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ABSTRACT

THE LEFTOUTS: DISADVANTAGED CHILDREN
IN HETEROGENEOUS SCHOOLS

by Sandra Ardah Warden

A Leftout is defined as an organically normal, socio-
culturally disadvantaged elementary-school child who attends
a heterogeneous school, i.e., a school in which the majority
of his age-mates are significantly better prepared than he
is to meet the academic and socilal demands of the contempo-
rary public school system. It is suggested that the Left-
outs are culturally alienated and economically disadvantaged
children who typically fail to adjust to the socially ap-
proved academic and interpersonal demands of a heterogeneous
school situation because of their deviation from the value
orientaticns and behavioral expectations of their teachers
and more advantaged age-mates. It is propoéed that both
academic and social mobility potential is greater for these
children. However, their potential for academic and social
maladjustment is also proposed to be greater because they
must daily cope with the demands of a school situation de-
signed primarily for children who are well prepared.

An extensive exploration of the literature related to
socio-culturally disadvantaged school children yields a num-
ber of relevant interrelated antecedent and consequent

variables. These variables are identified and then
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synthesized 1in an analytical effort to understand the causes
and consequences of the Leftout's potential maladjustment
in heterogeneous schools.

The analysis 1s developed within a larger social psy-
chological framework from which is derived the assumption
that academic and social difficulties are interrelated--and
that difficulties in either or both of these dimensions are
related to emotional maladjustment for the Leftout.

Five interrelated specific causes of the Leftout's
maladjustment are suggested: (l) a relative lack of language
facility, (2) relative deprivation in early interpersonal
affiliations, (3) relative status deprivation among teachers
and age-mates, (4) relative disadvantage in knowledge and/or
acceptance of the values typical to the "middle-class core
culture'" of the heterogeneous school, and (5) relatively low
levels of self-esteem. In the development of the analysis,
each of these indicated causes 1is analyzed separately and
a series of interdependent consequences are suggested. From
these, in turn, are derived suggestions for needed research
and compensatory programs designed to "cure" the Leftout's

disadvantage.
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CHAPTER I

THE LEFTOUTS: WHC. WHAT, WEERE,

WHEN. WHY, AND HOW?

The United States is philosophically devoid of class
bias and has traditionally been a uniquely open and fluid
society. It has been argued that in this century, notable
for its rapid techrnological expansion, the social structure
has exhibited a tendency toward becoming more rigid. This
rigidity 1s =een to be based partly on such factors as
regionality and occupational categories, but most particu-
larly on educational categories. The contemporary social
scene 1s being influenced by an emphasis on ideological
liberalism and the increasingly large role which govern-
ment agencies at several levels are playing in educatioral
concerns., '"Equality cf opportunity for all" is evolving
from a philosophical teret into a concrete goal and active
efforts, supported in part by governmerntal financing, are
being made to reduce educational barriers to social mobility,
Many social scientists, including the author, feel that the
possibility of upward social mobility in the contemporary
United States rests primarily within the educational Syste

i =

and specifically in the public school system.






In the United States, philosophical and educational
tradition affirm the public school's task of unifying a
diverse society without creating uniformity among its citi-
zens. Whatever problems may be associated with such a com-
plex demand and whatever the results of 1ts efforts, the
public school is most certainly a highly significant agency
of socialization. With an ideological command to provide
"education for all" and the task of socializing children of
broadly divergent backgrounds, the public school system has
done a'highly admirable job. Historically, through repeated
influxes of immigrants, the school system in the United
States has done a commendable job of assimilating and
acculturating children from many dissimilar cultural back-
grounds while allowing for the preservation of distinctive
cultural heritages. Today the problems faced by the public
schools are somewhat different. The "culturally disadvan-
taged" child of our era is apt to be a native-born citizen,
with at least nominal English as his native tongue, and
without a deeply rooted cultural heritage. The threat of
what has been called the "tyranny of conformism" hangs as
the sword of Damocles over the social theorist who would
argue that the problem can no longer be focused on main-
taining cultural diversity but must focus on raising all
citizens to a minimum level of literacy, competence, and
even common value orientations--conformity if you must!

The "culturally disadvantaged" child of today most

often comes from the lower socio-economic strata. However,
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larze numbers of children from low soclio-economic back-
grounds are avle to adjust to school and classmates without
givirg evidence of being essentially different from other
children. A full urderstanding of what is involved in the
culturally disadvantaged child's adjustment, or lack of ad-
Justment, 1n the public school system requires an acquaint-
arce with several lines of thecry and research seemingly
far removed from the central problem.

