot
simultaneously be true. In fact we believe them both to be true.
As such they form the theoretical founcations for our balance
theory. They point to two risks in school-community relation-
ships. (1) If the schools and primary groups are too isolated
from each other the problem of coordinating their efforts becomes
greater and greater and eventuates in not bringing to bear the
maximum force for educational achievement. This would be especi-
ally true if school and community worked in opposite directions
because of their isolation. (2) If the schools and community

are too close, we would again say that maximum force for educa-
tional achievement cannot be brought to bear because the bureau-
cracy will damage the primary group, or vice versa, or they both
will damage each other. As a consequence we contend that maximum
achievement will occur where the primary group and the bureau-
cratic organization are at some mid-point--close enough to co-
ordinate their behavior but not so close as to destroy each other.
This is the balance theory of coordination.

If this formulation is correct, it raises a series of theo-
retical and empirical issues to which we now turn since they pro-
vide the specific details which lend themselves to empirical
verification and as such provide the basis for testing our theory.

Perhaps the most novel theoretical idea suggested by the
balance theory is the notion of linking mechanisms. These are
procedures which link bureaucratic organizations with primary
groups. With some notable excepticns this area has been ignored
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by sociologists.(91) (42) (31) (65) 1If one adopted a "locked-
door policy," he would argue in the extreme that there is no need
for such mechanisms since the primary group would either completely
disappear or be in such a weakened state it would play no mean-
ingful role. If a more modest "locked-door" approach were taken,
the educator would be interested in linking procedures which would
enable him to communicate with outside primary groups while main-
taining or increasing social distance. If the "open-door" policy
were adopted as the correct approach, the emphasis would be on
linking procedures which communicated while closing social dis-
tance. If the balance theory of coordination were assumed to be
operative, then one would be interested in both types of linking
procedures, depending on how far the community was from the school
at any point in time.

The theory sensitizes us to the need for explaining the
mechanisms which connect primary groups and formal organizations.
In the main body of this report we shall develop the theory to-
gether with some evidence for its validity. The basic notion is
that where an organization seeks to close distance with the com-
munity, it generally needs a form of linkage which gives the or-
ganization initiative in reaching the community, provides it with
an intense primary group type of contact, allows face-to-face
contact between primary groups and professional experts, and
reaches many people. If one needs to have communications whil:
maintaining distance, then the opposite dimensions of linkages
should be stressed. The empirical basis for this formulation are
studies in mass communication which, in retrospect, have a major
concern with how bureaucratic organizations close social distance
with community primary groups. The theory of communication was
.based largely cn one type of linking mechanisms (the mass media) -
but in this study we shall show how a range of linking mechanisms
operates and how more may be generated.

Once recognized, the idea of iiuking mechanisms is easy to
find in empirical expression. For instance, schools can be linked
with community primary groups (families and neighborhoods) by the
following procedures: special commuaity organizer detached to
work in the community like those used in the experimental Detroit
Great Cities program; use of school buildings for after school
hours like a settlement house; use of voluntary associations like
Parent Teachers associations; use of children who are members of
both school and family system to pass on messages; use of opinion
leaders in the neighborhoods; and use of mass media.

In the main body of our report we will show how these em-

pirical manifestations of linkages are guided by a common theory
which permits one to suggest the optimum manner in wiiich they can

14

TN R




be used to reach the outer community. This is turn will provide
the guidelines which eventually will permit us to answer questions
of the following order: under what conditions might a school best
use an approach like mass media as compared to a Parent Teachers
association, or when might one best use an after school program as
contrasted with sending special community organizers into the
neighborhood, or what sequence of linkages might be best used in a
given situation. Though our illustrations are in terms of school-
community relationships, the theory is stated in a sufficiently
broad manner that we would hope that with minor modification it
would cover other major bureaucratic organizations in our society
as well.

Another matter to which the theory sensitizes us and to
which we shall devote some empirical attention in the body of the
study is the organizational basis for the linking mechanisms. In
order to present our theory with the minimum of distractions we
have dealt in dichotomies of bureaucratic organizations and pri-
mary groups. However, there are many different intermediate types
of organizations, as well as many different types of bureaucratic
organizations and of primary groups. As a consequence, a very
meaningful question is to ask what type of bureaucratic organiza-
tion will provide the best base for the various linking mechanisms.
We shall suggest that linkage procedures must be consistent with
the bureaucratic structure from which they operat~. Where that
structure erphasizes hierarchical authority, linking mechanisms
which require decentralized authority (e.g., a detached community
organizer) cannot be used. In our report we shall dea’ with two
types of administrative styles that we call "rationalistic" and
“collegial." Though thi. far from exhausts the possible types of
organization it does indicate the need to consider alterations in
linkages to the community frequently imply alterations in the in-
ternal administrative styles of the orgamnization as well.

The theory not only places attention on the bureaucratic
organizations but also suggests the importance of primary groups.
In this connection we want to examine two important primary groups
~~the family and the neighborhood. They have significant differ-
ences in structure. As a consequence, the tactics of reaching
them, as well as the kinds of educational jobs they do, will
differ. In the report we shall try to show some of the variations
within each of these groups, as well as differences between them.

Finally, in the report we shall (because of our balance
theory) continuously stress the need to consider all of these ele-
ments~--bureaucratic organizations, the linking mechanisms, and the
primary groups--in interaction with each other. Because of the
limits of analysis and of communication, we will often present one
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variable at a time. We hope that a general comprehension of the
theory as given in this introductory chapter will serve to keep in
mind the other elements of the theory even when we are as a matter
of convenience forced to discuss only one.

Summarz

Because many ideas have been squeezed into these introduc-
tory statements we should like at this point to review them for
the reader. First, we are advancing a "balance theory of coordi-
nation” as one which might best explain the conditions under which
organizations might maximize their goals. This stztes that an or-
ganization will best achieve its goals where it operates at some
mid point of social distance from its community-primary groups.

We contrasted this point of view with one which is implied by some
current sociological theories, namely, that bureaucratic organiza-
tions will best achieve their goals when they are isolated from
their community primary groups. It also contrasts with a point of
view which has been increasingly suggested by various policy
makers, namely, that organizations will operate best when they
bring the community primary groups into closer contact. We have
pointed out that in educational circles the philosophies of the
"locked-door" and the "open-door" with respect to community con-
tact reflect these two positions,

We then attempted to outline the theoretical fouandations
for the balance point of view., We indicated that the very struc-
ture of the bureaucracy enabled it to maximize the use of expert
knowledge, legitimate authority, coercion, and reference power
when dealing with "uniform'" areas of life. By contrast, the very
structure of the primary group emabled it to utilize these very
same major modes of influence when the areas of life were '"non-
uniform." We argued that education in particular and most goals
in general have both uniform and non-uniform aspects. Therefore,
if a bureaucratic organization like a school is to maximize its
educational achievement it must work closely with families and
neighborhoods. However, we also pointed out that the bureaucratic
organization and the primary group have somewhat contradictory
"atmospheres." Working too close would be destructive. As a con-
sequence, we suggested two kinds of dangers: (1) they might be
too isolated from each othér and find themselves working at cross
purposes, or (2) they might be too close and find that their at-
mospheres tend to lead to mutual destruction. On these grounds we
advanced the balance theory as the one that was theoretically most
persuasive, Schools, to maximize their power, should be at a
middle distance from their communities, e.g., not so far that they
cannot coordinate but not so close that they tend to be destroyed
or to destroy the primary groups.
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Our report will investigate only a few of the many ramifi-
cations of this theory. We will first attempt to show how primary
groups, such as family and neighborhoods, actually impede or hinder
the child's education. We shall then seek to develop a theory of
linking mechanisms and show how they impede or aid the educational
process. We shall, finally, conclude witk a discussion of bureau-
cratic organizations, attempting to show how the structure of
bureaucracy forces the use of certszin kinds of linkages. In our
conclusion we shall attempt teo point out some of the areas of re-
search which might be profitably pursued as well as some of the
possible policy implications of this type of analysis.
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Footnotes

l. For the complete elaboration of this theory see Litwak and
Meyer ( 62). Our use of the term balance has no relationship
to the theory developed by Heider. His refers only to cog-
nitive behavior of individuals whereas ours is concerned with
both cognitive and non-cognitive behavior and of organiza-
tions, not individuals. Furthermore, our notion of balance
suggests a balance state occurs where an organization can
maintain two contradictory claims without giving in to either
while the psychological theory cf balance is based on ideas
of consistency.

2. The following analysis is further elaborated in Litwak and
Meyer { 63).

3. With regard to the business world, there is evidence pro and
con that large-scale bureaucratic companies are interested in
locel commuriity and family linkages.(24) (75) (70) (99) For
a summary of literature and a systematic consideration of
theoretical issues see Eugene Litwak (55). In the army, fre-
quently pointed out as the model buresucracy, there are very
explicit ties to the families. During wartime, proper family
relations are directly tied to fighting morale. 1t was point-
ed out by Edward Shils and Morris Janowitz (86) that refer-
rals to family danger were one of the few appeals that made
the German soldizr susceptible to surrender. In peacetime,
the elaborate and costly expenditure which the army makes to
keep the dependents close to the soldier is well knowa. In
1963, when the United States sought to redress an unfavorable
flow >f gold by ordering dependents back to the States, the
government had to rescind the order because of its obvious
impact on the recruitment of troops and the maintenance cf
troop morale.

One of the great advances in the area of private welfare fund-

raising has been the attempt to supplement professional fund-

raising by using the local community velunteer. Now funds in

a given neighborhood are generally solicited by a neighbor or

a friend, Similerly, one of the major innovations in delin-

quency control in the last 20 years has been the emphasis on

the milieu from which the delinquent comes. For many deiin-

quents nothing lasting can be done if their gaug, family, and

local neighbors have not been altered as well. The develop-

ment of the detached gang wurker is ;the best idea of this

movement as well as the agency's explicit link to the cow- |
munity. ‘ |
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4. This approach contrasts with that of Etzioni (17 ).
From a sociological point of view he has, in our judgment,
stood the process on its head, The question he asks is how
do forms of power alter the stricture of an organization.
The question we are asking is the reverse~-how does the struc-
ture of an organization permit the exercise of one form of
power or another? We start from the proposition that power
is a manifestation of organization. It does not exist in a
vacuum. 1t can only be exercised where it has an organiza-
tic-al base. We think he is in the position of a visitor
from a strange planet who secretly observes people on earth
trying on clothes. After observing for some time he comes
awaey in some wonder that clothing always seems to purchase
the right size man.

5. It is quite clear that a doctor in a hospital can react more
quickly and with greater flexibility in the treatment of a
heart attack than can primary group members.

6. There are at least two other reasons for the justification of
experts other than their ability to handle short rum prob-
lems. They may be justified on their potential for solving
problems in the long run. The evidence for the reasonable-
ness of such an assumption is the pay-off society has re-
ceived from research,

They might also be justified even where their margin of suc-
cess is very small when society puts a high value on the task
they handle. Thus, psychoanalysts dealing with a mentally
ill person may have a very small margin of success which in-
volves a great deal of medical resources. Yet he might be
supported because the curing of mental illness is given a
high priority.

In both of these instances we might have the use of '"experts"
and formal bureaucracies in situations where they in fact are
little better than the primary group for handling short-run
problems. We would suggest that if our hypotheses are cor-
nect these particular type of experts and their host bureau-
cracies will come to take on many of the dimensions of a
primary group if they are to operate effectively. Thus, if
we are talking about typologies of bureaucracies they will be
along the collegial rather than the rationalistic levels. We
will discuss this problem in greater detail later in this
report. It is expanded elsewhere.( 56 ) ( 63 )

7. It is quite clear that there are major bureaucracies which are
devoted to dealing with lack of knowledge, e.g., all research
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institutes. The assumption is made that in the long run they
will be able to provide answers. As we have noted in an
earlier footnote, society has other bases than effectiveness
in solvirg short term problems for developing bureaucratic
organizations. However, if our reasoning above is correct
and society does develop bureaucracies around areas where
little knowledge is available, then they should function best
where they move toward the primary group mode of interaction.
They become bureaucracies which are based cn a collegial
structure rather than a rationalistic one.(56) (61) See
Chapter 18, -

8. Blau, for instance, (69) suggests that workers in situations
of great uncertajnty are much more likely to communicate key
information when they have developed a positive trust rela-
tionship rather than a strictly impersonal one. Studies of
combat soldiers suggest that in situations of great uncer-
tainty and risk, strong positive affect makes them much
better soldiers.(86)

9. Those who argued that the family was losing its functions to
formal organizations stop their analysis tno soon. For more
recent history suggests that after a certain point the ef-
fects of technology are to move aspects of any given function
back and forth between primary groups and the bureaucratic
organization. Thus, the do-it-yourself development and the
creation of home appliances are evidence for the partial
movement of many functions back to the family. But, more 1
impor*ant, there is nothing in principle that says that a
technological breakthrough might not make it possible for w
every man to pilot his own plane, or that every woman might
not be able , through "miracle" material and new adhesives,
to create her own clothes 30 minutes before she goes out,
etc. Technology is just as likely to return controls over
certain aspects of a task to the family as take them away.
The chief consideration is whether it makes a task more or
less uniform in our special meaning of the word and it does
both. We would go even further and argue that the same logic
of analysis could be applied to most goals in society. How-
ever, since this wurk is devoted to the educational issues we
will not expand that point here.(62)

10. First, it should be a:knowledged that even the most collegial
bureaucracy is still very different from the family. The
friendship relationship encouraged at work is generally not
equivalent to the love relationship in the family, the work
relationships are still far more specialized than the family
ones, the work relationships are far more trarsitcry than
family ones, and finally the role relationships at even the
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most bhenevolent buresucracy must be more instrumentally and
merit oriented than the family one, Once having made this
point we also acknowledge that the form of linkage to the
community will slter as the bureaucracy approaches the pri-
mary group in structure, We will report upon this in the
msin body of our report. For a more elaborate discussion of
this point, see (61) and Chapter 18.




Chapter 2

Selection of Samples and
Source of Data

In order to accomplish the purpose of this study information
had to be collected on the child's performance (our dependent
variable), the family, the neighborhood, the bureaucratic structure
of the schools and the linking mechanisms.

To accomplish this task we made a series of surveys as
follows:

1. 1530 home interviews with parents of the children
studied

2. 1530 questionnaires (read aloud) to children of
parents interviewed

3. 528 questionnaires to the staff of the 18 elementary
schools which the children went to

4. 716 home interriews with the neighbors of the families
interviewed

5. 38 interviews with principals and assistant principals
of each of the 18 schocls

6. 60 questiornaire-interviews with the homeroom teachers
of each of the children studied

7. School records containing grade information, tardiness,
intelligence tests, etc. were gathered from the central
school files for each child.

Basic Sampling Frame

The sample for the study was developed in several stages.
Tke first stage was a purposeful sample intended to incorporate
schools which had much greater school-community contact then one
would ordinarily find by chance. We included, therefore, &
elementary schools which were part of the Great Cities School
Improvement Project of the Detroit Public Schools. As part of |
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a speclally funded demonstration project, these schools had ex-
tra facilities and one of their explicit purposes was the
development of closer school-community relations. They were all
located within the inner city of Detroit in the poorest economic
areas. Since our theory deals with the utility of varying social
distance between school and community and since we suspected that
the ordinary inner city school would not have very much community
contact, we seized the opportunity to include the Great Citias
schools. This permitted us to attempt to fill theoretical cells
in our hypothetical prediction tables :which under ordinary cir-
cumstances would in all likelihood otherwise be left empirlcally

empty.

Starting with these 4 elementary schools, we sought to
highlight the role of school-community linking procedures by
matching each of these schools with two other schools. We
attempted to match on factors ordinarily associated with
educational ainievement, such as race, region of birth,
economic status, income, occupation, and any special circum-
stances believed to affect the performance of the chiid. 1In
addition, we sought schools which might be as separated from
their communities as posaible. We hoped to have clear contrasts
between schools using linking procedures and those not using
them.

Several characteristics of the Great Cities schools
affected our sample. One Great City school consisted almost
completely of families living in a low income housing project.
Another was made up of families in the majority from the South.
Two of the schools were almost completely Negro in populaticn
and two were approximately 75 per cent white.

To select the matching inner-city schools, we asked the
directorc of the Great Cities project and other officials of
the Detroit Public Schools to narrow down a list of 300 schools
to those which might resemble our 4 Great Cities schools, 1i.e.,
be in the inner city, be in low income areas, for two schools
to be almost completely Negro and two about 75 per cent
southern white, for one of the Negro schools to be located in a
housing project, and for all schools to have & minimum of
school-cormunity contact. With these specifications the school
officials suggested approximately 6 potential matches for each
of the Greav Cities schools. Some of these matches were
acknowledged to be less than desired because better ones were
just not available in Detroit. For example, it was hard to
find elementary schools in housing projects which had few
comrunity contacts; and it was hard to find schools
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predominantly used by southern whites which had 25 per cent Negro
families. Furthermore, all matching had to be made from informed
estimates since the school system did not keep records on many of
these factors.

This approach, we found out afterwards, led to some biases.
It turned out that the Great Cities schools, with one exception,
were located in lower income neighborhoods than their proposed
matches. We found that we had no choice but to select two schools
that had 50 per cent white when ideally we wanted 75 per cent.
We found that some schools classified as isolated had more con-
tact with their communities than those classified as not
isolated.

This procedure gave us 12 of the 18 schools we eventually
decided to include in our sampling frame. The other six schools
were chosen as follows. School officials were asked to select
two schools which were a) in the outer city areas of Detroit,

b) which had u ccnsiderable school-community contact, and c)
whicl. served only white families. They were then aske: to
provide for each of these two schools some potential matching
schools that differed only in that they had much less school
community contact. The outer city schools were chosen because
it was known that children from such schools showed better
performance levels than those from the inner city. We wanted to
see if some of the differences might be accounted for by their
school-community relations. In addition, it was hoped that in
these schocls we would be able to find a sizable sample of
parents who were pushing their children academically so we
could test the other side of our theory, namely, that families
too "cloge" to the scho.l limited school performance. We
decided to exclude Negroes from the outer city sample because
a) they represented a very small proportion of the Negro
population, b) the outer city sample was already small and
splitting it further might destroy its usefulness for any
complex analysis, and c) in any event we would not be able to
find Negro schools in predominantly middle class areas. -

The school personnel again provided us with two schools
and approximately 6 matches. We followed the same procedures
of looking at all available data tc select two matching schools
with lower community participation for each of the two high
participation schools. :

On this basis we determined the ‘48 schools for our study
-= 6 in the outer city and 12 in the inner.c¢ity. (See Table 2-1.)
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Table: 241

Basic Sampling Frame
Number 92f Schools Taken

Predominantly Predominantly
Negro White
(90% or more) (75% at least)
Close
Community 2 Schools 2 Schools
Inner Contact - (170 Families) (170 Families)
City: G:eat Cities
Lower Less
Class Community 4 Schools 4 Schools
Contact (540 Families) (340 Families)
Close
Outer Community No Schools 2 Schools
b
City: Contact (170 Families)
Middle Less \
Class Community No Schools 4 Schools
Contact (340 Familiese)

&

*
In two cases, the schools obtained had 50 to 45 per cent white
students. ‘




We then faced the question of what age child we could
obtain adequate information from by interview or other feasible
method. The child had to be sufficiently old to be able to
follow the questionnaire-interview we planned to use as well as
old enough to have some appreciation of the role of education in
hie future career. We ruled out junior high and high schcol
children because we felt that these schools covered too large a
territory to reflect the neighborhood effects which we wanted to
study. For instance, the high school in the Great Cities Project
had within its district close to 300,000 pecple. Furthermore,
we felt that the school-community linking procedures would be
more explicit and visible at the elementary school level in view

‘of the customary pattern of our educational system which appears

to hold that as children grow up they should be more independent
of their families and therefore it is less necessary for schools
to deal with the parents directly.