This book represents an attempt to tle together these
divercse endeavors and to elict from them, as parsimoniously

as possible, a set of explanatcry principles that may lead

=i

tc further research. £ is fortunate that the literature
related to this subject is extensive--it 1s unfortunate

that it is so widely scattered and so lacking in theoretical
perspective. The literature in this area of interest tends
to be franght with an abundance of mystical pronouncements
and seemingly unrelated findings. The attempt here will

be to critically review some cf the major werks extant, to
synthesize a number of findings which relate to the prohlem,
and to develop clear analytical statements in a consistent
way which will aid in urderstanding who the Leftout is,
where, when and why he goct to be that way, and how ccmpen-
satcry measures may foster his successful adjustment to
school. We will offer a framework which is at least poten-

tlally capable cof dispelling some of the ambiguities

Surrounding the causes and concequences of children's



"cultural disadvantage' as this term is understood in the
mid-20th century.

Borrowing the Jjournalistic dictum that serves as the
title of this introductory chapter does not imply a jour-
nalistic approach. In the pages to come we shall explore
together, in a scientific frame of reference, these ques-
tions--who, what, where, when, why, and how--as they relate
to the Leftouts. The general area of concern here is that
of the impact of the social system on personality--as it
develops and as it must change to cope with the demands of
the interpersonal environment.

Of specilal interest is the impact of the social sub-
system of the public school on those children who have

' "disadvantaged," "with-

variously been termed 'deprived,'
out," etc. Even more specifically our attention will be
focused on the "Leftout." A Leftout is defined as an
organically normal, socio-culturally disadvanted elementary-
5chool child who attends a heterogeneous school, i.e., a
school in which the majority of his age-mates are signifi-
cantly better prepared than he 1s to meet the academic and
social demands of the school situation.

Our approach is social psychological, i.e., we assume
that the majority of what any individual thinks and feels,
and a great deal of how he acts and reacts, is the direct
result of his interaction with other people. Our funda-

mental theoretical assumption is that the most basic charac-

teristic of human life is its social quality. Because



humans are inherently social--because they continuously

live, werk, and play tcgether--they come to share an under-
starding of the meaning of a tremendous array of sounds,
symbols, postural cues, and overt action in their inter-
personal environment. The individual's interpretations of
the meanings for himself of each of these things i1s the

tasis upon which he chcoses his own actions and decides

what he thinks and feels of himself, his situation, and other
pecple.

We assume, further, that the major sociological con-
cepts relating the social system and personality are those
of socialization, social roles, cultural value systems, and
reference groups. Each of these concepts will be considered
in some depth in succeeding chapters; here our purpose is
to lay the theoretical foundation on which later discussions
are to te erected. The social psychologist'!s definition of
perscnality is based on its being a social product, i.e.,
the result of social learning acquired during the socializa-
tion process. This process is one of learning and internal-
lzing beliefs, values, attitudes, world views, and a
conception of self from those with whom the neophyte inter-
acts. Note the use of the term “neophyte." Much of the
psychoanal,tically oriented thinking about socialization
centers on the neonate, but for the social psychologist,
focialization is an ongoing process which is not complete
at puberty, adulthood, or any other point in time but con-

tinues so long as new experiences do. Thus, the social
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poychelogist may speak cof "socialization'" in as widely
r.texte as tollet training an infant or the

Ha

Fivy oD rile leardnang required of a man who is tcday
caover’ ana comorrcw 'a retiree."™  Social psychologists
¢ ot olnply trat early experiences are urimportant, but
Crly Tnat later ¢r.es are lmpertant tool

"re slcial poycholegical view of soclalization has
ceen heavily irrluericed by George Herbert Mead's thinking

abuut the develcpment of the "soclal self" (Mead, 1934) and

.

wmclic interacticrism, the "interpersonal" approach cof
Harry Shack Sullivan (1953), other neo-Freudian thinking,
ard learr..rg theory. Mead emphasized the recliprocal nature
of Fumar interacticn on the bacsis of shared symbolic
meanivngs ard learned mutual expectations. Sullivan strecssed
the importance of interpersonal interaction to personality
develcpment during the process of socialization. Some of

Flacet's work ¢n tne development of intelligence (more thor-

i

oughily treated in Chapter 1T7T), especially the importance of
a sTimulatirg erviromment, has also had a fairly direct in-

I'lu

-

\

erice on cortemporary soclal psycnological thinking about

sCcialization., Parson's (1951) discussions of "anxiety,"

1

.

and Mer

onte {1957) of "

alienation,'

ot

fcllow fairly closely

=
)
—
M
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113L5) conceptions of "oasic anxiety," i.e.,
& preeralized fear of separateness and aloneress. The

‘nterp%r

m

onal-soclal-learning approach to soclalization and
perscnality cevelcpment 1s exemplified in the current work

g

G Pardura ara Walters (1963)--a work which we will have



occaslon to cite several times in the ensuing discussion.
This position might be described as a wedding of the ele-
ments of classic learning theory (stimulus, response, rein-
forcement) with notions of the specific importance of people,
social rewards, and how the individual perceives and inter-
prets the actions of those with whom he interacts.

Those elements of Freudlan psychoanalytic theory which
have been retained in the contemporary social-psychologi-
cally oriented view of socialization are: (1) a generalized
conception of an internally organized personality structure
of interrelated parts which have some bearing at least on
overt behavior, (2) the importance of early experience, and
(3) identification as the facilitating mechanism by which
socialization attempts can successfully influence the inter-
nalized personality development. Social psychologists have
added to these ideas: (1) the importance of later experi-
ences; (2) the tremendous influence of other people, the
situation, and social expectations; (3) the ideas of social
learning through identification with role models and refer-
ence groups; and (4) the great importance of communication
in general (broadly defined) and language acquisition in
particular.

It would seem that the social psychological approach
to the concept and content of socialization improves upon
the psychoanalytic view because: (1) it is more nearly
demonstrable by research, (2) it relies less heavily on

introspective reports, (3) it accounts for both individual



differences and individual similarities without postulating

some bicloglically inherited social past, and, most impor-

=

tartly, o it moves the whole area of interest into the
realm of the concscious and observable and does not rely on
untenarle and untestable propositions about unconscious mo-
tivatlons and uncbservable defenses. Social psychologists
neve alec contributed the conception of man as an inherently
social animal and rejected the notion that "civilization"

is merely a thin veneer painted over what is basically a
Darwinlian brute!

We take as axicmatic that the values, beliefs, atti-
tudes, etc., which are learned during the socialization
process are, in a large part, consensually shared by the
already existing group of which the neophyte is a new mem-
ber. To some extent then, his value orientation and behav-

icr will be like that of all other men (to paraphrase

Kardiner). However, the group with whom any individual
interacts in his lifetime is, necessarily, a sub-segment
not only of the total human species but also those who com-
prise any particular society. Thus, the value orientations
and behavioral proscriptions and prescriptions to which he
is exposed may differ from those prevalent in some other
Sub-segment of those "modal" to the total system. There-
fore, any individual's value orientation and behavior is,
to some extent, like those of only some other men. And,

of ccurse, ccme specific experiences, and surely the com-

birations of partizular experiences, will be idiosyrcratic



for any given individual. Thus, to some extent, his value
orientations and tehaviors will be like those of no other
mari.

Within any social system or sub-system each individual
occuples cne or more positions, i.e., roles, which are
accompanied by ncormative expectations as to how a person
‘~ that position should think, feel, and behave. One of the
ma or products of the socialization process is that of knowl-
edgze of role expectations. Since any soclal system is com-
priced of identifiable and interrelated positions, it is
pcesible to talk of social "structure." From the viewpoint
of the social system roles are differentiated and their
expectations developed in keeping with what is regularly
required for the maintenance of the structure qua structure.
In much the same way, an individual may be said to possess
a personality system and a cognitive structure. From the
viewpoint of the individual, roles are delineated and ex-
pectations accompanying them internalized and "fitted into"
the developing personality in a way which will help main-

tain that structure qua structure. We might also speak

analytically of a cultural structure--a structure of inter-
related normative regulations for beliefs, behavior, per-
ception, etc., which must also seek to maintain itself as

a structural whole and preserve a patterned "way of life."
However, the individual is not wholly a product of the
social or cultural structure of which he is a member. Pri-

marily, the influence that the social or cultural system
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may have on the develcping individual is most directly felt
c¢cnly at the polrt where tne rieeds of the social structure,

Tre cultural structure, and the personality meet. Not all
rehavicor is included in this area--for a variety of reascns.

cneider, for example, the degree of differentiation

2

that can ccour among social and cultural systems. In large,
complex, nighly differerntiated social and cultural systems
ard sut-cystems the range of roles 1s wide--and so too is
the range of socialization practices. Thus, in anything as

soccial clasg"

brcad as a for instance, we would expect a
wice range of possiktle personality orientations. A second
kirnd of consideration is the degree of integration among
the comporents of a system or sub-system. In a highly
integrated system, where the roles are exXtensively inter-
related, influence on the developing personality should be

greater than in a situation where various roles are less

well irtegrazed and, thu:s, no one alone has the power to

irnfluence that would an integrated whole. For example,
censidar the differential influence that a teacher in the
sub-gystem cf the pubtlic school might have among children
who, or crie hand come from families whose values and behav-
vicral expectations coalesce with those of the school ang,
on the other hand, those who come from families whose value

rientations are antithetical to those of the schocl. This
lse a subject we shall explore more fully in subseqguent

chapters.
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A third limitation to the influence of the social and
cultural systems on personality is that of the degree of
structuring per se, i.e., the number of normative rules
setting behavioral limits which may be present in any system
of roles. Some sub-systems and roles may be accompanied
bty more of such normative regulation than others. Thus, some
may have a more clearly definable influence on developing
personality than those which permit a wider range of behav-
ior and interpretation. Consider, for example, the role of
"child" as opposed to that of "student." Each permits a
fairly brocad interpretation, but the role of "student" is
accompanied by basic expectations concerning diligence,
motivation, promptness, respect for teachers, and so on which
are not included in the more loosely structured role of
"child."