We decided to select sixth graders from the chosen
elementary schools. We felt this would give us a population
where school-community contact was legitimate but the children
would be old enough to follow the questionnaire-interview. We
asked each school to provide us with lists of children in the
fifth and sixth grades and found that in certain of the schools
there were too few sixth graders to fill the quota of 85 that we
had set. Therefore we compcsed our sample of 75 per cent sixth
graders and 25 per cent fifth graders. We decided to keep the
number at 85 for each school because we wanted enough cases that
some data analysis could be made within a school if the occasion
arose, e.g., the effects of education, income, or race within a
given school.

The list of fifth and sixth grade students in each of the
18 schools that we now obtained from homeroom teachers differed
somewhat from our first list because some students had moved,
were out of school, etc. On the basis of the final list we had
to enlarge the proportion of fifth graders tn between 25 and 30
per cent of the total sample. There were approximately 3,200
children from all 18 schools on this list. We selected at
random from the list for each school 85 children plus 14
possible substitutes. We eliminated from the sample a second
child if we drew more than one child from the same family. We
also eliminated one child who was in the process of being placed
in & correctional institution and would be out of school, and
one child who was seriously ill and out of school for the year.
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The Family 5tudy

This list constituted our sample universe. We utilized it
to identify families as well as children. From tiis list we
succeeded in reaching 89 per cent of the people we wanted to
reach. The other 11 per cent either couldn't be found, refused
to be interviewed, there was a language problem, or the interview
was unintelligible. For the family study we decided to take as
our respondent the mother or a person who functioned in that
role if the mother was absent from the family. We found on
analyzing completed interviews with families that there were 18
cases where the respondent was a father, because there was no
mother or female functioning in this role. These 18 cases were
too few to analyze separately and therefore they were dropped
from the study. This left us with 1530 respondents.l/

The Child Study

Since it was more expensive to single out only our sample
to administer questionnaire-interviews to the children, we
administered the questionnaire to all children in the fifth and
sixth grade in each of the 18 schools. The school permitted us
to use one regular class period for this purpose. During this
period the tcacher left the room and was interviewed by one of
our staff. Two staff members worked in each classroom where the
children were each given a questionnaire that was read aloud with
them and on which they checked their answers. Slow readers had
only to recognize the letters of the alphabet or the numbers 1-7,
since each question was read and the place to check indicated.
There were, however, two parts of the questionnaire which the
children read for themselves, sections where they were asked to
make judgments about themselves and their teachers. Our pre-test
experience indicated that these sections caused some embarrassed
laughter when read aloud. We had two staff members prepared to
give assistance to the slow readers on these sections if
requested. In addition to the questionnaire, the child was given
the reading section of the Iowa achievemeant test to complete by
himself. We had two people assisting to make sure ¢he children
understood the instructions properly. For childrea absent during
the testing period we ceme back and administered the questionnaire
in special groups. Of the 1782 possible cases (85 plus 14 sub-
stitutes for each school) we missed only 5 children.

The Neighborhood Study

The neighborhood study used a two stage sample. The first
stage was the family sample for each school. From these lists
we selected at random 40 addresses plus 8 substitutes. For esch
of these forty cases we visited the housing sites and listed the
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three closest neighboring dwellings. These were arranged in
order of physical distance (with alternating right and left hand
choices being made where hou: :8 were of equal distance). The
interviewer was instructed to take the first choice unless it was
an all male household. We decided for purposes of cowparability
to the family study to interview only female respondents. In 85
per cent of the cases we were gble to inteiview our first choice.
Since this study was done a year after the family study we also
eliminated all people who had lived in the neighborhood less than
one year.

The Teacher Study

For the teacher sample we took all teachers on the school
staffs of the 18 schools. We eliminated special personnel, such
as visiting teachers, nurses, attendance officers, etc. A ques-
tionnaire was adminigstered to the teachers between terms when
there were no classes but they were expected to be at school for
meetings. The questionnaire took approximately one hour to fill
out. During the first administration we missed 26 teachers out
of 528, 1In addition, 35 omitted 6 or more items and 20 had one
or more demographic questions omitted. By mailing and calling
we managed to get returns from 20 of the 26 who were missing at
the time of the administration and to get 22 out of the 35 to
fill in omitted questions. In other words, we had completed
questionnaires from 99 per cent of the teachers.

Otner Interviews

With regard to homeroom teachers, we were able to interview
all but one or two. These exceptions 1nvolved long illnesses.
Their place was taken by other teachers who knew the children
beec, All principals and assistant principals were interviewed
in day-long interviews which were camparatively speaking, open-
ended,

Comparison of Our Sample with Detroit Population

We conclude by comparing the extent to which our family
and neighborhood samples resemble the general population in
Detroit in some key socioeconomic indicators. Despite the fact
that we did not draw a random sample, our distributions are not
80 far off from the total population distribution as we had
originally thought. (See Tablc 2,7 2/

For the white population the family sample has slightly
fewer college educated respondents than the population as a whole
but otherwise it is very close to the total population. Occupa-
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tionally there is no real pattern of differences. It has fewer
professionals but is equal in managers and officials, it has fewer
clericel and sales persons and more in service or laborers. It
definitely differs by being poorer and much more likely to come
from the South. The Negro respondents in the family sample

follow the name pattern as the whites., They are definjitely
poorer than the Negroes in the total population and they are more
likely to come from the South,




i o s e yeaie .. T S

Footnotes

1. When ve matched children and family respordents, we found that
six interviews with children were misplaced.

2, This table was compiled by Shimon Spiro. J
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Chapter 3

Reading Skill and Its Relationship to
Alternative Measures of Educational Achievement

The dependent variable that we will concentrate on in this
report is the reading skill of the child as measured by an achieve-
ment test. In this chapter we should like to point out the rela-
tionship between this measure and alternative measures. We shall,
for instance, indicate how this measure relates to teachers'
grades, the extent to which the child has a positive reference
orientation to the school, the child's occupational aspirations,
his educational aspirations and expectations, the delinquent be-
havior of the child, the child's school attendance, his "native
intelligence" or 1.Q. tests, and some general value orientations.

The purpose of this chapter. is twofold: first, to show
that reading skill for the children in our sample is independent
enough of most other factors to merit special attention. This is
not to say that these other factors might not affect reading
skills, but to suggest that reading skills are sufficiently inde-
pendent so that a knowledge of other factors wiil not necessarily
permit a good knowledge of the child's reading development. For
example, we shall argue that a factor such as liking school is not
capable for children in our sample of differentiating good and
poor readers.

The second purpose of this chapter is to indicate how some
of these other measures can be operationalized to study their re-
lationship t» reading skiils and examined also as separate vari-
ables. We wi.. discuss each variable separately and at the con-
clusion of the chapter put them into a factor analysis to provide
a concise format for summarizing our conclusionms,

The Measure of Reading Skill

To measure the reading skills of the child we chose the
vocabulary part of the Iowa Tests of Basic Skills (30). We made
the choice because this test was one used by the Detroit Public
Schools. This had the advantage that we could compare the achieve-
ment scores we measured with the past achievement scores of the
child and hence measure not only the level of reading skills but
change over time. The vocatulary part of the achievement test
was selected because it took only 17 minutes to administer while
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the total reading section took closer to 55 minutes. Furthermore,
these two sub-sections were correlated .83. Their respective re-
liabilitiecs were in the high 80's. Under these conditions of
reliability they could not possibly be correlated any higher than
they were ( 5.). In the rest of this report we shall refer to our
test as a reading achievement score or test--not as a vocabulary
test,

We are aware that the reading achievement test is probably
affected by class biases. However, this is not a defect for the
purposes to which we are applying it. We are not using it to
measure intelligence but to evaluate how well the student is being
prepared in a skill required for the intricacies of modern Ameri-
can society. The cultural biases are very likely those which the
child must acquire if he is to deal with modern technological
society (e.g., the necessity to master the educational ladder).
The argument that poor children have an extensive vocabulary that
a test doesn't measure has little bearing on this issue. To make
the point crystal clear, let us imagine that we are dealing with a
child who lives in Detroit but speaks only French. (His reading
skills in French are not likely to be well developed because there
is not much in the way of reading material available.) Now assume
that we give the child an English reading achievement test and he
failed it. We would conclude that he is ill prepared to deal with
the educational and occupational wecrld of American society. First,
he speaks a language that most of the people do not understand.
Second, he can not read English which is necessary for learning
many advanced job skills.

1f, on the other hand, we concluded from this reading test
that the French child was of low intelligence, we would be making
a serious error. We are not measuring the child's native intelli-
gence; we are simply asking how well the child is equipped educa-
tionally to deal with the world around him. We are not saying the
child should not know French or that English is intrinsically
better but only that to take maximum advantage a child should know
the unjversal language of the society (in addition to that of his
sub-culturc),.

In over reaction to the use of tests for measuring intelli-
gence, people have sometimes overlooked the importance of achieve-
ment tests as an evaluation technique to measuring how good a job
the school and the family are doing in preparing the child. The
question is whether they are effective in such measurement.

To point out that achievement tests, such as the Iowa, are

not meant to measure intelligence of the child is not to deny that
intelligence may play a role. Presumably, if there is something
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like innate intelligence this should aid the child in deing better
on the achievement tests. In fact, there is a very great overlap
in our data between tests ¢of intelligence and tests of reading
achievement (a correlation of .63)., However, we know that it is
very difficulit to determine from intelligence tests what is innate
ability and what is culturally derived. If in fact the intelli-
gence tests as they are now constructed keve a fairly substantial
cultural bias, their use would inevitably confuse the analysis of
reading skills.l/

With these thoughts in mind let us now turn toc alternative
measures of education which might have been used in our analysis
and ask ourselves what relationship if any they might have to
reading. We would also like to indicate why we chose this par-
ticular way of defining reading skills rather than other possi-
bilities.

In our initial search for a meaningful dependent variable
there were several possibilities we felt might be used. We fi-
nally selected the reading achievement test but we should like to
review our reasoning as to why reading skills must be observed
separate from other related phencmena. As mentioned above these
other phencmena may contribute to reading skills but they are
different and it would be erroneous to concentrate on them alone
as functional substitutes for reading skills.,

Teachers' Reading Grades

Perhaps the most obvious substitute for the use of the
reading achievement test scores would be the reading grades given
to the children on their report cards by the teachers. There was
some relationship between the Iowa test scores and reading grades
(.51).2/. However, when we looked more closely at the teachers'
grades and the lowa test we had reason to believe that the
teachers' grades were being influenced by the child's school be-
havior as well as his reading skills. In theory the teacher was
supposed to judge reading skills separately from the child's be-
havior and give separate grades for "effort" and "citizenship."

There are several ways that the influence of the child's
behavior on reading grades can be seen. First, we asked the
teacher to rate each child on a behavior scale.3/;, If we look at
the relationships between this behavior rating and the reading
test and the reading grades we can see that behavior is more
likely to be related to the report card grades (.42) than to the
Iowa test (.28).

This can be further cross checked by examining the child's
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response to several questions regarding behavior in schools., We
asked the child if he ever made trouble for the teacher. We found
this correlated .14 with grades and .06 with Iowa test scores.
Similarly we asked the child if he ever left the room without good
reason. This correlated .19 with grades and .10 with achizvement
test scores. We asked the child if he likes school and this cor-
related .17 with grades in schools and -,06 with achievement
scores. In other words, by any measure of the child's self report
on school behavior there is generally twice as large a correlation
between goed behavior and good grades as between good behcvior and
achievement test scores.,

Finally, we looked at the relationship Letween sex and read-
ing ability. We find a .17 relationship between sex and reading
grades but a .00 relationship between sex and lowa scores. The
girls get better grades on reading than the boys but they do no
better than boys on reading achievement tests. Since girls tend
to be better behaved in school, this is an indirect measure of the
relationship between behavior and grades, There is some evidence
that teachers tend to get a "fix" on a child and judge him as a
totality rather than in terms of specific attributes, Or, put
somewhat differently, there tends to be a halo effect in teachers'
estimates even though they presumably are being made in different
areas. 1In all fairness to the teacher it should also be pointed
out that they are under systematic pressure from the system not tc
fail too many students. In virtually all of the 18 schools we
visited, all decisions to fail had to be reviewed by the principsal.
There was almost an unwritten rule that no child was to be kept
back more than a year below his age group. A second widespread
practice was that if the child was a "good citizen" but didn't do
well he should be passed.

Based on this analysis as well as one which will be devel-
oped below, we came to the conclusion that readirg grades given by
teachers contained elements other than reading skills and, there-
fore, were less preferable measures of reading skills than was the
achievement test used.

Child Reference Orizntation Toward School and Teachers

In addition to this rather direct competitor to the reading
test we examined various other aspects of education which we
thought to be reiated to the ultimate achievement of the child.

We asked the child a series of questions on his reference
orientation toward the school and toward various subjects. The
idea was that the child who had a positive orientation toward
school was likely to learn to read better. This is one of the
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basic tenets of some philosophies of education. The argument is
made that if one can develop a positive orientation toward educa-
tion then other educational skills will follow. This has a rea-
sonable appeal. Much in the literature on learning suggests that
a positive orientation increases the extent to which a person
learns. However, these studies generally assume that all other
conditions are equal.

In fact, however, children who like school most may be in
the worst learning situations, and children who like school less
may be in the best situations. If a child is in a poor school,
where the teachers are not doing a good job and where all his
peers are poor readers, then liking school may not be helpful but
actually damaging to the child. Or put somewhat differently and
more obviously--to identify positively with a poor educational
situation is not likely to benefit the child at all. One would
expect a positive orientation toward schools and education to
relate to reading skills only where the schools or educational
experience is a very good one. This is a very important point to
keep in mind because many researchers might accept the child's
orientation toward school as the best measure of the school's ef-
fectiveness.

In order to get at the child's reference orientation toward
school we asked him the following question:

Do you like school?

&, All the time

b, ‘Most of the time
c. Some of the time
d. Almost never

e, Never

When this item was correlated with the lowa reading score we got

a -.06 relationship. In other words, there was virtually no rela-
tionship between liking school and the reading achievemernt of the
child. ' |

This same point can be made somevhat differently. The 18
schools in our study were clustered into four groups which maxi-
mize the amount of variance explained in the Iowa score.4/. These
neighborhoods in addition were correlated with socio-economic
factors. We will explore these neighboriood differences in great
detail in our chapter on the neighborhood (chapter 4 ), At this
point all the reader need take as a given is that these neighbor-
hoods were grouped on social economic characteristics with the two
outer city neighborhoods. If we look at the mean reading
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achievement scores in these neighborhoods we can see that there is
a very substantial difference, The neighborhood with the lowest
economic level had a mean of -14.7 (345), This is 14.7 months
behind the national average. A plus before the score mean indi-
cates above the national average and a minus t.low the national
average. School years are figured on a 10 month basis, so this
would represent a figure of one-and-a-half years behind the
national average. The next lowest group had a mean of ~1C.5
(671). The highest economic neighborhood had 2 mean of +7,6

(167) and the next to highest +0,7 (344), In other words, between
the two extreme groups there was a spread of 22,3 months, or the
highest economic neighborhood groups had a mean that in reading
skills was two-and-~one-fifth years ahead of the lowest group.

1f we use these Jowa mean scores as indicative of the
socio~-logical norms on reading, and speak of the lowest group as
one which has a low norm on reading achievement and the highest
group as having a high nqrm, then the child's reference orienta-
tion toward education has some very instructive bearings on our
discussion, For as Table 1 indicates, the inner city schools
(those with low income) have the highest percentage of children
with a positive orientation toward school (like it all the time)
or (like it all the time or most of the time combined). The outer
city schools which have the highest reading achievement norm have
the smallest percentage with a positive orientation, From Table 1
it can be concluded that positive reference orientation towatrd
schools is less in the higher income areas or about equal (depend-
ing on which definition of positive is used). At first blush this
would suggest that a positive reference orientation toward schools
is actually a negative factor in learning how tc read since it
tends to predominate in the areas where reading is worst. How-
ever, since this is an ecological correlation it may still be true
that a reference orientation may be positively related to Iowa
scores.,

1f we look at Table 2A it can be seen that those who have a
positive orientation toward school always do better than those who
do not, However, those in the high normed neighborhoods are able
to use positive reference orientations much more effectively than
those in the low normed neighborhoods. Or, relatively speaking,
it is true that positive identification with schools in a poor
educational situation is bad for reading. Thus, those with posi-
tive orientations have 1.7 month advantage over those with a
negative orientation in the low normed neighborhoods, while in the
high normed neighborhoods those with a positive orientation have a
5.8 month advantage in reading skills, There is almost three
times the effectiveness of positive orientation where the learning
situation is favorable than where it is unfavorable., If one uses
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Table, Jepe
Per Cent Liking School by Median Yacome of Neighborhoods

Median Income of ' Like School Like School
Achievement Normed All the All or Most
Neighborhood Time of the Time _  (N)
| Low
[ ($3,366) 52 82 (345)
i Moderately Low
i ($4,225) 50 82 (672)
E Moderately High
($7,150) 34 77 (344)
E High
($8,350) 235 77 (169)
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_Tab le 3'-5 2A

Reading Achievement Score by Percentage of Children
Always or Mostly Liking School
Vs. Sometimes, Almost Never, or Never

Median Income of Always or Sometimes, Difference be-
Achievement Normed Mostly Like Almost Never, tween Column 1
Neighborhood School or Never and Column 2

Low ' (284) (61)

(33,366) "1403 "1600 +107
Moderately Low (552) (119)

($4,225) -10.4 -11.0 +0,6
Moderately High (264) B (80)

($7,150) + 2.4 - 3.8 +6,2
High (121) ~(46) ~
($8,350) + 9.5 + 3.7 +5.8
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an extreme measure of positive orientation, as in Table 2B, it can
be pointed out that positive orientation ieads to no improvement
or is actually negatively related to reading skills in the poor
educational situations., The reader should be clear as to what is
being said. We are suggesting that at the elementary school age
the development of a positive attitude toward schools and educa-

f tion is not the central issue for explaining the difference in

t reading skills between children in high and low economic areas.

| This tends to confirm other studies of dropouts which asked
children at what age they began to dislike school and which re-
ported it concentrated at junior high and high school.( 9 ) We
are suggesting that a positive orientation toward school is not a
central differentiating factor, but it may in extreme cases
(where the teachers and scheools are doing a very poor job)
actually hamper the child's education. In any case, we would
argue that the child's orientation toward school is not a substi-
tute for, nor necessarily a prerequisite for, reading achievement.