We can conclude that the effectiveness of the social
and cultural systems on the development or changing of
personality systems is always modified by the degree to
which these can influence the socialization process and main-
tain control in the face of many experiences and situations.
Reference groups which are selected by the individual have
a mitigating influence on the development of personality.
That is, those pecple in the interpersonal environment to
which the individual elects to attend may support and
strengthen the general social and cultural structures or
they may undermine and weaken their effects by devaluing

those things which are valued in the larger system. It is
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with these basic theoretical considerations that we approach

the more specific problem at hand.

During the last two decades, and particularly at
present, there has been a burgeoning interest in the rela-
ticnship between socio-cultural disadvantage and school
acthievement, motivaticn, and general social and emotional
ad.justment among children. Adjustment is defined for our
purposes as continual adaptive learning in the face of new
experiences. A great deal of the literature in this area
of interest deals with more or less geographically isolated
"poverty pockets," e.g., urban slum areas and isolated rural
areas, in which the vast majority of the children in a given
school system may be designated as disadvantaged. Little
attention has been directly focused on the even more common
phenomenon of the disadvantaged minority who must attend
schcol with age-mates who are prepared. Rapldly increasing
moves toward consolidation of rural schools and integration
of racially and/or recidentially segregated urban schools
tend to expand this kind of situation even further. There-
fore, we shall direct our special attention to the socio-
culturally disadvantaged child who, in comparison with his
more advantaged classmates, is disadvantaged.

Concern will be centered here on those youngsters whose
background suffers by comparison to their classmates in

terms of adequate prior training and experience to prepare



fcr the demands of the school system. Tnat 1s, thoce
children whcoee sur-cultural sccialization patterrs have
beer Irgzequals to €3.1p them to successtully reach goals
“ypizal of t're exgsrtaticons of thelr teachers and their
mecre aavantaged age-matec,

Tre cortemporary American public schocl system 1s the
‘eiver' dir. our ccrsideraticn. Crovicusly individual schocls
differ from each other in many ways, e.g., teacher and/or
classmate attitudes and rzehavior toward children ¢f socio-
zzcmoemic, etnric, racial cr religious minority groups may
re negatlive, positive, or neutral; specific teacher's
m=*node and percsconality may aid or hinder the disadvantaged
¢cnildis adjustment; and Tne particular social "climate" ir
any givernr schcol may focter academic achievement or impede
it, Nevertheless, all public schocls in our society exhibit
tacic similarities in that: (1) the students are separated
ty age groups ard irnto roughly equivalent grades or achleve-

mert grougss; (<) a variety of detailed cumulative reczcrds

n

ar= Kept ccercerning each child's academic rating, his scores

()

Cn standardized intzlligence and achlevement tests, his
Soclal adjustment to his classmates, and his general physi-
cal and emoticnal health--all of which serve as the basic
for evaluaticn of his level of success and determine with

which group he shall be placed; (2) the tasic orientation

¢f tne instruction and testing 1s intellectualism, with a
¢$trong verval focus, and {A) the primary content of the

ray

Inftructicn centers on the development of uniform academio
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¢kille such as reading, writing, arithmetic, and on ac-

quisirtion of wrowliedos of the wnite, Anglo-Saxon Protestar:t

o+
T
=

nisteorical heritage and trne contemporary core-cultural
values o th.: group. Trece similarities are what we refer

to wher Ziscuscaryg e school system. Thus, while we will

fattire in a sonotl fystem, we typlcally refer to the Left-

out as dicadvantaged in relation to the goals and practices
his gereralized school system.

ST has teen widely

N

m

uggested that furdamental changes

are reguired in this gereralized system 1f it 1is to ade-

TQ

gquately ccope with educa*ting the soclo-culturally disadvan-
tagsd child. Trdeed thle may well be the case. However,

il aoes not ceem feasinle to attempt to effect changes until
those variables which are maladjustive in this system have
been identified. [ order to identify the maladjustive
variatles 1n *the cystem, an analysis of the causes and con-

Y. O£ ¢

Fquences of tne Lefrout's disadvantage must be availatle.

1)
M
[

-~

ihls 1e our goal.
Schools which serve hetercgeneous (Cr worsge, dichoto-
mous ) srudent nodies cofrten enhance the discreparncies in

taczkground--to the 1ncreased detriment of the child wno is

—

salkirg, Class work in such schocls is geared, necessarxly,
1o the child who ha:s had at least an average preparation
for schcol, and who--from teachers and in the family--
rezeives

&, as a matter of rcutine, encouragement ard support

Tovard academic and sooial success. I tris Kind of
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setting, a child who is 11l prepared and/or poorly motivated
may indeed be left out. It should be noted that there is

no intended implication that heterogeneous or integrated
schools are inherently inferior to more homogeneous ones--
although it 1s postulated that the range and scope of both
social adjustment problems and achievement potential in
heterogeneous schools may prove greater. In such schools,
problems require careful attention and tendered solutions
demand skillful planning.

For the disadvantaged minority, the discrepancy be-
tween their own position and that of the majority of their
classmates may create severe conflicts and frustrations, as
we shall see in the succeeding chapters. While our dis-
cussion will focus on those children who are most severely
disadvantaged, we do not wish to exclude those whose dis-
advantage is less extreme and those who might even be
classified as "advantaged" if they were compared to some
other group than the one in which they are interacting. We
are suggesting that socio-cultural disadvantage ranges along
a continuum and this is the reason for our insistence on a
definition of "disadvantage" specifically in comparison with
with those children with whom the Leftouts are actually in
contact in a heterogeneous school system. It is possible,
of course, for comparative disadvantage to take into account
the larger society with whom the child will one day come to
interact; so that the slum child in a homogeneous social

setting where he is not now disadvantaged in comparison to
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his classmates could be seen from the perspective of his
eventual contact with those whose ability, motivation,
knowledge, and experience are substantially greater than

his own. However, we shall focus our attention on those
children who are 1in daily contact with their more advantaged
age-mates.

Our primary objectives 1in the chapters to come are to
examine how the Leftout differs from his age-mates and to
analytically connect these variables of how and why the
Leftouts get to be that way in their particular school situ-
ation. It is clear from our definition of the Leftout as
socio-culturally disadvantaged in comparison to his class-
mates, that part of his potential adjustment problem in the
school situation must center in his cultural alienation from
the expectations of the majority group and/or in his eco-
nomic disadvantage.

!

The term "culturally deprived child," which was preva-
lent in the literature until recently is coming to be sup-
planted by "socio-culturally disadvantaged child" and
related variants. In any attempt to define this cultural
disadvantage or alienation from the cultural expectations
of the majority group, it is necessary to consider the con-
cept of culture. Several considerations help to clarify
the concept. In the first place, "culture"--as social
scientists employ the term--is a universal attribute of

all social groupings, and variations among cultures cannot

properly be interpreted as differences in amount or in value,
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but only as differences in kind. Thus, no individual is
"deprived" of a culture, and cultural "disadvantage'" or
"alienation"” must be considered in relation to some other
kind of culture than his own. In this case, "culture"

refers to the established pattern of norms and values of
some group. Those who are "culturally alienated" are alien
to (foreign, outside of) the mainstream of the "core' cul-
ture of the majority group in any society and, by definition,
are minority group members (sometimes in the more accepted

use of that term too, but not always).

Although all groups in our society share to some ex-

tent in the prevailing "middle-class core culture,”

there
are many different patterns of culture, reflecting more or
less distinct ways of life among particular nationality,
religious, ethnic, social class, geographical, and other
sub-groups within the population. These may be character-
ized as "sub-cultures." Ethnic, racial, and other criteria
for distinguishing sub-groups often do play a part in
socio-cultural disadvantage, but "minority group status" in
the usual sense is unsatisfactory alone for use as a crite-
rion of those who are Leftouts.

These sub-cultures vary in the extent to which their
socializing influences, i.e., intra-family relationships,
child-rearing practices, language patterns, intellectual
pursuits, behavioral norms, values, outlooks, etc., equip

children to adjust successfully to the middle-class core

cultural patterns which prevail as the ideal in the larger
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society and which are taught in the schools. Thus, children
who are socialized in sub-cultures markedly different from
the prevailing standard may or may not find themselves
"disadvantaged" in the schools, where "core'" cultural values
and behavioral patterns are commonly required for success-
ful academic and social adjustment.

The term '"culture" also has a second common meaning.
In this sense culture relates to things such as experience
with and appreciation of art, music, drama, and other such
"cultural" accouterments. The common denominator of those
children whose socilalizing influences have been largely
alien to the demands of middle-class norms of cultural appre-
ciation is relative poverty and social discrimination. The
children involved live mainly in urban and rural slums, in
substandard housing, with poorly educated parents, and with
little opportunity to develop an interest in things "cul-
tural." Thus, in this sense, those who are culturally
alienated are also alien to the trappings of society which,
given limited economic facilities, are foregone as un-
attainable or unknown luxuries. From this perspective,
and at a very common sense level, cultural alienation is
linked to economic disadvantage.