This is a somewhat bold statement to base on a single item.,
It might be argued that what we have is a function of the way the
question was worded, Or, alternatively, it might be argued that
the children may have been frightened and given us stereotypical
resporses or perversely given us the opposite of what they actu-
ally felt. Because this is an important point in establishing the
need to study reading achievement as an independent factor as well
as establishing the validity of the children's answers for other
purposes in our study, we will indicate why we feel that the
children's statements cn this matter, as well as on others, are
basically accurate,

First, let us examine the point on question bias. There
might have been something about the particular wording of the
question we asked which introduced spurious considerations.
Therefore, let us consider several alternative measures of the
child's reference orientation toward the schcol or teachers. We
asked the children the following question:

Does your homeroom teacher act fair?

a, All the time

b. Most of the time
c. Some of the time
d. Almost never

e, Never

This differs from the question on liking school in that it speci-

} » fically refers to a teacher and not to school or education in
| ' general. If we examine the percentage of children who answered

bl
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Table 3-2B

Reading Achievement Score by Percentage of Children
Always Liking School Vs, Mostly,
Sometimes, Almost Never, and Never

Median Income of

Achievement Normed Alwvays

Mostly, Sometimes,
Almost Never,

Difference be-
tween Column 1

Neighborhood Like School . and Never and Column 2
Low (181) (164)
(33’366) '14.8 '1400 - .8
Moderately Low (338) (333)
($4’225) “10.4 -1006 + 02
Moderately High (116) (228)
($7,150) + 093 + 008 lnd 05
High (43) (124)
($8,350) + 8.2 + 6.9 +1.3




this question "all of the time" the homeroom teacher is fair, we

find that the item has the same pattern as that which asked about
"1iking_school." Thus, 71 per cent of the children from the low-

est income neighborhood say teachers are fair all the time while

the highest income neighborhood had 55 per cent giving this an-

swer, If we combine those who say "all of the time" and "most of

the time," the neighborhood class differences tend to be muted and

even slightly reversed. Eighty-=five per cent of the lowest income

group say the teacher is fair “all of the time" or "most of the |
time," while eighty-seven per cent from the highest economic ‘
stratum give this answer. See Table 3.

The children from the lowest income neighborhoods give more
positive evaluations of the fairness of the teacher than chiidren
from the highest economic neighborhoods, or give roughly the same
evaluatiocns, In no case do they give markedly more negative evalu-
ations than those from the highest economic groups. In this sense
this item parallels the item on "liking school." |

Still another item which taps a dimension of reference
asked:

How often does your homeroom teacher explain things to boys
and girls who need help? (check one)

a, All the time

b. Almost all the time
c. Most of the time

d. Some of the time
e. Never

If we look at Table 4 we can see the results of this question. Ims
the lowest economic neighborhood 66 rer cent of the children say
the teacher explains things "all the time'" while in the highest
economic neighborhood 54 per cent say this, If we combine the two
categories of "all the time" and "almost all the time" we find

that in the lowest income groups 85 per cent of the children give
one or the other answer while in the highest 78 per cent do so,
There are some reversals for the two middle income groups. Yet,

we can safely say that this item follows the pattern of the
"liking" question and the question on the "fairness of teachers."

With these three items ail going in the same direction, we
can have some confidence that the result is not a function of pe-
culiar wording of any given questionm. ‘

|
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Table 3 -3

Per Cent Saying "Teacher is Fair" by Neighborhoods

Median Income of All of the

Achievement Normed Fair All Time or Most
Neighborhood of the Time of the Time (N)

Low

(§3,366) 71 85 (345)

Moderately Low

($4,225) 68 83 672)

Moderately High

($7,150) 64 88 (344)

High

($8,350) 55 87 (169)




Tahle 3-4

Per Cent Saying "Teacher Explains Things

to

Median Income of

Children"

by Neighborhood

Explains All

Achievement Normed Explains All or Most of
Neighborhood of the Time the Time (N)

Low

($3,366) 66 85 (345)

Moderately Low

($4,225) 56 78 (672)

Moderately High

($7,150) 58 87 (344)

High

($8,350) 54 78 (169)
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Child's Fear of Giving Negative Responses

The questicn we miglit now ask ocurselves is whether the re-~
sponses are a function of the child's fear of giving negative re~
sponses. The children may, through fear of retaliation or through
sheer peevishness at being forced to answer questionnaires, give
stereotyped normative answers. There are several ways to check
this out, First, we asked the students two questions. The one
which appeered first on their questionnaire said:

Here is a question about the subjects you have in school.
Which one do you like best (check one from all of these):

a. social studies

b. art

c. arithmetic
d. reading

e. music

f. spelling
g. sclence

h, gym

The question was then repeated with the following wording:

What do you think is the most important subject for you to
learn? (check just one). The same list as above was used.

If the children were giving stereotyped answers then these two
questions should be answered alike. However, if we look at Table
5 we can see some major differences, Furthermore, the uifferences
suggest that the students are stating honest preferences rather
than giving stercotyped answers, Thus, when asked which subject
they liked best, the largest percentage (27) selected gym. When
asked which subject matter was most important the largest per-
centage selected mathematics (42). Subjects like art, music, and
gym are chosen as best liked by 53 per cent of the children, They
are chosen as most important in 03 per cent of the cases.

oy

This finding suggests that children are clearly not giving
us adult normative stereotyped responses when they say they "like
something." In the context in which the questionnaire was ad-
ministered the gym class was not the high priority of the adult
world. Yet it is this activity which the child said he most
liked.5/

A second indication that the children's responses were not
motivated by fear of reprisals may be seen in the fact that the
children did provide negative information about themselves when

-46 -




r'*N.l
(0gsST)
%001 o 1 g 11 i | 12 4] 1 91 juejaoduy
JSOH ST
Aeg waIPTIYD
3123(qng yotypm
(ogst)
%001 1 LZ 9 6 6 8 Gl L1 8 TIT UlAIPITYD
3193fqng yorypm
183101, iamMsuy WAH  IOUIIOS durirods JTISNK duipeay o1313uU 3iy saIpnig
ON -UTIV Tero0s§

juejzodu] 3IsoN ST Nuryl 43yl YdIYyM pue
I3seg M1 49y} 393fqng yoryM Burd=es waIPTIYD Jo Jud) 13g

-t 9IqeL




asked to do so.

The children were asked the following question:
In the last year, how many times have you beat up kids?

a. 4 or more times

b. 3 times
c. 2 times
d. 1 time
e, never

If Table 6 is examined, two things can be noted, First, approxi-
mately 50 per cent of the students admitted to beating up other
children at least once., Secondly, and in some ways more impor-
tant, we can see that children from working class neighborhoods
are more likely to admit 'peating up kids" than those from upper
class neighborhoods: 56 per cent from the lowest income neighbor-
hood compared to 37 per cent from the highest income neighborhoods.
Since the children from the working class neighborhoods were
giving the most positive responses about the teachers, it is of
some import to know they are giving the most socially disapproved
responses now. This 'suggests that tneir prior answers were not
stereotyped to adult normative responses prepared speclally for
the researchers.6/

Somewhat the same results occurred when the children were
asked: :

How many older boys and girls who live near you do you know
who ever skip school? (check one)

a. All of them

b. Most of them
c. Half of them
d. 3 or 4 of them
e. 1 or 2 of them
f. HNone of them

If we look at Table 7 we see that 54 per cent uf the children from
low income neighborhoods say they know one or more older children
who skip school, while only 26 per cent of the children from the
upper class neighborhood say this. Thus, agein, the children from
the lowest income areas are providing the answers which go counter
to adult stereotyped norms,

Further evidence that the warking class child has a posi-
tive reference orientation to schools is the fact that he is more
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Table 3%6

Per Cent of Children Who Say They "Beat Up Other Kids"
By Neighborhood

Median Income of Per Cent Who Beat

Achievement Normed Up Other Kids One
Neighborhood . ___or More Times — (N)

Low

($3,366) 56 (345)
Moderately Low

($4,225) 3 - (672)
Moderately High

($7,150) 45 (344)
High

($8,350) 37 (169)
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Tdable -3-7

Per Cent of Children Who Say They Know 'Older Children
Who Skip School" by Neighborhood

Median Income of Per Cent Who Say They Know
Achievement Normed One or More Older Children
Neighborhocd Who Skip Schogl (N)

Low

($3,366) 54 (345)
Moderately Low

($4,225) 47 (672)
Moderately High

($7,150) 14 (344)
High

($8,350) 26 (169)




inclined (compared to the middle class child) to admit to misdeeds
outside of school. In the top part of Table 8 we have listed some
misdeeds the child can commit outside of the school including the
following: stealing, being in trouble with the police, beating up
other children, and having a best friend in trouble with thw.
police. It can be seen that in all cases the children coming from

working class areas are more likely to admit misdeeds than those
coming from the upper clasc:.

Now, by contrast, if we examine misdeeds which are speci-
fically related to activity in school (Table 8), we find either no
difference between working class and middle class children cr a
tendency for middle class children to admit these misdeeds more
than the children from lower class nelghborhoods. For instance,
the children were asked:

In the last year, how many times have you copied off some-
one's paper?

a. 4 or more tines
b. 3 times

c. 2 times

d. 1 time

€. never

Whereas 36 per cent of the children from the lowest economic group
said they copied off other children's papers 2 or more times, 58

per cent of the children from the highest economic neighborhood
made this statement.

The children in addition were asked:

In the last year, how many times have you made trouble for
the teacher?

& or more times, 3 times, etc.

Thirty-six per cent of the children in the lowest economic neigh-
borhoo« said they made troutle one or more times, whereas 48 per
cent of the children from the highest economic class said this.
If we were to combine the answers of children who said 'never" or
"one time" the figures would read 18 per cent and 27 per cent.

There is some independent evidence for accepting the chil-
dren's responses from the teachers, We asked the teachers to rate
the children using the following scale:

1. Exceptionalﬂpositive behavior: always cooperative,
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k | Table 3-8

Per Cent* of Children Reporting Various Forms'cf Trouble
in Scheol and Qut of School by Neighborhood

Trouule Out of School

Median Income of Beat up Trouble Best Friends
* Achievement Normed Steal Things Other with in Police
| Neighborhood from Stores Children Police Trouble (N)
Low
($3,366) 22 56 17 39 (345)
Moderately Low '
($4,225) 22 53 16 35 (672)
L Moderately High ‘
| ($7,150) | 13 45 10 25 (344)
| High
; ($8,350) 15 37 0 20 (169)

Trouble in School

Copied Off
Median Income¢ f Made Trouble for the Someone 1
Achievement Normed Teacher One or More Else's Paper
Neighberhood Times in Last Year (2 or More Times) (N)

Low

($3,366) 36 36 (345)

Moderately Low

($4,225) 40 37 672) 1
Moderately High |
($7,150) 36 49 (344 )

High

($8,350) 48 58 (169)

* Per cent reporting one or more times in the last year.
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highly trustworthy, never makes trouble, behaves re-
sponsibly even wiaen teacher is not around, etc,

2, Generally positive behavior: positive behavior, but
nct as pos;tive as in 1,

3. Behavior about average: in your opinion, there is
nothing especially to note, either posicive or negative,
about child's behavior.

4, Somewhat negative behavior: sometimes makes trouble,
sometimes hard to control, requires considerable watch-
ing, usually can't be trusted, tends to talk out of
turn, may get into fights, or similar kinds of mis-
behavior. '

5. Frequent negative behavior: generally makes trouble
and is hard to control, requires considerable watching,
usually can't be trusted when teacher is out of the
room, often talks out of turn, gets into fights, or
similar kinds of misbehavior.

These ratings were made by the homeroom teacher. She spends about
one-half of each schocl day with the child. If we examine the
ratings we can see (in Table 9)the percentage rated as having
"somewhat negative' and "frequent negative" behavior in school.
The teachers in the lowest income schools rated 21 per cent of the
children as falling in these negative behavior categories, and
teachers in the highest income schools rated 20 per cent of the
children as falling in them. Although the school with next to- the
highest income has only 15 per cent rated negative, this differ-
ence is not large and could well be a reflection of educational
performance rather than misbehavior. In general, the teachers
seem o provide additional and somewhat independent evidence that
school behavior differences between children in low income areas
and those in high income areas are small. In addition, on the
basis of observation, one can say something about the behavior of
the children. We administered the child's questionnaire to all 18
schools, thus taking over several classrooms for one hour in each
school. The teachers were not present, We did not notice any

ma jor differences by social class in the degree of coop. itive
behavior of the children., The few principals we spoke to on this
matter argue that misbehavior in school is related to the age of
the chiid and the school situation, noting that children do not
really become behavior problems in the aggressive sense until they
reach the junior high level. The educators point to the size of
the junior high school, making it hard for teachers to supervise,
to the fact that the children are out from under the control of

=53~




it N

Bhaieié o-daiataininn gl ol 4 fhngl

o o T e I A A et oS
ST e T T TEE R e T R

v an SRIUIY o o mcnts od Soeiliel o ki mss o MBBRS Gs s 5 s At o Rl erbit bl . |

Table 3-~9

™

Per Cent of Children Rated as Having Pocr School Behavior
by Homeroom Teacher* by Neighborhood

Median Income of

Achievement Normed Per Cent Rated as Having

Seighbornood Poor School Behavior (N)
Low
($3,366) 21 (345)
Moderately Low
($4,225) 23 672)
Moderately High
($7,150) 15 o (364)
High
($8,350) 20 (169)

*For exact working of rating scale see text page 19,
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the local neighborhood community, and to the age ot children which
sociecy defines as involving greater independence.

Finally, we may note a relationship between liking school
and getting good report card grades (r=.17). Liking school seems
to reflect a positive reward by the teacher and in this sense is a
realistic assessment. At the same time, liking school is not re-
lated to lowa scores (r=-.06) even though it 1s related to the
report card grade in reading.

Our discussion of the child's reference orientation toward
schools leads to the conclusion that at this age the child in our
sample from the worst educational situation (i.e., lowest Iowa
scores) is as positively oriented toward schools and teachers as
the child from the best educational situation. Attitude toward

chool is not the crucial difference amongst the childrer in our
sample, although it may become an issue later on in the child's
school career.

In the course of pointing out why we believe the children's
statements to be accurate, we have also indicated a possible re-
lated dependent variable: the child's use of violence outside of
school. Though nominally this has no direct bearing on reading
skills we shall argue later that in fact it is a very important
consideration for developing the "rational" thougzht process which
is centra’ to education. It is also obviously true that a teacher
who has to spend much time disciplining and socializing will have
less time to teach reading. Therefore, the extent te which the
children misbzhave und get in trouble could also be used as a de-
perident variable in a study of educational achievement--though
admittedly it is not the same as reading skills. In our study, we
shall treat violence and misbehavior as one of several factors
affecting the reading skills, but rnot as a dependent variable in
itself,

Occupational Aspirations

Another way of getting at educational motivation is to ex-
amine the occupational aspirations of the child. For many people
in our society education is seen as instrumental for improving
one's life chances, e.g., getting a good job. Put somewhat dif-
ferently, for a child to be willing to work very hard without any
immediate gratification, it is necessary for him to have scme
strong incentive. One type of incentive is the promise that work
at school will bring much greater future rewards--e.g., a good job,
with high income, etc. Of course, another incentive is a belief
that education is a good in itself. However, for most people it
is probably the former incentive that is dominant. 1In a society

-55-




el
T T R T T T T T T T T T T e e e

such as ours where money. is 2 generalized means to most goals, the
power of such an incentive can be well understood, A good occu-
Pation with its continued source of i ome can in turn mean the
achievement of almoct any gecal one aspires to, while the stress on

- education as an end product in itself is comparatively speaking a
- more limited inducement,

Following this line of reasoning, it can be argued that if
the child has internalized a high achievement orientation--i,e.,
wants a high status occupation--it may well be assumed that the
child can be motivated to work hard educationally. Thus occupa-
tional aspirations might be taken as a central depenuent variable
in any study of education of the child. Therefore, we decided to

investigate this question,

When we began this research, we were aware that it might
not be very meaningful to ask children 10-12 years old about their
occupaticnal aspirations and expectations. This is certainly true
in the sense that they may not be able to predict the specific oc~-
cupation they =sill choose. However, we argued that at a very
early age children begin to differentiate gross levels of occupa~-
tional strata.

In our pre-testing, we started out by giving the children a
list of occupazions and asking them which ones they would prefer,
Another method was to ask them to write out the occupation they
wanted. What we discovered was that most children wanted occupa-~
tions which were high on the prestige scale, i.e., doctors, law-
yers, etc, Furthermore, when there were class differences at all,
the working class children were more likely to select the high
prestige nccupations than were the children from middle .lass
nomes. This, of course, caused us to wonder as to the utility of
the variable for our purposes, It was plain that, given a free
choice, children would like to have high prestige occupations.
This in itself is of some importance for it does suggest that our
society has somehow managed to instill the "success" syndrome.
Presumably, if we were to ask similar questions in a class-crys-
tallized society (as that of the Middle Ages), children would nave
responded differently--they would have chosen the occupations of
their fathers.

In thinking about the problem it occurred to us that in
real life the first occupational choices available to a person
entering the labor market are generally among low prestige jobs.
The high prestige jobs are offered later. Aimos* any adult may be
eligible for a job as a laborer. However, to be a doctor or a
lawyer requires a much longer wait. From this line of thinking we
developed the idea that what differentiates the working class

-
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S child from the upper class child may not L~ difference in «. . upa-~
tional preferences but difference inm abiiity to sustain t¢he pref-
erences through time. The working class and middle class children

~ seemed to have the same occupational prestige system and they .

" would all choose- the top occupations, but did their class inequal-
ities act so as to develop early in the life of the working class

r + child the sense that he must settle for less? We sought to create

' a variable which wculd reflect the alternatives put befure chil-

dren as they grow up. In order to do this we decided to start off

by asking the children the following question:

When you grow up how happy would you be if you had a job as
a factory worker, or some job like that? (Check one)

a. Very happy
b. Happy

c. Unhappy

d. Very unhappy

They were given no indicaticn that they would have any other occu-
- pational choices to express. Thic was felt to be realistic in the
sease that in fact this is the first type of job that would become
available. A little later in the questionnaire we asked the fol-
lowing question:

L When you grow up how happy would you be if you had a job as
; a shoe salesman, a secretary, or some job like that?

Still later in the questionnaire we asked:

How happy would you be if you had a job as a doctor, or a
teacher, or some job like that?

If, in fact, there is a common noxm of occupationzl achievement in
an open-class structure, then all children shculd prefer the high-
er occupations over all others. However, if in addition there is
a social screening process whereby working class jobs get offered
first and middle class jobs later, and if there are differences in
motivation, ability, knowledge, and economic resources to hoeld out
for future job opportunities, then it should follow that working
class children would be more willing than middle class to accept
lower prestige jobs. Put somewhat differently, the chief thing
differentiating children of working and middle class in occupa-
tional preferences would be their willingness to accept working
class jobs, not their willingness to accept professional jobs.

If we look at Table 10 we can see that there is indeed some
confirmation for this idea. Across each row we can see that for




Table 3-10

Per Cent Happy or Very Happy to Have a Job as a Factory orker,
Salesmar or a Doctor by Neighborhood
" (Three Separate Quasticns)

Median Income ¢i tiappy as dappy as Happy as
Achievement Normed Factory Salesman or Doctor or
Neighborhoods Worker _  Secretary Teacher (N)
Low _
($3,356) 86 87 92 (345)

Moderately Low
($4,225) 75 | 81 93 (572)

Moderately High : | :
($7,150) 59 €9 89 (344)

High
($8,350) | 52 53 79 - (169)

Difference between —




each social class (as represented by neighborhood income) the per~-
centage of people happy to take a job goes up as the prestige of
the job goes up. Thus the lowest social class has 86 per cent who
would be happy to be a factory worker and 92 per cent who would be
happy to be & doctor. We find the same trend for the neighbor-
hoods with the highest median incomes, Thus all strata have some-
what the same occupational prestige scale, e.g., they all prefer
the high status to the low status job. However, if one locks down
the columns it can be seer that the differences between the upper
and lower income groups are much greater with respect to the
factory worker job (34 per cent) as against the professional job
(13 per cent).

The same thing can be looked at from another perspective,
The children from working class neighborhoods are almost equally
lixely to accept a factory job as a professional job as satisfac-
tory. There is only a 6 per cent difference. By contrast, for
the children in a high income neighborhood there is a 27 per cent
difference in the choice of a working class job and a professional
job. '

There is one other point to note in this table: the work-
ing class level always shows greater zcceptance of any kind of job
than the highest income group. There may be two reasons for this.
First, the working class children are most likely to have been ex-
posed to unemployment and therefore value any job. Secondly, the
upper class child may be more discriminating as to the particular
job he will choose. The item on professional occupations mentions
"teachers and doctors and jobs like that." We suspect that the
upper class child, not finding a specific occupation he wants,
would reject this choice as well as che others. Or he may have
still higher occupations in mind.

When one examines the two intervening income groups the
hypothesized model comes closer into being. There are virtually
no differences for these strata from the lowest income group with
regard to preferences for the professional jobs. Yet when the
answers of these two groups are compared with the lowest group on
the factory worker question, they differ by L1 per cent and 27 per
cent respectively. As the job being rzted has higher status the
difference in preferences between children from high and low in-
comes areas shrinks.

»
©
LA

Because the literature indicates that Negro families are
more likely to have higher occupational aspirations for their
children than white families, it is of some interest to see
whether the race of the children alters these findings. We have
subdivided the schools into those which are predominantly Negro
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and those which are predominantly white.7?/ As Table 1l indicates,
the same findings emerge with even greater clarity when schools
predominantly Negro and white are considered separately. Thus, in
predominantly white schools.the difference between children from
highest and lowest economic areas in choosing the factory werker
job is 25 points, whereas for the professional job it is 06. For
schools predominantly Negro, it is 16 and "0".

The evidence seems to indicate that both upper class and
working class children have accepted the same job hiezarchy and
idea of success. Where they differ {s that the working class
children are more inclined to accept the first job that comes
along while the middle class child is more inclined to wait uptil
he gets the job he wants, There are at l2ast two reasons why the
working class child may behave in this way. First, his family
might realistically not be in the position to support him (educa-
tionally) while he prepares for a better job., Secondly, the child
might not have the necessary knowledge to uaderstand what it takes
to get the better job. - '

For the purposes of our study two consequences follow from
these findings. One, occupational aspiration iy a legitimate de-
pendent variable for study if one is interested in why low income
areas systematically produced more poorly educated children.
Poorer children at an early age have been conditioned to accept
lower stzius jobs with their implied lower educational standards.
Or, put somewhat differently, they may not have the same occupa-
tional incentives to do well in school as the middle class child.

The second point is a methodological one. In order to
measure the child's occupational incentive the typical forced
choice questions are inappropriate (e.g., which of the fullowing
occupations would you want or what job do you want, ete.), It is
necessary to structure the question so as to find out what occu-
pational level the child will settle for. 1In the case of our
study, the crucial differentiating item is the extent to which the
child will settle for lower status jobs; they all want the high
status ones.

It is to be noted that occupational aspirations and reading
skills are different variables although they are correlated. The
correlation between acceptance of a factory worker job and Iowa
reading test scores was ,3l. This suggests that we should con-
sider factors which relate to occupational aspiraticns as ince-
pendent variables that might affect. reading skills., However, we

will not treat occupational aspiration as a dependent variable in
our study.
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Table 3-11

Per Cent Saying Happy to be Factory Worker and Happy to be a Doctor
by Racial Mejority of the School Ly Neighborhcods .

Predominantly White Schocls

Median Income of Happy to be Happy to be
Achievement Normed a2 Factozry a Doctor or
Neighborhood Worker Teacher (M)

Low

(53,366) 77 85 (84)
Moderately Low

($4,225) 76 92 “15)
Moderately High

($7,150) 59 89 (345)
High

($8,350) - 52 79 (170)

Predominantly Negro Schools

Low

($3,366) 88 95 (261)
Moderately Low '
($4,225) 72 Q5 (257)
Moderately High

($7’150) - - -

High

($8,350) -- .
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Educational Aspirations

The same point can be made regarding educational aspirations
as was made for occupational ones. The child's commitment to
higher educational goals may be a measure of his determination to
learn. The child who has internalized the notion that college is
& necessary and possible step in the educational ladder might
strive much harder than others to prepare himself educationally.
One could argue, therefore, that the measurement of educational
aspiration is in itself a major concern for those seeking to un-
derstand why children from low income areas do much worse in read-
ing than children from high income areas,

In order to get at the children's educational aspivations
we asked them the following question:

I1f nobody made you go, when would you stop going through
regular school? (Check one)

a. Stop now

b. Stop before you finish high school

c. Stop after you finish high school

d. Stop after part of college

e. Stop after you finish a regular four~-year college
f. Finish college and then go on for more schooling

I1f we examine Table 12 we can see the overwhelming majority of
children from all groups would like to go to college or beyond
(roughly 80 per cent of the children checked category 5 or 6
above). Apparently, at this age the idea of educational achieve-
ment has been instilled as the right kind of thing to aspire for.
This, of course, says nothing about how strongly the children
cling to this ideal nor doves it say if in fact they are prepared
to aitually achieve this ideal. Nevertheless, it is a very im-
portant thing to stress thst children at this age and Erom: all
economic areas in our sample hold high educational achievement as
an ideal goal,

Convincing such children of the importance of education is
not a major problem, Thus, 86 per cent of the children coming
from the lowest economic areas want college or more and this
matches the 85 per cent of the children coming from the highest
economic neighborhoods and slightly surpasses the 80 and 76 per
cent coming from the intermediate economic neighborhoods. Actu-
ally, when one splits the question into its component parts and
separates those who want more than a college education from those
wanting just the regular four-year college, one finds ‘that chil-
dren from the poorer neighborhoods actually have higher aspirations
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Table 3-12

Per Cent of Children Who Would Go to College or Beyond
by Neighborhoods

Median Income Per Cent Per Cent
Achievement Nermed Per Cent Beyond College
Neighbozhood to College College or_Beyond _(N)

Low

($3,366) 28 58 86 (345)
Moderately Low

($4,225) 33 47 80 672)
Moderately High

(§7,150) 42 34 76 (344)
High

($8,350) 50 35 85 (169)
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than those from the wealthier ones Thus, 58 per cent of the

— wes M W g sy 9

children from low income neighborhoods want to go beyond college

while only 35 per cent of those from high income neighborhoods so
indicate,.

Since educational aspiration like occupational aspirstion
has been shown to be related to race, we comparcd the college’
aspirations of children at Schools in which the majority were
Negro with those schools where the majority were white,8/ Such
@ comparison showed that for the schools dominated by white
students coliege aspiration does take on a modest relationship to

economic level of the neighborhood. Seventy-two per cent of those

from the lowest economic group aspired to g0 to college or beyond
while 85 per cent of the highest economic group had this aspira-
tion. For the Negro dominated schools there is8 no relation or a
reverse one between class and educational aspirations. Further-
more, it can be seen that the children from schools domirnated by
Negro families have consistently higher aspirations than those
dominated by the white families--just as the prior literature
suggested. (See Table 13,)

Thus, once race is taken into account, there is some in-
dication that children from white dominated schools and living
in higher economic areas tend to have higher aspirations than
those from white dominated schools in lower areas, This
difference doer not hold for children in Negro dominated schools.
The outstanding feature of the finding is not the modest dif-
ferences among white dominated schools but the extent to which
all children have accepted the legitimation of higher education.

Granted these are idcal goals, the question arises as to
whether the children actually expect to achieve them, There are
two lines of analysis open to us. First, we can examine their
reported expectations. Second, we can apply the same type of

analysis &s that applied to occupational aspirations, viz,, will
children settle for less,

. First, proceed with the expectation question. We asked the
children:

What are your chances of finishing high school?

a., Excellent
b, Very good

¢, Good
d. Fair
e, Poor

f. Will not go toc college
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Table 3-13

Per Cent Saying They Would Want to Go to College or Beyond
By Racial Majority of the School by Neighborhood

Median Income of College or Beyond
Achievement Normed
Neighborhood White Schools Negro Schools
Low
($3,366) 72 (84) 91 (261)

Moderately Low
($4,225) 76 (415) 86 (257)

Mcderately High
($7,150) 76 (344) -~ (0)

High
($8,350) 85 (169) --  (0)




We also asked tie same question about college. If we ex-
amine those answering excellent, very good, or good chance of fin-
ishing college, there is no real difference between the children
coming from low income neighborhoods and those from high income
areas., See Table 14, There is a slight difference between eco-
nomic areas when expectation of finishing high school is examined
with 76 per cent of the children from low income areas saying they
had a good or better chance while 82 per cent of those from the
high income group said this. If we examine these findings con-
trolling for the racial composition of the schcols we can see that
amongst the white dominated schools there is a slight economic re-
lationship. However, it is still somewhat modest in character,
Sce Table 15. All of this might suggest that educational aspira-
tion, like positive orientation toward schools, is not central in
explaining why children in lower economic areas do so poorly, since
these children do not differ from those in higher economic areas
on aspirations or expectations.

There is, however, still anothrr way of getting at the
differential convictions of children from working class and upper
class neighborhoods. We asked the children the fcllowing question:

Do you want to go to a special school where you can learn
a trade, like how to be a mechanic or a beauty parlor op-
erator? (Check one)

a, Yes
b. No

The assumption is made that where a person says he wants to go to
such a trade school he is unlikely to go on to college. All we
have demonstrated so far is that children of all social classes
want to go to college and expect to finish., We are now seeking to
determine if some children systematically leave the educational
ladder for lesser educational opportunities which they also find
attractive. As in the occupational system, the lesser educational
opportunities frequently get offered first in time and require
less effort to enter. If, for instance, the working class child
finds one of these attractive he might be steered off in this
direction because it arises first--even though he has a high
priority for college education,

Table 16 shows that there is indeed some tendency for chil-
dren coming from low income neighborhoods more readily to answer
they would go to a trade school than do children from higher in-
come neighborhoods. For instance, 66 per cent of the children
from the lowest income group said they would like to go to a
special school for learning a vocational trade such as mechanic or
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Table 3-14

{ Per Cent Saying “Excellent,.Very Good, or Good Chance"
of Finishing High School or College
{ by Neighborhood

‘ Per Cent Saying Per Ceut Zaying

4 Median Income Chances of Finishing Chances of Finishing

Achievement Normed College Excellent, High Schoo)} Excellent,
Neighborhood Very Guod, or Good __ Very Godd, or Good __ (N)

Low

($3,366) 68 76 (345)
Moderately Low

($4,225) 63 77 (672)
Moderately High

($7,150) 66 83 (344)
High

($8,350) 66 82 (169)

-67-




Table 3-15

N S S e

Per Cent Saying "Excellent, Very Good, or Good" Chance of
Finishing High School and the Same Question
for College by Racial Majority of
School. and Neighborhoods

i g w0 iy

: | Predominantly White Schools
Median iIncome of Good or Better Good or Better
Achievement Normed Chance of Chance of
Neigl oorhood Finishing Coliege . Finishing High School (N)

Low
($3,366) 62 74 (84)
" Moderately Low

($64,225) 60 78 (415)
Moderately High ,

(37,150) 66 83 (345)
High

($8,350) 66 82 (170)

Predominantly Negro Schools

Low
($3,366) 70 76 (261)
Moderately Low
(54,225) 69 75 257.)
| Moderately High
| ($7,150) -- --
| High
‘ ( $8 9 350) - - -
i
|
i
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Table 3-16

Per Cent Saying "They Would Go to Trade School to Learn
to Be a Mechanic or Beauty Operator"

Median Income of
Achievement Normed

by Neighborhocd

Per Cent Going

Neighborhood to Trade School (N)
Low
($3,366) 66 (345)
Moderately Low
($4,225) 69 (672)
Moderately liigh
($7,150) 53 (344)
High
{$8,350) 44 (169)
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beauty parlor operator while only 44 per cent of the children from
the high income group made this statement. What is impressive is
that both groups of children, when asked the question as to how
far in the educational system they would like to go, overwhelm-
ingly answered ccllege or more (e.g., 86 per cent of the children
from low income neighborhodds and 85 per cent of those from high
income neighborhoods). What seems to differentiate these two
groups is not so much what they would ideaily want but basically
what they are willing to settle for.9/

In conclusion, it would seem that educational aspirations
and occupational aspirations share many of the same features.
Children have internalized the educational and occupational pres-
tige scales., Given a free choice they would prefer to have the
highest prestige occupation and the most education. This is not
what differentiates the child living in the low income area from
the child living in the high income area, What dces differentiate
them is what they &are willing to settle for, granted all things
are uot equal--e.g., they do not have equal economic resources to
engage in training, they do not have equal knowledge to prepare
themselves, they do not have equal training opportunities, etc.

If we are to include some measures of occupational and educational
aspirations in our study it becomes extremely important to include
those which measure what children are willing to settle for--not
Just what they might ideally aspire to. In our study we made the
decision that though educational aspiration (in this more refined
sense) has an important ingredient in the educational processes it
was still distinct from the dependent variable--the skills the
child actually learned. As such we would try to incorporate it
among our independent variables, e.g., show how families stressing
different occurational level can affect the child's reading skills.

Concluding Statement on the Choice of a Dependent Variable

We have developed the reasons we consider it appropriate
for our purposes to choose the Iowa test scores--an independent
and uniformly available observation that could be made on all
children--as the chief dependent variable for the study. 1In order
to make clear empirically what this choice means in terms of other
kinds of measures that might reflect the educational behavior of
school children, we present in concluding this chapter the results
of a factor analysis of the available items from which dependent
variables might have been fashioned. We can thus see both the
extent of independence of the Iowa scores from other variables and
the kinds of variables that will not be effectively represented.
It is important to be clear about what aspects of educational be-
havior are not examined in the subsequent analysis.
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From the questionnaires for children, the homeroom teacher
ratings, the school records, 49 variables deemed to represent
aspects of academic achievement and conformity to approved be-
havior norms (what the school called "good citizenship") were
selected. These and three "background" variables (sex of child,
race, and family income) were factor analyzed (principal axes
solution, varimax rotation). Six of the 9 factors extracted are
considered interpretable and Table 17 presents a matri. of factor
loadings for the 29 variables that had loadings of .40 or greater
on any of the six interpretable factors.10/ The variables are ar-
ranged in the table so that those defining each factor are grouped.

Each of the six factors is seen to be relatively independ-
ent and examination of the variables for each factor permits quite
reasonable definitions. Factor I (ignoring for the moment the
background variables) is clearly defined by Iowa test scores for
which there are two measures (correlated -.82) with which I.Q. is
associated. These variables have negligible loadings on the other
factors, even on Factor II which is defined by the achievement and
effort grades found in the school records. A more substantial,
but by no means defining, loading is found for the £{.Q. variabie,
It is to be noted further that modest loadings for the Iowa test
Factor 1 occur for several variables of Factor II (particularly
37--Reading achievement grade, 50--chances of finishing high
school--teacher's estimate, and- 39--Arithmetic achievement grade).
Modest loadings for Factor I also appear for the variables (l--
Scale of child's "happiness" with given occupational levei, 12--
Child "happy" to have factory job, and 13--Child "happy to have
sales job) that define Factor IV as a factor representiang the oc-
cupational aspiration of the child. The first-order correlations
of Iowa scores (variable 41) with the variables of these two fac-
tors (II and IV) are listed below:

Correlation of 4l--Iowa test scores with....

38 - Reading effort grade -.37
40 - Arithmetic effort grade -.34
39 - Arithmetic achievement grade -.38
50 - Chances of finishing HS.-teachers est, -.52
51 - Behavior rating by teacher -.28
45 - Citizenship grade -.29
37 - Reading achievement grade -.51

] - Scale of child's "happiness" with

given occupational level .32
12 - Child "happy" to have factory job .31
13 - Child "happy" to have sales, etc., job .22
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It may be concluded that the use of Iowa score as the major de-
pendent variable will carry some implication for the kind of
school-relevant content of Factors II and IV, namely the child's
school grades and his occupational aspirations. Note, too, that
twe ‘“'schocl behavier" variables (51 and 45) and the teacher's es-
timate of the child's educational future (50) are included.