Econcmic disadvantage is not nearly as sticky a prob-
lem as is cultural alienation as defined in the first
instance, for it can largely be measured in terms of dollars
and cents. The only real trick here is to avoid any kind

of rigid classification into specific states of deprivation.
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Again, each empirical instance must be measured in com-
parative terms, i.e., 1n direct comparison to those with
wnom the individual interacts. For example, the federal
government's definition of poverty relates to an annual in-
come of approximately $3,000. While such an income may be
adequate to avail a child of the cultural opportunities
cifered in Hazard, Kentucky or Bay Mills, Michigan, it is
hardly &adequate for minimum subsistence in Los Angeles or
New York City. The kind and depth of compensatory programs
crfered by the schools to economically disadvantaged chil-
dren must take into consideration the range and availa-
5ility of "cultural' activities offered outside the class-
room,

We wish to emphasize that the concept of socio-
cultural disadvantage is not used here as a stereotype for
all children nutured in sub-cultures of poverty and/or
ethnic discrimination. Although large numbers of such
children find it difficult to cope with typical school tasks,
this is by no means universally the case! Such children
exhibit a wide range of individual differences--and part
of our concern will be in suggesting answers to the question
of why some of these children adjust successfully to typical
sthool demands and why some do not. The following chap-
ters seek to explore the bases of socio-cultural disadvan-
tage among school children and draw implications concerning
the impact of various kinds of deprivation of the develop-

mental and adjustive prccess in heterogeneous schocols. We
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will examine deprivation in the areas of achievement moti-
vaticn, gerieral knowledge, specific experience and training

arguage, and such disadvantage as may be inherent in the

| -]

in
social eituation in which the Leftout finds himself. The
primary purpose of this study is to undertake a systematic
systheelis cf research findings and theory relating to the
acedemic and scocial adjustment of the socilo-culturally dis-
advantaged child in the heterogeneous school situation.

Our discussion will center on the particular age group
fcund at the elementary school level. We limit our con-
cern in this way for two reasons. The first of these is
tased on our belief in the hoary proposition that "an ounce
of prevention is worth a pound of cure." Secondly, we
telieve that the influence of family and other adults,
directed at molding behavior to accepted social standards,
is greatest in the child's early years.

As we shall see, research indicates that problems in-
tensify and multiply with increasing age. Research findings
also suggest that feelings of isolation and social rejection
aricse from everyday experiences which indicate to the child
that he is, indeed, alone and left out. If the child hclds
his teachers and classmates in the position of a reference
group (and many elementary-age children do), then failure
0 establish successful interaction with teachers and class-
mates may have crushing repercussions on the child's social
and emotional adjustment to the heterogeneous school situ-

ation. Ry the time the child reaches adolescence, after
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several years of rrustration and unhappy experiences, it

i

m

quite possicle that the Leftout may nct perceive his
teachers and more advantaged age-mates as a reference group.

It 1s evident both theoretically and by only super-
ficial otservation that the "birds of a feather may flock
together," 1.e., that Leftouts may form their own sub-
culture within the school and lock to each other as a refer-
ence group. That this happens particularly in the adoles-
cent period is beyond question. Thus, our concern will be
fpecifically with pre-adolescent children among whom clique
toundaries have not been as rigidly drawn and where it is
toth possible for the Leftout to gain acceptance (given the
proper compensatory experience and training in social and
academic skills) by the majority group and probable that he
wishes to do so.

We are suggesting that by Jjunior high school, and
certainly by high school, programs aimed at academically
arnd socially integrating the Leftout are extremely difficult
to devise, if not doomed to failure. Not because his "per-
sorality" is permanently formed and not amenable to change,
out because the Leftout has by this time so radically
altered his initial goals, self-concept, and reference
group identification that only with extreme difficulty,

great patience, and many rewarding experiences could he

€]
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possibly be induced to revive the goals and interests with
which he entered the social sub-system of the heterogenecus

school. Our irterest, then, lies with trying to understand--
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and perhaps suggest ways of "short circuiting''--the connec-
tion between socio-cultural disadvantage and academic and

social maladjustment among elementary-school children.

Wrat, Where, When, Why, and How?

The "what" of our interest is the dual concern with
social and psycholocgical perspectives and how they are in-
terrelated in the comparatively disadvantaged child's
personality development, academic achievement, and social
growth within the social sub-system of the heterogeneous
school. Burton (1953) claims two challenges have been
issued to American education, "to develop a minimum liter-
acy and simple fundamentals of citizenship" and "to develop
cultural unity within a diverse society simultaneously with
full development of individual talent." Throughout our
society, public school programs and curricula as they now
exist appear to accomplish both of these goals relatively
well for a large proportion of American school children.