Factor I is the only factor on which the two background
variables (race and income) are meaningfully loaded. The third
background variable--sex--showed little relation to any factor
although it was moderately correlated (.25 to .47 for first-order
coefficients) with variables usually expected to be associated
withk schocl-boy-school-girl differences (e.g., "citizenship”
grades, behavior ratings of teacher, making trouble for teacher,
reading magazines out of school, "happy" to have'a sales job).

We will be reflecting the import of race and income (correlated
in the magnitudes of .38 and .36) when we use Iowa test scores as
our dependent variable,

The other factors are clearly separable and not reflected
in analyses using Iowa scores as the dependent variable. Factor
II1 is defined by the child's own estimates of his educational
future (variables 17 and 16 and 11). Factor V--less strongly
defined than the other factors--can be considered to reflect the
child's liking fer school (with which his "happiness” to be a
doctor is associated). Factor VI is clearly a self-report of
extent of misbehavior.

When planning the research, we conceived the behavior we
hypothesized to be zffected by relations between the school and ﬁ
externil primary groups as a composite of "educational achieve-
ment” and "good citizenship"--terms often used by educators with
whom we talked. Therefore, we included items in our data-gather-
ing instruments on btoth of these kinds of behavior. We now see
that they may be different phenomena, despite the plausible belief
that they must be closely related. It would be desirable to
replicate the entire analysis that follows in this report with
"good citizenship" as the dependent variable but we shall not do
so for two reasons: first, our resources do not permit it at this
time; second, as we indicated earlier, we believe educational
achievement to be the more crucial consideration for children of
elementary school age and perhaps more directly related to the
kind of interactions between schools and families and neighbor-
hoods that we seek to investigate, It can be argued that academic
disabilities are more likely to lead to delinquent and other de-
viant behaviors than the reverse, although they undoubtedly inter-
act with and reinforce one another.
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In any event, we are satisfied that the use of educaticnal
achievement as measured by standardized test scores is a highly
Lwportant social phenomenon to study. It will also Tepresent a
severe test of a theory that proposes to examine how educational
achievement is affected by the interaction of gross factors of the
social environment such as the type of formal organization, family
and neighborhood structure, and the links between them,




Footnotes

l. For instance, holding 1.Q. constant while one sought to deter-
mine the effects of other variables, such as neighborhood and
family, on reading skills would tend to mute the relationship
when it might be very substantial, To the extent that I.Q.
and reading skills ares two different measures of the same
thing, holding one constant only leaves measurement errors to
analyze. Insofar as these in turn are random one will have
no relationships between reading skills and other factors.
Insofar as the errors are not random one will have spurious
relationships. Arthur Jensen, in a personal conversation,
suggests that his review of the literature indicates that as
a factor in human behavior 1.Q. tests presuppose a certain
level of cultural attainment before they play a decisive
role, Given the very low income of almost two-thirds of our
sample, the use of I.Q. tests could be especially biaszing if
Jensen is correc.. :

2. Unless otherwise stated all correlations in this chapter are
Pearsonian coefficients.

3. See in this chapter p, 19 for a complete description of this
scale. .

4. See Chapter 4 for a detailed.explanation.

5. A second thing which is most impressive about this finding is
the extent to which the children focused on mathematics as
the most important subject, They could have chosen reading,
science, or social studies and still have met the adult
world's general normative expectation. The fact that the
children selected arithmetic represents a degree of sophisti-
cation at an early age which certainly was not anticipated,

6. We are aware that the response patterns of areas rather than
cross-tabulations for respondents are used to support these
interpretations. Therefore, they are made only tentatively.

7. The schools designated as predominantly Negro have over 95 per
cent of their children Negro. The schools des’gnated as pre-
dominantly white have between 45 to 100 per cent white. Be-
cause of our sampling design all families in the outer city
(the moderately high and high achievement normed neighbor-
hoods) are white. Of the 6 schools in the inner city, 2 are
almost equally split between Negro and white and the other
four have on the average of 83 per cent white. Thus, al- i
though this procedure gives only a rough approximation of '
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race differences for all schools, it provides very good
measures 30 far as comparisons of Negro schools and outer
city schools are concerned.

See footnote 7 above for hew scheels were defined.

These are ecological correlations and therefore they are only
suggestive regarding the relationship between educational
aspiration and trade school.

Four additional variables, not included in Table 17, had load~
ings of ,40 or above on the other three factors (variables 46
- School absences, 4 - Child's report on reading newspapers
wut of schoel, 48 - Child's report of reading magazines out
of school, and 4 -~ Sex.




References

1. (Your page 2, my page l.) See Manual for Administrators, Super-
visors, and Counselors of the Iowa Tests of Basic Skills.
Boston: Houghton Mifflin Co., 1955.

2, E.F. Lindquist and A.N. Heironymus, [?] et al, Iowa Tests of
Basic Skills Format [?]. Boston: Houghton Mifflin Co., 1953,
PP. 4-5.

3, (Your page 13, my page 9.) Bowman and Matthews (Quincy Project).

-y e oa Moo n o B e L o . . . . . L L. W e .




Chapter 4

Neighborhood Structure--1ts Theoretical Function
and Some Preliminary Contextua: Effects

Introduction \ )

As suggested in Chapter 1, there are at least two major .
primary groups which might affect the learning skills of the
child: the family and the neighborhood. In the literature the
neighborhood has been comparatively neglected, but there is a
large theoretical and empirical literature on the family. Orly
recently--within the lest ten to fifteen years--have sociologists
begun to give serious consideration to neighborhoods as explana-
tory factors in social behavior. One index of the state of in-
tellectual development =ould be a comparison of typologies in the
fields of the family and the neighborhood. Whereas the field of
the family has numerous multidimensional classificatory schemes
: (e.g., nuclear and extended, conjugal and consanguine, companion-
ships and institutional, family of orientation and of procreation,
entrepreneurial and bureaucratic families, etc.), the field of the
neighborhood has relatively few, fairly simple dichotomous schema
(e.g., transitory, delinquent or non-delinquent, etc.). The di-
mensions of family typology have often been studied in some detail
whereas neighborhood typologies frequently have little in the way
of substantial research to support them.

Historically, both the neighborhood and family are often
viewed as increasingly feeble forms of influence in an industrial
society. In theoretical and empirical terms, the movement that
character*zes modern society as moving from a folk to an urban
community, from gemeinschaft to gesellschaft, etc., is another way
of saying that primary groups such as the family are decreasing in
importance with the development of industrial society. The frag-
mentation of primary groups is seen as coincident with the devel-
opment of large scale organizations, of the mass communication
media, and with impersonal, segmental, and instrumental relation-
ships between people. This view of the changing role of the fam-
ily in modern society has dominated sociological thinking since
the early part of the century until very recently. It is a view
still held by a substantial number of social scientists teday.( 37)

However, since the late 1940's a series of empirical stud-
ies have come more or less independently to the conclusion that
the family is still an important factor in many crucial asrects
of contemporary society.(88 ) These studies have been buttressed
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by strong theoretical arguments for the effectiveness of both a
nuclear and an extended family unit.( 56) In most instances the
authors have argued that the family has changed but still main-
tains vital functions. With respect to the neighborhood, it is
generally held that it is unlikely to survive in any recognized
form.( 90)

The empirical and theoretical literature on the neighbor-
hood has developed somewhat later than that on the family and
still does not offer a good statement of the generic functions of
neighborhoods. Typical in this regard are studies which show the
impact of a neighborhood effect but rarely explain why the neigh-
borhood should play any role at ali.( 10) There are some notable
exceptions.( 18) We should like to touch on this problem in order
to establish & theoretical base for any finding that the neighbor-
hood plays a role. Without such a base, the finding may be viewed
as historically aberrant, a vestigal remain that will pass with
time.

Unique Neighborhood Functions

In our discussion of balance theory we point out that pri-
mary groups, as contrasted to bureaucratic organizations, are more
effective (provide a better basis of social power) when dealing
with non-uniform events. We point to two crucial primary groups
in our society--the family and the neighborhood. We now ask what
theoretically differentiates the functions of the neighborhood
from those of the family? We will first differentiate the neigh-
borhood from the kin structure of the family and then from the
nuclear family structure.

As previously noted, primary groups cas be defined in terms
of the following generic categories--face-to-face relationships,
diffused relations, affective relationships, relatively permanent
relationships, and non-instrumental relatioms. Structurally, what
differentiates the extended kin from the neighborhood in a highly
mobile industrial society is that the neighborhood has face-to-
face re.ationships but not permanent ones, while the kin has per-
manent relationships but not necessarily face-to-face. This sug-
gests three types of situations where the neighborhood might have
functional superiority over the kin. First, in situationms where
speed of contact is essential. If, for instaice, one needs to go
to the store but wants somebody to watch the sleeping baby for the
short period while he is away, the next door neighbor (if willing)
is even more accessible than a relative who lives ten minutes
away. Time emergencies may vary from something as trivial as
getting a neighbor's aid in order to make a last minute appoint-
ment to the more serious situation when a major accident

-80-




completely incapacitates someone and a period must be covered
between immediate helplessness and the arrival of professional
aid. The neighborhood can step into this breach much more quickly
than kin or non-neighbor friend. The classic example of this case
is the rescue of people during catastrophies such as tornadoes.

In such instances as high as 75 per cent of the people are rescued
during the first few hours by neighbors or relatives who happen to
be neighbors as well.( 23)

Another situation in which the neighborhcod can functicn
better than kin is when everyday contact is essential for effects
to be felt or where primary services are organized around geo-
graphical areas. It must be recognized that much socialization
takes place through the everyday exposure to others. This social-
ization may occur without the socializer or socializee being aware
of it. Thus Lipitt et al. ( 52) speak of contagion among children
in a camp. One child adopts the dress and speech manners of a
positive reference figure without even being aware of it., Simi-
larly, it is likely that children learn values, verbal habits,
modes of reasoning from everyday associations with peers without
being aware of it. Parents may learn new ways of child rearing,
clothing styles, social manners from their everyday contacts with
reighbors without being aware of i:. Homans goes even further and
argues that under certain conditions everyday contact leads tc
positive affect between people.(36 ) Behaviors which cannot be
taught in a classroom lecture, vr handed down fhrough books or
other forms of media, might well be influenced by everyday contact
with neighbors. This influence may be very widespread and crucial.
For iustance, an expert on child rearing may be able to provide
some general tenets of good child rearing, or he might be able to
diagnose a serious defect in such practices. However, he is gen-
erally in no position to supply th= detailed knowledge that con-
fronts a mother every 24 hours when she is trying to raise a child
in our society., Perhaps this is why child rearing experts are

” probably no more successful than many mothers in the rearing of
their own children. Learning to be a good mother might be strong-
ly influenced by everyday imitation and advice of one who is in
the process of successfully rearing a child.

Neighbors also perform better than other units those tasks
which have to be organized on a geographical basis. For instance,
schocls, police protection, maintenance of streets, garbage ccl-
lection, are all important functions in our society which are now
organized around geographical units, The functional effectiveness
of such services can be materially aided or deterred by ome's
neighbor. We cannot at this time state the general conditions
under which services are ideally organized by geographical area
but this does not detract from our statement that this is a field
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in which the neighborhood can function better than the kin struc-
ture. Furthermore, this seems likely to be a functional arrange-
ment that is likely to persist in our society.

Having outlined at least three somewhat interrelated situ-
ations where the neighborhood can operate better than the kin
structure, we will now consider conditions in which the neighbor-
hood can operate more effectively than the nuclear family unit.1l/

Extended kin and the neightorhood operate in different
spheres of life, the neighborhood in those spheres where immedi-
acy, everyday interaction, or geographical location are central.
Both kin and neighborhood provide at least two services for the
nuclear family, ¥irst, they can supply greater resources for
solving problems. The nuclear family has limited human resources;
there are at most only two adults in the family. The solution to
all kinds of everyday problems, from minor but psychologically
crucial everyday advice on child rearing, to the best place to
shop, to the best places to get help, to everyday advice on minor
marital problems, might be very much aided by kin and neighbor-
hood.2/ The extension of primary group resources is, then, one of
the unique contributions of the neighborhood to the nuclear family.

In addition, there are certain kinds of problems which the
nuclear family--almost by definition--cannot deal with: problems
where the two adults in the family are in dispute may make it
difficult for either to help the other, problems where some trag-
edy befalls one or more family members may incapacitate the
nuclear unit so that outside help is required. Too much closeness
in the nuclear family may make it difficult for either member of
the adult nuclear dyad to assess a given problem objectively. An
example is the handling of mental illness in the family. Its on-
slaught is frequently slow and imperceptible, and, because of the
intense emotional involvement in the nuclear family, the spouse
may become so socialized to the mental illness of his partner that
he may not be able to discern it. As with physical disease, such
intimate contact may actually lead the healthy spouse to develop
aberrant behavior. Under these circumstances it takes someone
sufficiently close to the family to see what is going on, yet
distant encugh not to be caught up in the socialization experience
so as to provide initial aid, e.g., advise seeking professional
help. Again a neignbor or a kin may perform this functionm,

Though no claim is made to theoretical completeness, we
hope the above discussion has made clear some of the unique
functions of the neighborhood as a primary group when compared to
either the extended family or the nuclear family unit., In order
to explair the role of the neighborhood as a factor in the
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educational process, we must eventually be able to state its
unique roles that cannot be better performed by other groups,
e.g., family, schools, or other bureaucratic organizations,

Geographical Unit for Neighborhood

There is another uncertain area in the conceptual and em-
pirical study of the neighborhood: what is the proper geographi-
cal unit to define neighbhorhood? 1In some studies, high school
districts are said to be neighborhoods.(84) In Detroit one high
school district includes over 300,000 people. In other
studies an acknowledged sub-community, like Greenwich Village,
might be thought of as a neighborhood.(<27 ) On the other extreme,
when speaking about neighborhood some people speak of next-door
neighbors or the immediate block or apartment building in which an
individual or family lives.( 21 ) One of the few sociologists to
deal with this problem of definition, Greer, suggests that these
different vnits may have different functions. (292) This is our
view as well, We will not develop the different functional utili-
ties of these different geographical units aside from saying that,
like Greer, we see them as real. We suggest that they might even-
tually be given different names, just as family theory has names
to differentiate various sized kinship units, e.g., nuclear, ex-
tended family, clan, etc. We might eventually refer to the 3mall
block neighborhood unit as a nuclear neighborhood unit, and the
larger walking distance neighborhood as an extended neighborhood
unit.

In our discussion of neighborhood we will utilize the ele-
mentary school district as the major defining unit. This may be
described as the walking distance measurement of neighborhood or
the extended neighborhood. In Detroit, where this study was done,
elementary schools in our sample are generally no more than a ten
minute walk from any given child's house. In later analysis where
we speak about neighbors' views of each other or about exchange of
services we will occasionally utilize a nuclear or block neighbor-
hood concept.

Group Character of Reading Skills

The use of the elementary school district as the neighbor-
hood definition is partly a question of methodological expediency
and in part a function of our dependent variable. One assumption
we are making is that the learning of reading skills is in part a
group outcome. Too often learning to read is viewed and studied
as an individual matter or at most as a dyadic relationship be-
tween child and teacher. We are assuming that the teacher comtri-
butes to the learning process within a group context. If, for
instance, the teacher has a class of exceedingly unruly children
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and as a consequence has to spend all of her time maintaining
order, she will not be able to devote much time to the few chil-
dren who are not unruly and want to learn to read. Or if most of
the children are completely unprepared for reading and there are
one or two who are well prepared, the teacher may nct be able to
give much attention to the prepared children because her time and
energies are drained off by the others. Ve are not talking ex-
clusively about a child's classroom peers. We recognize that even
if a particular classroom group is very positive toward education
but the rest of the school negative from a history of dealing with
deprived children, the teacher might not be able to give the
proper attention to the positive group. Such a school may recruit
or socialize teachers to orient themselves in a negative way to-
ward children so that when an occasional good group comes along no
one is prepared to deal with i:. Furthermore, insofar as the
parent and neighborhood influence teacher relationships to the
child, this may maintain itself as a continuing force despite any
given classrcom group.

The learning experience of the child is inextricably inter-
twized with his particular classroom associates, with all the
other children in the school, and with the past experiences of the
schuol with children and parents. These nave all gone into shap-
ing the teacher's attitudes toward the children and how she will
approach the teaching process. We think the neighborhood is es-
pecially important in the elementary school in most cities of
America because it is likely to be more homogeneous than
larger school units. As a homogeneous unit it is likely to have
more impact on the school than the larger high school areas where
a variety of heterogeneous sub-units may cancel each other out.

In addition, the young age of the children is such that there is
social pressure on the parents to maintain a continuous super-
vision of the child extending even into the schools. Finally, the
relatively small size of the elementary school district makes it
probable that people with common interest--a child ir the same
school and the same grade--will meet each other and share experi-
ences. ASs a consequence, the probability of joint neighborhood
action is much greater.

Using the elementary school or the walking distance neigh-
borhood as the unit, there are two modes of analysis which can be
made to establish neighborhood effect. The one most often used in
current sociological analysis is sometimes called contextual an-
alysis, in which a group is characterized by some summary measure,
such as ,the mean, and the individuals with common characteristics
are examined to see if they differ in behavior when they are in a
group with a high mean or a low mean. The use of the term “con-
textual™ analysis is frequently misleading, in that it is another
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word for a primitive meaning of organizational structure. The use
of a statistic, such 28 the mean, generally enables the researcher
to define individuals in the group as members of a majority or
minority. Defining group structure in terms of one such dimension
i8 ¢xceedingly primitive when compared to the definition of
bureaucracy or primary groups where five cr more interacting di-
mensions are used to define the group "context." This is not to
deny the importance of the empirical work done under the concept
of contextual analysis, ncr to deny its theoretical usefulness
once its relation to other bodies of theory is made explicit.

We shall in our work follow this empirical tradition with
some elaboration. Much empirical work has been satisfied to
demonstrate that individual characteristics are significantly
influenced or not influenced by neighborhood context. For example,
Wilson, in one of the first studies, points out how aspirations of
the child are significantly affected by class context of the
neighborhcod. ( 97) Working class children in upper class neigh-
borhoods had higher aspirations than working class children in
working class neighborhoods. More recently some argue that neigh-
borhood, though having an effect, has a iclatively minor one. (84)
Still others point out ( 10) that investigators generally find
neighborhood effects when they draw their samples from large
cities and no neighborhood effect when they sample small towns.
One of the major factors differentiating small communities from
large cities is the degree of homogeneity of high school districts
(the units most often used in studying neighborhood effects in
education). In a small community they are often heterogeneous
because they include all people in the community, i.e., people
from different classes. However, in a large city with the '
tendency for homogeneous residential segregation, one is more
likely to find high schools homogeneous in terms of class, race,

and religion. 1In short, in the large cities high school bounda-"
ries may in fact coincide with sociological neighborhoods,

assuming that neighborhoods in most American communities are
shaped by the rule of status homogeneity. Spiro, studying vol-
untary participation, found that neighborhood effects are
stronger where the block is the unit for defining neighborhood as

compared to the cengus tract or elementary echool boundaries,3/

or elementarxy ochocl boun
This discussion highlights a general methodological point.
Because American cities have homogeneous neighborhoods, there is a
high correlation between family characteristics and neighborhood
block characteristics. As a consequence, many findings which have
been attributed to families could as easily be attributed to
neighborhood blocks as well. Generally the critics of contextusl

analysis have stressed the oppogite point, namely that finer dis-
" tinctions or mcre detailed analysis of individual characteristics
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wou! 1 cause th. contextual effect to disappear. It is our view
that this controversy cannot he settled by empirical dui: alomne
siiice there are an endless number of individual characteristics
which can be exemined but which also define the neighborhood char-
acteristics of these same families.

We suggest that investigators try to state more explicitly
how they see the neighborhood or the family operating in a given
situation. Onca stated, the empirical processes can be investi-
gated to see if the hypothesized relations do in fact occur. 1In
conjunction with the prior analysis, this will permit, for any
given analysis, a better assessment of the role of the neighbor-
hecod or of the family.

ra

In this chapter we begin a "contextual" analysis. In fol-
lowing chapters we will try to delimit some of the mechanisms by
which neighborhood affects the individual and see if they in fact
empirically exist. The first part of the analysis will be some-
what primitive in that we will consider only one and two variables
at a time. We will introduce standard demvgraphic characteristics.
They will appear in more complex form, along with other variables,
in a later analysis when we discuss what family characteristics
might in theory be affected by neighborhood consideratioun,

The Grouping of Neighborhoods

In order to get a view of the relationship of our variables
to each other we analyzed the most obvious "demographic' factors
which might relate to lowa reading score by means of a computer
program developed by Sonquist and Morgan.( 85) In this program,
all variables are inspected and the one selected which when di-
chotomized will explain most of the variance in the dependent
variable, i,e., yield the least amount of variance within groups
and the maximum variance between groups. Using this split, the
program proceeds to reexamine the variables (including categories
left over from the variable already split if it is more than a
dichotomy) for each of the two new groups. For each it then
selects again the variable explaining the most variance, continu-
ing in this fashion until the number of cases is toc small or
until the variance within a given group is so small that any
further splitting does not add to the amount of variance explained.
This analysis requires no assumption of order for the given vari-
ables.

This analysis measured for the following nine independent
variables: the 18 schools, child's mother's race, mother's educa-
tion (0-4, 5-8, 9-11, high school graduate, some college, college
graduate or more), region where born (south, southern border
states, northeast, north central, western, Michigan other than
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Detroit, Detroit, foreign born, and Canadas), father's occupation
(using the nine standard census classifications), welfare status
of the respondent (dichotomized as to whether currently on welfare
or not), the number of semesters the child had attended his
current school, and whether the husband was present or this was a
single parent family, Iowa test score constitutes the dependent
variable,

It is most instructive for documentation of neighborhood
effect that the variable which explained the most variance and
the cne which first dichotomized the population was school dis-
tricts and the split which maximized the amount of variance ex-
plained was that between the inner and the outer city schools.,
This split was over one-and-a-half times more effective (1.6) than
the next most efficient variable, race; it was almost twice as ef-
fective (1.9) as education, slightly over twice as effective as in-
come (2.2) and region of birth (2.2), over two-and-a-half times as
effective as occupation (2.6), three-and-a-half times as effective
as welfare status (3.5), and five-and-a-half times as effective
(5.5) as number of semesters in school. (See Appendix B.)

The split Letween inner and outer schools is thus consid-
ered most powerful and we now ask what is most powerful within
these two groups. Within the inner city group the variabie which
explains most is still another categerization by schools., Thus,
four schools (20, 40, 22, 30) were grouped into the lowest cate-
gory and 8 into the highest category (10, 11, 12, 21, 31, 32, 41,
42) in the inner city. This gave us three distinctive neighbor-
hood school groupings. The one with the highest school achieve-
ment scores contains the outer city neighborhood schools. In ad-
dition we have two inner city neighborhood sub-groups.

When we looked at the outer city schcols, we found that the
variable playing the most powerful role was education of the
child's mother, However, nearly as important was another neigh-
borhood-school break which had some natural social and geographi-
cal bases. Thus two schools (53, 54) were classified together to
form the group with the highest school reading achievement. Four
schools were grouped together -to form the next highest (50, 51,
52, 55). The two schools classified together as the highest were
located near each other and at a much greater distance from the

four other groups.

Because we wanted to highlight the neighborhood effect we
retained the two outer city groups. This gave us four ma jor
neighborhood categories--two in the inner city and two in the
outer city. The outer city neighborhood grouping with the highest
reading scores had two schools in it. The outer city neighborhood
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grouping with the second highest reading scores had four schools.
The inner city schools with the lowest reading achievement scores
had four schools in it and the inner city schools with the next to
the lowest scores had eight schools in it. Table 4-1 gives a sum-
mary of the neighborhood groups which we shall use.

The multiple classification analysis served two purposes.
First, and central to our discussion, it suggested that when a
neighborhood variable such as elementary school district is com-
Pared with eight other fairly strong background characteristics,
neighborhood is the most powerful predictor of the child's reading
achievement.4/ The second purpose served was to previde an opera-
tional definition of neighborhood grcups. We shall refer to thesg
groups henceforth as "Neighborhood Achievement Normed" groups.

What are school-neighborhoods as sociological phenomena?
Do they really consist of some complex interaction of the above
family characteristics? For instance, if our family characteris-
tics bad been given a neighborhood measure by utilizing means or
proportions for a given area, would the schools have come out as
the most powerful variable?

In the remainder of this chapter and in following ones we
shall devote our attention to showing what the sociological under-
pinnifigs of this classification might be.

Neighborhood Context, Selected Family Characteristics, and Mean

Iova--a Preliminary Consideration

Let us look at neighborhood and family effects using two-
variable tables to show the power of neighborhood as compared
to family variablesusually considered.

First, we examine the effect of mother's education on the
child's Iowa score and see to what extent this reduces the neigh-
borhood effects. In this table we have divided mothers into three
educational groups--those who did not graduate from high school,
those who are high school graduates but no more, and those who had
some college or graduated from college.5/ If we examine each
column of Table 4-2 we can see that the Iowa score increases the
higher the Neighborhood Norm. As a rough measure of ihe neighbor-
hood effect it can be seen that the poorly educated mothers in the
lowest reading normed neighborhood have children with a mean read-
ing achievement of -15.4 (a year-and-a-half belowr the nationel }
average). By contrast, the poorly educated mothevrs living in the
highest normed neighborhoods had children whose mean scores were
+0,7. 1In other words living in the highest outer city neighbor- |
nood gave the child a 16.1 month advantage or slightly more than

-88-




Mean Reading Achievement by Schools Selected as

Table 4~1

Optimal Neighborhood Achievement Groups

Mean

Neighborhood Reading

Groupings _ Score

Range of Mean
Reading Scores
for Schools

Number
of
Schoql;

Number
of
Families

Inner city:

lowest reading -14.7
achievement

schools

Inner city:

moderately low

Teading -10.5
achievement

schools

Outer city:

moderately high

reading +0,7
achievement

schools

Quter city:

highest +7.5
achievement

schools

'1507 to '13.5

-12'0 tO ""6.7

"'009 to "'109

+7.2 to +7.8

345

672

344

167 ]




Tablie 4-2

by Neighborhood Achievement Norm*

Mean Reading Score of Child by Mother's Education

t Neighborhood Some High High Some
| Achievement School School College
| Norms* or Less __Degree or More
| (267) (65) (13)
| laner Low -15.4 -13.3 -6.3
|
f City Voderately (520) (119) (33)
| Low -11.,5 -7.8 -4,3
Outer Moderately (151) (152) (41)
High -3.0 +2.8 +7.0
(43) (89) (37)
City High +0.7 7.1 +15.8

* School Achievement Norm is defined by Mean Iowa
for school. See Table 4-1,
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a school year and a half. Children with mothers who were high
school graduates living in the highest neighborhood had a 20.4
month, or a two year, advantage in reading. Those with mothers
who had a college education living in the highest neighborhood
had a 22.1 month, or a little more than a two year, advantage.

Using the same rough approximation, it can also be noted
that education of the mother plays a role somewhat independent of
neighborhood. Thus, in the lowest achievement neighborhood, hav-
ing a college educated mother gives the child a 9.1 month advan-
tage over those whose¢ mothers did not finish high school. 1In the
second lowest achievement normed neighborhood it gives the child
a 7.2 month advantage; in the second highest neighborhood it gives
a 10.0 month advantage; and in the highest neighborhood a 15.1
mont. advantage.

Since the number of categories of the variable affects the
magnitude of these differences, we can standardize by dividing by
the number of differences in each group, i.e., for educational
comparisons this would be two and for neighborhood effect this
would be three. If the differences are then averaged, we have an
overall ccmparison between the strength of the two variables. The
average gain in reading from the neighborhood is 6.3 whereas the
average gain by the educational variable is 5.1.

Race

Let us follow the same procedure for race. Table 4-3 pre-
sents the results. As noted earlier, we do not have any Negro
families in the two outer city neighborhoods. The difference in
reading scores for the white children iiving in the lowest normed
neighborhoods and those living in the highest normed neighborhoods
is 20.4 or over two school years. For the Negro population, with
only the two inner city neighborhoods, there i3 a difference of
3.4 months. The equivalent white groups show 3.8 months. Thus
neighborhoods seem to have the same kind of effect on Negroes as
whites.6/ If we look at race differences, we find that the Negro
families are consistently somewhat lower than the white families.
In the lowest normed neighborhoods the white families have a 2.3
month advantage over the Negro family; in the next to the lowest
group whites have a 2.7 month advantage. If one considers just
the inner city neighborhoods, the average neighborhood effect is
3.6 months and the average race effect is 2.5 months. For the
total population the neighborhood effect is approximately 6.0
months, over twice the impact of race.

L
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Table 4-3

Mean Reading Score by Race and Neighborhood Achievement Norms

- I ]

Neighborhood
Achievement Norms White Negro
(66) (279)
C LOW ’12.8 -1501
I
T (291) (381)
Y Moderately Low -9,0 -11.7
0 (344) (00)
U C Moderately High +0.7 .-
1
oo (169) (00)
R Y High +7.6 .-




Income

Let us now examine the reaction of income and n yighborheod .
to Iowa score. In Table 4-4 we have six categories of income,
from less than $2,000 to over $10,000. It can be seen by looking
down each column that, with one exception, in the seventeen possi-
ble comparisons, the higher the neighborhood norm the better the
child does. The income level of the parentsz does not destroy the
direction of the neighborhood effect. If we now examine the ef-
fect of income, we see that in onrly one neighborhood is there any
consistent income effect and that is in the better inner city
neighborhood.7/ 1In all others there are uusystematic fluctuations,

Despite this pattern, income may play an important role in
defining the neighborhood. This point will be explored in detail
later, but inspection of the population figures in Table 4-4 will
show that the poorer people are located in the lowest Iowa Normed
neighborhoods. The segregation of rich families and poor families
might play a role somewhat independently of individual family in-
come. 'Turthermore, it may turn out that the effects of income
will show up when education and race are controlled or when a
better measure of income, e.g., per capita, is used. Neverthe-
less, it is clear that income as a fuctor is muted if neighborhood
is held constant.

Combinations of Family Variables and Neighborhéod Effect

We may now examine the combined effects of some of the
“family" variables to see how thair combination affects the neigh-
borhood, Table 4-5 presents the results for race and education,
If we again use the differences between Iowa means as a rough
measure of neighborhood effect, we find that for poorly educated
whites there is on the average a 4.6 month difference relatad to
neighborhood and for the highly educatad whites a 7.0 month dif-
ference., Put somewhat differently, there was a year and four
months (13,9 months) difference between the poorly educated in the
lowest normed neighborhood and in the highest normed neighborhoods.
For the high educated whites those living in the highest normed
neighborhood had just over a two year advantage (20.9 months). 1If
we examine the increment added by each level of neighborhood, we
find again the bigges: difference is between the outer and the
inner city for both the high and low educated white families.

For the Negro population there are only two neighborhoods
to look at and both are in the inner city. The neighborhood ef-
fects on the Negro population tend to be slightly muted but they
are basically in the same direction as for the white population,
The highly educated Negro gains the most from living in a better
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Table 4-5

Mean Reading Achievement by Race, Education,
and Neighborhood Achievement Norms

White Negro
Neighborhood
Achievement Low a/ High b/ Low / High b/
Norms Educated~" Educated-’ Educated®’ Educated
(54) (12) (213) (66)
I LOW -13.2 -1100 -1600 -12.4
c
N
N I
E}; Moderately (250) (41) (270) (111)
R LOW -907 -408 -13.3 -709
0 e Moderately (151) (193) (00) (00)
U I High -3.1 +3.6 -~- -~
T
E o (43) (126) (00) (00)
R High +0,7 +9.9 ——- -==
%5 Low educated = less than a high school degree.

-95-

High educated = high school degree or more.




-

neighborhood--almost half a school year (4.5 months) whereas the
poorly educated Negro gains only 2.7 months.

In general, there seems to be an interaction between educa-
tion and neighborhood. The better educated appear to be able to
take more advantage of favorable neighborhood conditions than the
poorly educated. One obvicus possibie explanation is that the
better educated, as they move into better neighborhcods, tend to
become majority members of that neighborhood, but the poorly edu-
cated tend to become minority members when they move into the samé
neighborhood. If being a minority member causes anxiety, etc., it
may dampen the influence of the family unit. Another plausitle
explanation is that when a well educated person lives in a poor
neighborhood this is a sign of some personal or family difficulty.
Unless there was some trouble, the educated would be likely to be
earning more money and living in a better neighborhood. Families
in trouble may be so desperately seeking to meet minimal condi-
tions of continuity that they cannot rtilize the educational ad-
vantages. Thus a highly educated and a poorly educated family--
each with unemployed fathers, working mothers, and both parents
Psychologically depressed--may have so many problems that the child
is basically neglected. However, if these families get on their
feet and the mother and father are freed to give attention to the
child, then the highly educated family has more %o offer in terms
cf knowledge and assistance for the child.

If we now look at the effects of race and neighborhood on
education--using the same rough measure of difference between the
highly educated and poorly educated--we see that for both the
whites and Negroes the impact of education is greatest in the
higher achievement neighborhood. Thus for the white families in
the lowest neighborhood having high education ylelds & 2.2 month
advantage, whereas in the highest neighborhood having higher edu-
cation yields almost a year's advantage (9.2 months). For Negro
families the same finding holds. There is a tendency for educa-
tion to make more of a difference for the Negro than the white
family. Better parental education in the lowest neighborhood
provides the Negro child with a 3.6 month advantage, and in the
better inner city neighborhood it provides a 5.4 month advantage;
the comparative figures for whites are 2.2 and 4.9. This finding
has been implied in the discussion about the more pronounced
effects of neighborhood on highly educated than on poorly educated
families, We feel that the explanations for both phenomena are
the same. '

We can observe that a race difference still appears in

Table 4-5. However, it tends to be muted in the lowest income
area as compared to the higher one and muted as well for the
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higher educated as compared to the less educated. On :he whole,
these differences are generally smaller than the educational or
neighborhood effects.8/ What is most interesting about the race
differences is that the more whites resemble the traditional Negro
minority position in our society, the less evident the differences
between white and Negro become. A white family in the poorest
neighborhood where it is also in the minority is in the tradi-
tional minority low income status of the Negro. To be a highly
educated white person in such a neighborhood is to have a double
minority group status and hence to face double trouble. This is
exactly the group whose children's reading achievement most re-
sembles the Negro families. This may be why race differences
appear to have effects similar to those of educational and neigh-
borhood differences. The Negro family in our society is much
harder pressed then the white because of prejudice and discrimi-
nation. But when white families are in trouble (as indexed by a
high educated white family living in a poor neighbozhood) they
also are not able to utilize their advantages. Both Magro and
white families at this level are just doing their best to survive.
However, once the white family is on its feet (as indexed by being
in a higher income area), it can again utilize its advantages
whereas the Negro family does not have such an opportunity.

In summary we can see that neighborhood, race, and educa-
tion all play a role, and there seems to be an interaction effect
among them, The better the circumstances of the family, the more
able it is to utilize any social advantage it is given. Thus,
better educated families can utilize good neighborhoods more than
can poorly educated families. Or, turned around, a well educated
family can better maximize its advantage over a poorly educated
one in a good neighborhood than it can in a poor neighborhood. A
white family can do better than a Negro family in a good than in a
bad neighborhood. Where families are depressed below a certain
level, where they are faced with problems of just surviving, they
cannot utilize their social advantages (education, race, or neigh-
borhood) to the highest degree.

In later chapters on family structure we will be carrying
detailed contextual analysis further. All we hope to establish at
this point is the importance of matching people on a neighborhood
basis before looking at other factors which might affect reading
achievement. Since other factors are shown to operate somewhat
independently, we shall also maintain race and education matches
as the two variables most powerful next to neighborhood. When we
come to the discussion of family influences we shall examine in
greater detail how the various socio-economic factors relate to
family structure and to neighborhood.
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Summary

This chapter nas attempted to show that when schools are
grouped into four categories, these neighborhood categories have
impact on the child's reading achievement scores equal to or
greater than such traditional bac'ground measures as mother's
education, race, father's occupation, and income. All these
factors tend to operate somewhat independently of each other, but
there is some interaction between them. In general, we have at-
tempted to summarize this interaction by saying the more organized
the family is the better able it is to utilize its social advan-
tages to educate its child. Thus highly educated people make
better use of good neighborhood conditions than poorly educated
families and white families benefit more from prejudice in better
neighborhoods than in poor neighborhoods.

In the next chapter we shall further explore the role of
the neighborhood. First, we shall try to illuminate some of the
underlying mechanisms through which neighborhoods operate so as
to be sure that the neighborhood is indeed the influential factor
and not some artifact of measurement, Secondly, we shall present
a more sociolcyzical description of neighborhood than we have given
up to now, .s presently described, neighborhoods are elementary
school districts which have been arranged in terms of their power
to explain Iowa scores and which in addition have been said to
relate to socio-economic characteristics of the family. A mere
detailed description will be given together with some statements
as to which neighborhoods are most powerful.