It has been argued that approximately one-half of the chil-
dren who enter the public school system successfully adjust
to the current program and soclal climate and emerge as
responsible, well trained young adults (Bloom, Davis, and
Hess, 1965). By the same token, of course, approximately
ore-half of the children who enter school experience at
least some difficulty or failure in successfully adjusting
to the social and academic demands of the public school.

Obviously the reasons for adjustment problems are many and
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varied, and some of them lie outside our specific interest
area. On the other hand, a large proportion of our Left-
outs will eventually be numbered among those who fail to
successfully complete high school.

The successful completion of public school training
through high school is ever more increasingly the deter-
mining critericon cf status, economic opportunity, and suc-
cessful entry into the responsibilities and privileges of
adulthood in the larger society. In a nation such as ours,
with a highly developed technological economy and a highly
literate, socially conscious populace, the youngster who
does not complete secondary school training is denied ad-
mission to an ever expanding sector of the occupational
hierarchy and is increasingly more disadvantaged as a citi-
zen. In the past, when there was sufficient opportunity in
the economic system for unskilled workers with a minimum of
education and when even such daily-living requirements as
driving an automobile, rearing children, voting on bonding
and legislative issues, shopping for food and furniture,
and the myriad of other tasks which face all modern families
were less complex and demanding, the schools could operate
on the principle of weeding out the less able and selecting
the most capable for advanced education and specialized
training. However, we are in the midst of a time of far-
reaching basic social changes which are affecting the
entire society, and which will increasingly place pressures

on all aspects of the educational system. Our rapidly
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developing, complex, urbanized, industrial society requires
that every functioning member be literate, responsive to
rapid changes in every aspect of 1life and work, and be
capable of learning and relearning relatively complex skills
and ideas as minimal prerequisites for economic security,
soclal responsibility, and mature independence. The public
school must bear the major burden of training children to

be functioning members of such a society. The public
schools, therefore, can no longer be selective, but must be
particularly concerned with the life and career potentials

of those youngsters who are adversely affected by the present
school program and social climate. The contemporary focus

of the educational system must emphasize raising both the
aspiration and achievement levels of the group of children
who have been ignored, rejected, or placed in a marginal
position relative to their more advantaged classmates.

It is a happy commentary on our society to note that
educational planning and concern is currently being directed
toward precisely these kinds of goals. It is our feeling,
however, that too little attention is being directed toward
an analysis of where and when the disadvantaged child's
troubles begin, why some children of apparently similar
backgrounds and intelligence successfully adjust and achieve
in school while others do not, and how compensatory programs
may be designed to reduce the disadvantage of the Leftouts.
What we hope to accomplish in the body of this work, is to

raise some of the theoretical issues underlying the problem,
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explore thelr interrelationships, and arrive at a reasonably

"and "how."

cound analysis of the "where," "when," "why,'

Compulsory attendance laws bring into the school
children who are poorly motivated, ill prepared, and have
little concern for the goals of the school. OQur interest
will be largely limited to the particular concern of the
child as he relates to the social sub-system of the school.
However, the consequences of membership in the specific
sub-system of the school are partly determined by pre-school
and non-school related influences--particularly those of
the family and the child's socio-economic sub-culture. Thus.
it is necessary to consider the initial preparation, value-
orientation, and motivation to achieve that the school-age
child has developed prior to and outside of school, and the
amount of school-oriented support he may receive from other
sources. While we may analytically discuss the problems
perpetrated or perpetuated within the specific sub-system
of the school, there is in fact no clearly defined point
of separation between school influences and those of parents,
peers, or general sub-cultural experiences. Therefore, non-
schocl issues must be raised.

The "what" of our objectives here is threefold:
(1) to arrive at a clearly delineated picture of the Left-
out's social and academic problems, which entails discussion
of what is meant by the lack of academic and social adjust-
ment and a look at how the Leftouts differ from other young-

sters in apparently similar circumstances; (2) to garner
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from the extant research and theoretical literature those
variables relevant to an analysis of how and why the Left-
out gets to be that way; and finally, (3) to systematically
present a frame of reference which will account for the

Leftout's academic and social maladjustment, and from which

wm

uggestions related to both theoretical concerns and to
cractical problem-solving programs may be derived.
Extensive, albelt somewhat impressionistic, experience
already underlies our concern with socio-culturally disad-
vantaged children's adjustment--or lack of it--to the
heterogeneous school situation. For some eighteen months
the author had the privilege and responsibility of setting
up and administrating Michigan State University's Student
Education Corps.* Exercising this responsibility required
meeting at length with school administrators and teachers
in some 30 heterogeneous schools in Michigan. Each of these
schools is intimately concerned with how best to approach
educating socio-culturally disadvantaged children. 1In
addition, the author's experience has included personal
observations of "problem" classrooms as well as contact
with a minimum of 400 University student volunteers who
were working directly with disadvantaged children. The
author also had the privilege of participating in two in-
tensive conference sessions which afforded contact with
people from all over the nation who are concerned with

variants of this problem. These experiences have pointed

¥For discussion of the program, see Warden, 1964,



up the very real need for the type of analysis we have under-
taken bere.