’




Footnotes

1. We will not devote any time to the discussion of the condi-
tions under which the kin as a unit can operate more effec-
tively than the neighborhood. We will only suggest that this
will be true where relative permanency is crucial. Thus one's
long run educational, housing, or occupational choices might
be better handled by kin insofar as help is needed since they
are more likely to have concomitant long-term interests. For
instance, one might feel comfortable about getting a long-
term educational or housing loan from a parent or sibling
than from a neighbor because of the sense that onme will con-:
tinue to have bonds to the kin under most foreseeable cir-
cumstances whereas bonds to the neighbor may disappear.

2, Illustrative in this way is Landy ( 48 ) on finding psychologi-~
cal help, Mills (69a) on migration patterns, Whyte (99 ) on
marital problems.

3. Shimon Spiro reported this finding verbally in a conversation
in July, 1966. This will presumably be incorporated into his
doctoral dissertation at the University of Michigan on neigh-
borhood effects on voluntary associations.

4. The Rz coefficient for all nine variables is .35. The Beta2
for the neighborhood was .26, for education .06, and for oc-
cupation, income, and race .0l. On this basis we might argue
that the neighborhood factor is overwhelmingly powerful as
compared to the other "family" variables. However, the Beta
for any given variable is very much affected by the order it
appears in the equation. The first variable not only is
given a Beta? which involves its unique contribution to the
explanation of the variance but in addition it has added in
all contributions which it makes jointly with other variables.
By contrast the next variable has only its unique contribu-
tion and all joint contributions that did not include those
involved with the first variable, etc. Where in fact the
joint contributions is a very substantial part of the overall
R2 this use of the Beta? to indicate the strength of the var-
iable is deceptive, Therefore we have not included it in the
main body of our report.

- 5. Based on the AID II program developed by Sonquist and Morgan
the place optimally to split education was at high school
graduate and above vs. less than high school graduate. The
program suggested a second possible break at college graduate
vs., some college. Since we had so few college graduates in
our sample we decided to use the less efficient break of some
college or beyond so as to include more cases.
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6. Since these are unweighted differences, it is very important
tc note that there is a very small proportion of whites liv-
ing in the lowest normed neighborhoods. Furthermore, the
overall average effect of the neighborhood on whites is 6.6
months., This is so because the neighborhood increment is not
constant. Rather there is a very substantial difference be-
tween inner and outer city schools,

7. In the lowest achievement neighborhood the lowest income group
has an average Iowa score of -14.5 and the h ghest income
group has an Iowa score of -15.2, (Because of the small
number in the last two cells we have averaged the last three
income groups together.) In between these two extremes the
mean income fluctuates, sometimes higher and sometimes lower.
If we examine the outer city neighborhoods, we find a curvi-
linear relation with the very poor and the very wealthy
having higher scores. This is especially the case for the
moderately high outer city neighborhood. In the highest
outzz city neighborhood the number of people in the very poox
group is so small that we question the reliability of the

! finding. 1f, however, one combines the families with less
than 5,000 in one group, the lower outer city neighborhood
still shows a curvilinear relation whereas the highest one
shows somewhat random fluctuations,

8. This is partly due to the fact that they only involve inner
city neighborhoods where all differences are small. Thus it
can be seen that in all four cases race differences are 3.6 1
months or less. For educational categories such a difference
are found for two out of six comparisons, and for neighbor- *
hood categories for two out of eight comparisons.
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Chapter 5

Mechanisms by Which Neighborhood
Affects the Child's Behavior

Thus far in our discussion of the neighborhood we have more
or less taken the traditional approach of "contextual' analiysis.
We have not raised the question of the processes by which the
neighborhood affects the family or the child. 1In this chapter we .
consider some general processes by which the neighborhood may
affect the behavior of parents and through them the child. The
processes we examine are by nc means thought to be exhaustive or
mutually exclusive. They can in fact all operate simultaneously.

The mechanisms which we will discuss are called "selective
recruitment,” “selective expulsion," and "socialization."l/

Selective Recruitment

One of the major structural devices by which the neighbor-
hood shapes the milieu of the individuals in it, is through its
intake structure. Groups can be narrowly restrictive of the kind
of new members they permit to enter. Warner and Lunt point out
that in one community, the very exclusive upper-upper class groups
had such a restrictive intake structure that entrance was only by
birth.(6%4 ) An example of the opposite case is that of Park ]
Forest which Whyte describes.{100) In this neighborhood, the new-
comer may still be unpacking when neighbors come to the door to
welcome him and offer help.

We include under selective recruitment latent mechanisms,
e.g., the price of the house may prevent poor people from moving
in without the group having to set up an explicit structure to
keep them out. Sometimes :hese mechanisms are explicit. Neigh-
borhood associations are formed to enforce restrictive covenants, i
putting pressure on selling to the right people or encouraging
real estate agents to use a selective selling policy. {

In this sense it is clear that selective recruitment is one
of the chief mechanisms by which neighborhoods are kept homogen-
eous in American communities. One major educational comnsequence
of the homogeneous neighborhood is the systematic prevention of
groups such as the Negro from entering higher status neighbor-
hoods. ‘his keeps the children in a neighborhood which has fewer
claims on the legitimate sources of power (e.g., the police), which
has greater violence, poorer school facilities, school-mates are
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poorly prepared, etc. Insofar as factors such as these play a
role in developing the knowledge and motivational bases most
conducive to education, they radically alter the chances of a
child going through school. It is thus that the group intake
structure, by virtue of excluding given families, can play a very
important role in shaping the child's educational milieu.

Socialization

The group intake process may operate by itself or in con-
junction with expulsion or socialization processes. Thus the char-
acter of the neighborhood can be shaped exclusively by the type of
people it lete in,orby the socialization processes within the
neighborhood. Whyte, in his discussion of Park Forest, points out
that individuals coming into the neighborhood tend to come from a
slightly lower strata than those currently in the neighborhood.

He points out that one function of the neighborhood is to provide
a socialization milieu so that newcomers learn the manners and
aspirations of the group they have moved into. This, he argues,
is one of the mechanisms by which mobility is maintained without
destroying neighborhood cohesion. Newcomb, in his study of a
small girls' college, provides even stronger evidence for the way
in which groups teach new members established ideas and values.
(71) As we pointed out eariier, neighborhoods are very effective
where the things to be learned require everyday practice and ob-
servation. Modes of disciplining childven, forms of rationaliza-
tion, decisions as to when children are to be given discretion and
when kept under rein, the incorporation of vocabularies into
everyday life, ways of dealing with bureaucrats who service the
local area and who effect the children, are some of the many
things where neighborhood milieu might be decisive.

These somewhat obvious ways by which socialization can
operate affect the family and therefore affect the child. They
may operate independently of selection processes or im conjunction
with them. Thus, the fact that people in one neighborhood behave
differently from people in another may be ccmpletely a function of
the group selection processes. These people may have little to do
with one another, or they may not even see one another, so that
latent socialization is not a factor. Yet they may act as a
consistent unit on many issues, For instance, they may flood the
school with protests if the school institutes split-day shifts to
accommodate an increased population., This consistency of action,
however, is not a function of any neighborhood cooperation but
simply results from similar educational and occupational statuses
of the residents so that they all see the impact of such a school
policy in the same way. One major criticism of con*.:xtual analy-
sis is that it sometimes implies a socialization mechanism, i.e.,
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that people are in contact with each other, when in fact it may be
a pure selection phenomenon which i3 causing the group behavior.

One way to differentiate between these two processes is to
examine the differences between newcomers and long-term residents.
If selection is the major factor at work, the newcomers and the
long-term residents should be closely matched on the attribute
being studied. If socialization is the major factor, there should
be differences between the newcomers and the long-term members of
the group. If both processes are operating simultaneously, the
same trend should occur but be much muted. Though this is far
from a perfect way of isolating the two mechanisms,2/ it still
provides some basis for separating selection and sccialization.

Selective Expulsion

Selective recruitment and socialization might work in con-
junction with selective expulsion. Thus a group may have a re-
latively open intake structure but apply very stringent expulsion
rules, This is typical of organizations which are committed to
equality and democracy, such as schools. Everybody can go to
school which is, in fact, mandatory in the United States. But the
school has fairly stringent expulsion policies. Certain perfor-
mance and behavior levels must be maintained or the child will be
expelled. Public housing facilities in many cities have a similar
character: they welcome all, provided they meet the income re-
quirements; however, if a resid:int is involved in deviant behavior,
he is likely to be put out. 1In general the lower the status of
the neighborhood in our society, the more likely the group will
use selective expulsion rather than selective recruitment as the
chief device for pruning and shaping the group.

There is one notable exception. Feople who are upwardly
mobile may decide that their neighbors no longer provide a suit-
able milieu and, therefore, they may seek to isolate themselves
in anticipation of leaving. This type of behavior will be called
"self selective expulsion." Metton and Kitt in their discussion
of anticipatory socialization suggest that self expulsion and
group expulsion may go hand in hand.( 69 )

From a sociological point of view it probably makes a great
deal of difference which of these two mechanisms--recruitment or
expulsion--is used by the group. For instance, the selective re-
cruitment mezhanism is likely to safeguard the current group norms
better than tbe selective expulsion mechanism. Furthermore, the
Processes of adjudicating eligibility to the group are much dif-
ferent. Selective recruitment wust generally rely on demographic
characteristics or other relatively public mecdes of judging the
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individual while selective expulsion can rely on much more per-
sonal information, e.g., evaluations of how the individual acts
in the group. In some ways this is a much more equitable process
for the individual, i1f not for the group.

Where processes of selective expulsion operate, one will
also find a difference in the neighborhood between newcomers and
old-time residents, but this will not be related to socialization.
Therefore any attempt to differentiate between selective recruit-
ment and socialization by analysis of newcomers vs. long-term
residents must in some way take account of the problem of selec-
tive expulsion.,

The relationship between selective expulsion, socializa-
tion, and recruiiment is very important in shaping the educational
processes in the low-income neighborhoods of large cities., For
the white population living in a deprived area and seeking a
better education for their children, the anticipatory socializa-
tion would suggest utilizing a self-expulsion mechanism (e.g.,
keeping isolated from neighbors while preparing to move from the
neighborhood). By contrast, the Negro parent who is educationally
motivated has (because of selective recruitment) less option to
move. Therefore, in contrast to the white parent, he may have to
affect the school directly if he is to improve the education of
his child. One way to do this is by pressing the school to
isolate and expel deviant children and parents from the school,
This has been seen in the tendency for schouol organizations, such
as the parent-teacher association, to be taken over by a small
clique of parents who freeze out the "undesirables." Thus for the
white groups in low income areas the expulsion processes may
operate to eliminate the educationally motivated families , while
in the Negro groups the expulsion processes may operate to keep
the highly motivated and to eliminate the deviant members. What
we are saying is that the expulsion processes are in part shaped
by the selective recruitment possibilities and that these problems
of group structure may have a very important bearing on the educa-
tional milieu of the child.

In summary, we have discussed three generic processes by
which the neighborhood group can influence the family--the pro -
cesses of selective recruitment, socialization, and selective
expulsion. These are not exhaustive or exclusive, but they are
important, In this chapter we will look at these processes so as
to provide further evidence of the import of the neighborhood.
The specific content of these processes cannot be discussed iu
detail until we investigate further the role of the family.
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Neighborhood Reading Norms and Newcomers Vs. Old-Timers

We now turn to preliminary data that bear most directly on
these issues. For this analysis, it is important to be able to
designate the neighborhood norm for each neighborhood. The norm
we will be using has to do with reading achievement., Do some
neighborhoods encourage it and some discourage 1t? We have pre-
viously classified the schools in our sample into four groups
ranging from those with the highest mean reading achievement
scores to those with the lowest. In the lowest mormed g .oup the
mean reading achievement score was almost one and a half years
below the national average (-14.7 months); in the next lowest it
was about one year below the national average (-10.5 months); in
the next to the highest it was about at the national average (+0.7
months); and in the highest group it was almost a full year ahead
of the national average (+7.5 months). If the neighborhood con-
text plays a role, then there are pressures in the highest neigh-
borhood group on the child to do well in reading, while in the
lowest group less pressure is applied to read well. These neigh-
borhood pressures should operate through the three mechanisms
suggested above if they are to have any impact.

Let us first examine the differences between the newcomers
and the long-term residents. The newcomers were defined as fami-
lies living in the neighborhood less than a year.3/ This led to a
very skewed distribution and meant we were testing our hypothesis
with very extreme cases. If the newcomers in low normed neigh-
borhoods have lower reading skills than those in high normed
neighborhoods, or if newcomers in a given neighborhood have the
same scores as lcng-term residents, we can speak of recruitment
mechanisms operating. If the long-term residents of the low
normed neighborhood have children who do worse than those who just
moved in, or if the long-term residents in the high normed neigh-
borhoods have children who do better than those frocm new families,
we can speak of socialization or selective expulsion. The data
appear in Table 5-1.

If we examine the neighborhood with tbke lowest norm in
Table 5-1, we see that the longer families are in the neighborhood
the worse the child does (-12.8 for newcomers and -14.6 for long-
term residents). By contrast, if we look at the neighborhood with
the highest norm, the longer the family is in the neighborhood the
better the child does (-7.5 for the newcomers and +7.0 for the
long-term residents). Unfortunately the number of cases of new-
comers is so small we cannot place confidence in any specific
difference but only in the overall pattern of the table. There is
a trend for the long-term neighborhood resident to conform to the
norms of the group in which he lives. This constitutes some
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Table 5-1

Mean Reading Achievement by Length of Residence
by Neighberhood Achievement Norm
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Neighborhood Length of Residence
Achievement . Less Than One Year
Norm One Year Or More Total

I c (15) (330) (345)
N I Low -12.8 -14.6 -14,7
N DA
Ey,  Moderately (69) (603) (672)
R LOW -1304 "1002 -1005
0 . Moderately (18) (326) (344)
U I High -0.3 +0.7 +0.7
T
E $ (4) (165) (169)
R High 7.5 +7.0 +7.5




evidence that socialization or expulsion mechanisms are operating.

If one looks down the first column of Table 5-1, the idea
of selective recruitment can bhe examined in more detail. There is
a definite tendency for outer city neighborhoods to recruit better
studente than inner city neighborhoods. This is probably a
fuuction of the fact that the outer city schools recruit children
from other outer city schools and, similarly, inner city schools
probably recruit from inner city schools. However, recruitment is
not consistently related to the level of the reading norm. Within
inner and outer city areas, the higher the neighborhood norm, the
lower the mean reading scores for newcomers. Thus, within the
inner city the mean Iowa score for the new students in the low

group is -12,8 whenever the mean for the moderately low group is
“13040

Fourth Grade Iowa Scores

A more precise way of looking at the possibility of re-
cruitment is to examine the fourth grade Iowa scores of the new-
comers, scores made before the newcomers moved into the neighbor-
hoods. On examination, we note that there are virtually no dif-
ferences in fourth grade Iowa scores between the two neighborhoods
in the inner city (-5.0 and -5.0) or the two in the outer city
(+1.7 and +2.0), but there are differences between the inner and
outer city neighborhoods. The differences, therefore, within the
outer or within the inner city cannot be accounted for by selec-
tive recruiting; socialization or selective expulsion must be
taking place. However, differences between the outer and inner
city neighborhoods appear to be explained at least in part by
selection and socialization.

Plans to Move Vs. Stay

For long-term residents the question still arises, "Are
those opposed to the group norm systematically expelled or are
they changed?" We have no direct measure but we have some in-
direct measures of this. We asked the mothers, '"Do you expect to
move out of this neighborhood within the next year, within three
years, within five years, longer than that, or don't you ever
expect to move?" We suggest that vhese who say they are going to
move should least reflect the norm of the neighborl.ood. This item
is not a perfect index of an expulsion me2chanism because people
may move for reasons unrelated to their neighborhood, e.g., ill-
ness. Therefore, we do not expect the relationship to be a strong
one. We can see the results of this analysis in Table 5-2 for
long-term residents who are the ones primarily affected by selec-
tive expulsion.
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‘ Table 5-~2

Mean Reading Achievement by Plans to Move
by Neighborhood Achievement Norms (for
Long-Term Residents)

Move in a
Neighborhood Few Years, Difference
Achievement Move In Or Don't Between Mover
Norms One Year Intend to Move and Others
1 c (82) (248)
N I LOW -1402 -1409 +0.7
N
E 3 Moderately (141) (435)
R Low -11,2 -9.8 -1.4
0 . Moderately (29) (297)
T
E | (15) (150)
R High +4Q3 +8.2 -309
-108~




If some form of selective expulsion is taking place, we
should find the people who intend to leave within a year to be
most distant from the group norms. In the lowest meighborhood
this should be families of the children who are doing the %est;
in the highest neighborhocds it should be of those who are Joing
the worst. If we examine the lowest neighborhood, we find that
those planning to move within the year have children who tend to
do slightly better on the Iowa score (-14.2 as compared to others'
-14.9). By contrast, if we look at the highest neighborhood we
find that families planning to move soon have children with worse
reading scores (+4,3) than those not moving soon (+8.2). Thus,
these extreme groups are consistent with the idea of selective
expulsion.

If we look at the moderately low neighborhood we see that
tiiose intending to move in a year have children who read worse
than others (-11.2 vs., -9.8). The difference between children
whose parents intend to move and others falls neatly between the
differences for children in the low achievement neighborhoods and
those in the high neighborhoods. This is the pattern which should
occur if (1) selective expulsion is operating and if (2) neighbor-
hoods have systematic differences in their stress on education.

When we look at the mcderately high neighborhoods we find
the families most inclined to move have children who do better
than those who intend to stay (+4.5 vs. -0.4). This is inconsis-
tent with the idea of selective expulsion as we have thus far
outlined it. The moderately high neighborhocds should have a
positive stress on education, and families intending to leave
should have children who do worse, nct better, if there is an
expulsion process operating. To anticipate later amalysis, we
should note that the moderately high group deviates from the
pattern of the other three groups on almost all predictionms.
Therefore, we do not view this particular finding as a statisti-
cal error. We treat it as indicative of other neighborhood pro-
cesses which we will try to clarify later in this chapter. At
this point let it suffice to say that in three out of the four
neighborhood groupings there is some evidence for a neighborhood
expulsion mechanism. The people intending to leave the neighbor-
hood have children who are farthest from the neighborhood norm on
reading achievement.

This finding cannot rule out the possibility of socializa-
tion occurring in the neighborhood effect. 1In the inner city par-
ticularly, the difference between those who intend to move soon
and those who do not is relatively small. It seems likely that
the processes of both socialization and selective expulsion occur
simul taneously.
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Contact with Neighbors

One check on the socialization process is to see if families
involved with their neighbors have children closer to the norm of
the neighborhood than families no: so involved. Tt is assumecd that
the more individuals interact with neighbors, the more likaly they
are to be socialized by them. We asksd the respondents, "How many
of your neighbors on .this block do you know well enough that you
are likely to spend half an hour or so with them now and then?"
Contact is generally a necessary condition of socialization though
it is not sufficient. With this in mind we can look at Table 5-3.

We again analyze the results for long-term residents only
since they are least subject to selective recruitment. For the
extreme groups, the data do suggest that socialization is occur-
ring. For the group with the lowest nei iborhood Iowa norms the
more isolated the respondent is from her neighbors, the better her
child will do (-13.3 vs. -14.7 for those in contact with more than
one neighbor}. For the other extreme where the neighborhood has a
high norm, just the opposite takes place: the more isclated the
respondent from her neighbors the worse the child does (+1.8 as
compared to +9.0). The same trend holds for the moderately low
neighborhood, but for the moderately high neighborhood we have a
different picture. Here the process seems to be working in re-
verse. Again, the moderately high group deviates from the rest
and we reserve interpretation until we can bring more information
tc bear. For three of the four neighborhood groups, there seems
to be a sociclizing effecc on this measure.

Neighbors in Crganizations

Another porsible measure of sccialization is an item asking
the respondent how many organizations she belongs to where she
mzets her neighbers. The assumption is that the more neighbors
she contucts, the more likely she is to be influenced by their
norms. This measure is similar to the prior one. Table 5-4 shows
the result for long-term residents.

If we examine the extreme neighborhoods--those which stress
low Iowa norws vs. those which stress high--and we take the ex-
treme categories, we can see that in general for both neighbor-
hoods the more one belongs to organizations the higher the Iowa
score.4/ At first glance it would seem that there is no neighbor-
hood effect. However, if ome examines the nagnitude of the differ-
ences, they go in the direction anticipated. Thus, in the low
- norm neighborhood, belonging to one or more neighborhood organiza-
tions produces an increase in Iowa score of 0.5 months, where in
the high norm neighborhood belonging to a neighborhood organization

-110-




Table 5-3

Mean Reading Achievement by Neighborhood Achievement Norm
(by Number of Neighbore Known) (for Long-Term Residents)"

Neighborhood No Contact Contact Contact with
Achievement with with One More than One
_____ _Nomm Neighbors Neighbor Neighbor
1 C (44) (182) (104)
N I Low -13.3 . =15.2 -14.7
N
E ;‘; Moderately (141) (275) (187)
[ R LOW -1007 "1007 - 9.1
0 C Moderately (36) (99) (191)
U I Hig’ll + 2.4 - 007 + 1.2
T
* E (8) (47) (110)
R High + 1.8 + 6.4 + 9.0
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Table 5-4

Mean Reading Achievement by Neighborhood Achievement Norm by
Number of Organizations Where Respondent Meets Neighbors
(for Long-Term Residents)

Difference in
Mean Reading

Belongs to No
Organizations

Belongs to
One or More

Neighborhood or Belongs Organizations Between
Achievement to None Where Where Columns
Norm Neighbors Belong Neighbors Belong 1 and 2
1 C (168) (162)
N I Low -15.0 ~14,5 0.5
N
E 3 Moderately (295) (305)
R Low -11.0 -9.2 1.3
0 c Moderately (106) (220)
U I High -1.0 +1.6 2.6
T
Ey (26) (139)
R High +3.7 +8.7 5.0
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produces an increase of 5.0 months.

Thus, having contact with neighbors, relatively speaking,
causes the children to adhere to neighborhood norms, e.g., im-
proved the child's reading skill in the high norm neighborhood
while having no effect in the low norm neighborhood.

We think that the results are relative because belonging to
organizations reflects something more than neighborhood norms. It
frequently reflects qualitative differences in families as well.
The more educated families or the higher income families might
have more resources and more knowledge about belonging to neigh-
boriiood organizations. Or the families interested in educa-
tion in the inner city might belong to neighborhood organizationms.
These factors might relate positively to the child's education and
would appear in the present analysis. 1In the case of the high
norm neighborhoods they would reinforce neighborhood norms, while
in the case of the lower norm neighborhoods they wculd go in the
opposite direction. This may be why we get only minor differ-
ences in the inmer city and major ones in the outer city.

Thus far in our znalysis we have used as indices of so-
cialization measures of neighborhood contact which were derived by
aggregating the individual's self report of his own contact. The
assumption was made that if an individual was in contact with his
neighbors, his neighbors would probably also be in contact with
each other, 1If an individual was the gregarious person on a given
block but others were not, then it would be erroneous to assume
the neighborhood was highly interactive. Or, in the reverse cir-
cumstances, our respondent might have no contact with his neigh-
bors, but neighbcrs might be in contact with one another. In this
circumstance, the child and our respondent might nevertheless feel
the pressure of this cohesive neighborhood.

Help Pattern of Neighborhood

In order to meet this problem a different measure of neigh-
borhood cohesion was used. We treated the respondent as an in-
formant and asked her the following question:

I'm going to mention some ways in which neighbors might help
each other and I want you to tell me how many of your neigh-
bors might help each other in these situations. First of all,
how about agreeing to keep an eye on what's going on whenever
young children are playing outside . . . would you say that
most of your neighbors, about half, or a few, or none" of them
are almost certain to help in this way?

T ) -113-




A substantial majority said that most neighbors would watch others'
children, so we dichotomized the responses at this point and Table
5-5 presents the results for the long-term resident. The same re-
lationship between this measure of neighborhood cohesion and Iowa
score of the child holds generally here., Wwhen the respondent re-
ported a less cohesive low normed neighborhood, his child did
better than the child in families where more cchesion was report-
ed. By contrast, in the high normed neighborhood the child did
less well if he lived in an area reported as less cohesive, and
better when it was more cohesive,

The two neighborhood groups between the extremes behave in
the same manner as with our other measures of neighborhood co-
hesion. The moderately low neighborhood supports an explanation
that socialization is occurring but the moderately high group
shows ambiguous results,

The same patterrn has now recurred with three different
measures, The fact that the hypothesis of socialization has been
supported with these measures indicates it has sufficient merit to
warrant further consideration. For the same reason the deviation
of the moderately high neighborhood should be explored.

In our introductory statements on neighborhood contact we
made the point that contact gencrally was a prerequisite for group
socialization., We say 'generally" because in at least one cir-
cumstance face-to-face contact may not be a necessary condition.
Where an individual has a positive reference orientation toward a
neighborhood he may be affected by its norms even though he is in
minimal face-to-fiace contact with its members. To be sure, he
wil) have some kind of a contact, through newspapers or other
torms of mass media, by hearing about the neighborhood indirectly
at his work place, or through some intermediary who has contact
with the neighboihood (e.g., a friend who lives in the desired
neighborhood but who is not a neighbor of the respondent, etc.).

Turned around, the point may be made that peoplie in contact
with their neighbors might not be influenced by them if they view
them negatively. It might be argued that all of our previous dis-
cussion on neighborhood interaction and cohesion presuppcses that
the people in contact have positive orientations toward each other. |

We have chosen to treat contact and reference orientation
as separate factors since it is an unsettled empirical issue as tc
Lhow much socialization takes place without the awareness of the
individual, An individual completely surrounded and living with
a group he does not admire might still be influenced in many ways
by them., For many things there are no absolute standards and the
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Table 5-5

Mean Reading Achievement by.Achievement Normed
Neighborhood, by Neighbors Watch Chiidren
(For Long-Tern Residents)

Neighborhood None to Half Most Will Difference

Achievenent Will Watch Watch Between
Norm Childrenx Children Cols. 1 & 2

I, (169) (140)

N I LOW -1308 -1509 -201

N

E $ Moderately (313) . (254)

R LOW = - -1004 "9.9 +005

0 c Moderately (114) (199)

T

E '5 (56) (106)

R High +5,.8 +8,.3 +2,.5

* Those who answered don't know in this and folliowing tables
are not included unless specifically stated.
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only standard a person can judge by is the group within which he
lives, Even if he dislikes them and tries to be different, his
behavior may still be closer to theirs than if he had lived among
people who share his orientation completely. Thus, with respect
to education, a parent might not share his neighbors' views but
his only standard for evaluating his child is to judge him rela-
tive to his school-mates, i.e., on report cards. As a consequence
a parent might falsely assume his child is a good reader because
relative to his very poor peers he does well,

It seems sensible to suggest that people who interact with
neighbors and are positive toward them are likely to be influenced
by them in more varied areas of life and to a different degree
than those who interact and are negatively oriented toward their
neighborhood. It might be argued that positive reference orienta-
tion is a semi-independent measure of neighborhood influence and
might relate in a more straightforward manner to neighborhood
norms than do simple contact measures.

View of Friendly Neighborhood

In order to measure reference orientation toward neighbors,
we asked the following question:

How many of the following people live in this neighborhood?
(A series of items followed which included the following:)

People who go out of their way to be friendly?

a. Many
b. Some
¢c. None

d. Don't know

Most of the respondents answered 'some.'" We examine the extreme
category--those who answered that no neighbors were friendly--in
Table 5-6 for long-term residents. We can see that reference
orientation relates to the reading achievement of the child in
such a way as to support the hypothesis of neighborhood sociali-
zation. In the low normed neighborhood the more positively the
respondent viewed his neighbors the lower his child's reading
score. Assuming that the low norm neighborhood discourages
achievement of the child, a parent who identifies with it will be
more subject to its influence and will therefore have children who
do poorly. By contrast, in the highest normed neighborhood we
find that those who viewed their neighborhood positively are
likely to have children who read best. The same mechanism of
identification leads to opposite results because in one case the
neighborhood has a norm of high achievement and in the other a low
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‘ Table 36
; Reading Achievement by Achiavement Normed Neighberhood
| by l'eighbor Friendly (Leng-Term Reaidents Only)
| Neighborhood
| Achi;vement No Neighbor Some or Many {
} Qrm B 4 111} v o Friendly
| I, (68) (254)
| N I Low ~13.3 -15,2
‘- N
? E Y (100) (463)
R Moderately lLow -11.1 -9.8
0. (21) (301)
U I Moderately High +0,6 +0.8
T
T
E ¢ (13) (151)
R High +2,9 ' +8,1
1
i
i
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norm. The two intermediate neighborhood groups roughly follow the
same pattern. This time the moderately high neighborhood goes in
the direction anticipated by the hypothesis, but relatively speak-
ing it is still deviant.5/

Contact and Friendliness

It is of some interest to examine the relationship between
reference orientation and contact. If socialization processes are
taking place, we would expect some association between these
measures. Either people who like their neighbors would have
greater contact with them, of greater contact would lead to posi-
tive feelings.6/ We can see from Table 5-7 that this tends to be
the case. Where a respondent is an isolate (has no contact with
any neighbors) she is more likely to say the neighbors are un-
friendly than if she has contact. Using as a base for an index of
association the per cent of the total possible saying neighbors
are friendly,7/ we find that in the low neighborhood the associa-
tion is 37 per cent, for the moderately low it is 64 per cent, for
the moderately high it is 80 per cent, and for the high it is 90
per cent (on only eight cases). In other words, the relationship
becomes stronger the higher the socio-economic characteristics of
the neighborhood. The further fact that association increases with
the socio~-economic level of the neighborhood also is to be noted.

Friendliness, Contact, and Reading Score

We may see in Table 5-8 how these two elements--contact and
reference orientation--affect the reading skills of the child.
The socialization hypothesis is borne out for the extreme groups.
The number of cases in some cells is so small that the results can
only be illustrative, If respondents reporting no contact with
their neighbors and no friendly neighbors are compared with those
who report contact and friendly neighbors, it can be seen in the
low normed area that the isclated negatively oriented respondents
had children who did better than those of the positively oriented
and integrated families (-8.9 vs. -15.2), In the highest neigh-
borhood, children in families that were isolatéd and negatively
oriented did more poorly than those in integrated and positiv«ly
oriented families (+1.3 vs, +8,3), The intermediate neighborhood
groups fall between the two extremes as they should if socializa-
tion is operative in the neighborhood.8/

We have now discussed three measures of contact and one
measure of reference orientation and find they are all very con-
sistent with the idea of neighborhood socialization. Even the -
negative case tends to be consistently negative on each measure,
sugzesting some underlying factor rather than just random error.
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; Table 5-7

Per Cent Saying No Neighbor Friendly,
by Achievement Normed Neighborhoo.,

by Contact with Neighbors (For Long~Term Residents)
Neighborhood No Contact Contact With
} Achievement Norm With Neighbors Neighbors
I . (42) (280)
N I Low , 30 19
N
E oy (127) (436)
R Moderately Low 34 12
(35) (287)
Moderately High 20 4
(8) (156)
High 50 5

T30
< 3O
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Table 5-8

Beading Achievement by Length of Residence, by Achievement
MNormed Neighborhood, Neighbors Friendly, Contact
| with Neighbors (For Long-Term Residents)

No Neighbors Friendly| Ome or More Friendly
Neighborhood No Contact Contact No‘Contact Contact
Achievement with with with with
Norm Neighbors Neighbors Neighbcrs Neighbors
1, (13) (55) (29) (225)
N I Low - 8.9 -14,3 -15.4 -15.2
N
E 'f{ Moderately (44) (56) (83) £370)
R Low -12.3 -10,2 - 9.4 - 9.9
0 . Moderately (7) (14) (28) (273)
U I High - 3,6 + 2,6 + 3.9 + 0.4
, T .
. Ey (4) (9) (4) (147)
‘ R High + 1.3 + 3,6 + 2.3 + 8.3
i
|
-120-




Race and Education as Factors in Selective Expulsion and
Socialization

Consideration ¢f the race and education of the respondent
permits a further refinement in the amalysis of the underlying
mechanisms of socialization and expulsion. The educational aspira-
tions and sophistication of the families involved may very much
affect which mechanisms operate. It is likely, for instance, that
persons with more education will have higher educational aspira-
tions than those not as well educated and they may also have
higher standards for what is educationally adequate. In addition,
they may have more economic ability to move into new neighbor-
hoods. If this is true, and other things are equal, we may expect
such persons to meve to more satisfactory neighborhoods. This is
what we have called the mechanism of self-expuision.

What does this mean in terms of our amalysis? 1t would
suggest that the highly educated person who is well motivated and
who has financial resources and who is very interested in his
child's education m.ght plan to move from all of our neighborhoods
(even the high normed ones)., It will be recalled that we did mnot
include the suburbs of Detroit, which have the highest income and
professional groups., Therefore, we should expect to find in all
our schoul districts families who would seek to move to better
neighborhoods. If these assumptions are correct, our prior find-
ings on self-selective expulsion (i.e., movement of the more
deviant from the neighborhood) tchould be more evident for less
educated than for highly educated families,

Considering the scocialization hypothesis, the highly edu-
cated with strong aspirations may isolate his family from neigh-
bors whe are thought to be of insufficient educational stature to
help his child. Thus, our predictions about high contact people
adhering to neighborhood norms should hold best for the poorly
educated people rather than the highly educated people.

The assumption we are making is not only one of aspira-
tions, but means to move, Education is related to economic status
of the family. A poor family with high educational aspiratioms
may not have the resources to move into a higher economic area and
therefore must try to affect the current neightorhood rather than
plan to move again, We wouid hypothesize that such a family wouid
seek to affect the neighborhood so as to insulate it from those
not similarly oriented. The poorly educated parent is more likely

to accept all but the worst neighborhoods as educationally satis-

factory and to associate with them., The highly educated, because
they can move, are more likely to use mechanisms which isolate
them from his mneighbors,
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We are not saying that the educated would not act just es
the uneducated does once the former feel he cannot move. We can
use the variable of race to gain insight into this issue. The
highly educated Negro family may have educational aspirations

equal to or greater than the white, However, because of prejudice
Negroes systematically have fewer resources than the white, and
have much more restricted housing opportunities even if they had
the means to move. In the case of the highly educated Negro
femily we have a counterpoise to the highly educated white family:
both have equal aspirations but the one can express them by moving
whereas the other cannot. This permits us to examine the differ-
ential use of expulsion or socialization techriques as a function
of limited opportunities.

We would expect the highly educated Negro to condlude that
he is limited and that he should therefore join with like-minded
of his neighborhood to enhance his school. Therefore, we should
see some systematic differerces between Negro and white highly
educated families. In the case of the Negro, the highly aspiring
families with educational interest will integrate into very poor
neighborhoods, whereas similar white families will not.

Education, Race, and Contact with Neighbors

With this analysis in mind, let us examine neighborhood
contact again. If we look at the lower educated whites in the
low normed neighborhood I {in Table 5-9), we find that our hypo-
thesis is almost perfectly met: the people whose children do the
best on rerding achievement are those who are isolated (-9.3),
whereas th ones who do the worst have more contacts (-13.9)., As
we move up to the next neighborhood level there is virtually no
difference in achievement of the children of parents who are inte-
grated and those who are isolated. But as one mcves up to the
next level and the highest level there is a trend for those who
are most integrated in the neighborhood to do better. The popu-
lation base for the isolated families is very small but the
pattern is consistent,

For the highly educated whites there are no isolated fami-
lies in the low income area, Neighborhood 1. The other areas
follow the trend seen in prior tables. The moderately high neigh-
borhood does not conform to the socialization prediction but the
high and moderately low neighborhoods do. It is clear that the
deviation in our predictions for Neighborhood III seem to come
from the high education isolates.

If we examine the Negro population, we find that for the
low education families in our sample the socialization predictions
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Tab@e 5-9

B e S SR P A S SF S S S S0 S U U

Reading Achievement by Education, Race, Neighborhood
Achievgment Norm, Number of Neighbors Known

Low Education

White Negro

Neighborhood
Achievement Contact with Contact with
Norn No Contact Neighbors No Contact Neighbors

(9) (45) (30) (171)
Low - 9,3 ~15,.9 -14,2 -16.5
Moderately (74 (162) (47) (182)
LOW - 9.6 - 9.7 -1307 -1208
Moderately (21) (121) (0) (0)
High - 309 - 2.9 - ap = - =

(2) (37) (0) (0)
High + 1.0 + 1.6 - ——

High Education

(0) (il) (5) (59)
LOW - "11.8 -1&.8 . -1201
Moderately (9) (31) (11) (86)
Low - 5,7 - 4,7 - 9.0 - 6,7
Moderately (15) (170) (0) (0)
High +11.2 + 3.0 - -——-

(6) (120) (0) (0)
High + 2.0 +190.3 —-——— -——-
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work cut, The people who do best in the low reading norm neigh-
borhoods are the isolates while those who do best in the moder-
ately low ome are in contact with neighburs. 1t can be seen that
the moderately low normed neighborhocd for Negroes is similar to
the moderately high or high neighborhoods for whites. For the ed-
ucated Negro, the hypothesis only partially works cut. In the
moderately low neighborhood, the more centacts the parents hqxe
the better the child does, aird this hoids also in the low normed
one. It could be that the highly educated Negro families form
small enclaves in the low normed neighbo<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>