As for the "where" ard "when" of our problem, cne of
the sources of difference in school adjustment among chil-
dren is that of the differential backgrounds they have as
a result of membership in various socio-economic strata.

As a broad generalization, to be extensively qualified in
Chapter II, upper and middle-class children adjust well to
school while lower-class children in varying degrees tend
toward maladjustment and failure. Part of the "where," then,
is located in the sub-culture in which the child is reared,
and part of the "when" of the development of disadvantage
occurs prior to entry into the school. In our analysis we
seek to examine the antecedants of particular kinds of value
orientations, social behaviors, and communication skills
among school-age youngsters. One obvious source of such
antecedents is the child's socio-economic background--and
Chapter II is partially devoted to exploring the truth of
that proposition.

Already mentioned is a basic theoretical proposition
which underlies this exploration--that value orientations,
behavioral expectations, and symbolic systems are learned
in social interaction. Another basic proposition, as speci-
fied in Homans' (1961) theoretical formulation, is that the
mere rewarding men find the results of an action, the more
likely they are to take this action. Translated into our

Specific interests, these two propositions suggest that if
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there 1s acceptance of the teacher as a significant other
by *the child, contingent on the teacher's acceptance of
him, and if he finds the learning situation a rewarding
cne--then he learns. If he does not accept the teacher's
values and goals, and 1f the learning situation is not
rewarding--then he does not learn. Thus, one of our con-
cerns must be an examination of what factors influence
mutual acceptance between teacher and student and how school
situations, values, goals, etc. come to be perceilved as
rewarding by some students but not by others.

In keeping with what we have said of the general re-
lationship between the social system and personality devel-
opment, it is expected that there are individual differences
in susceptibility to social influence. However, we must
assume that it is possible to predict that certain rewards
will be effective in the learning process for most members
of a particular group since these group members will share
many common experiences. It is especially useful to know
something of the sub-cultural, age, and sex differences
among children in considering continuities in personality.
Bandura and Walters (1963) noted that since children from
diverse backgrounds experience different reinforcement con-
tingencies and are exposed to widely differing social
models, there are marked group differences at any age level.
There is often marked inter-individual variability due to
biological, socio-economic, ethnic, and cultural differences

and to variations in the child-rearing practices of families,
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These factors are likely to remain relatively constant
throughout much of the child's earlier lifetime, and one
would expect a considerable degree of intra-individual con-
tinuity in value orientation and behavior at successive age
periods--even if these change in the face of new demands
from cther socializing agents. Thus, social-learning ap-
proaches to personality development lay stress on inter-
individual differences and on intra-individual continuities.
The subject of Chapter II will be an exploration of what is
known of the influence of "social class" and sub-cultural
differences on value orientations, perceptions of the reward
value c¢f school, and on social acceptance among children.
This kind of approach to social learning relates to
external stimuli in the form of behavioral examples and
patterns of reinforcement for guiding and modifying the
responses of the child. However, as we shall see, inter-
ralized sanctions (conscience formation), the child's self-
conception, his generalized conceptual schema, and other
intra-individual factors play important roles in guiding and
modifying his responses. This internalized discriminative
activity is also socially developed, largely within the in-
fluence sphere of his primary family group through fear of
significant others disapproval. Thus, the role of the fam-
ily as an agent of social influence and as prerequisite
models to the development of internalized discriminative

activity must bhe considered. In Chapter II1 the role of the
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family in the maladjustive development of socio-culturally
disadvantaged children will be explored.

The task of defining disadvantage in comparative terms
demands explicating something of the general process of
normal, i.e., typical of or acceptable to the larger social
system, socio-cultural growth. Maladjustive behavior pat-
terns and value orientations cannot be defined nor evaluated
independently of some description of a well-adjusted develop-
mental pattern. Thus, theory and research aimed at general
child development and personality development within the
family becomes not only relevant but crucial. We do not
assume that we can cope with the obviously impossible task
of explaining the behavior of every individual child. We
do hope to develop an analytical framework which will ex-
plain why large numbers of individuals placed in similar
circumstances, having similar backgrounds, facing similar
demands, and sharing similar social experiences are apt to
behave in similar ways--and the consequences of this be-
havior are likely to be similar! Thus, a major concern here
must be with what constitutes "similarity." Some children
of apparently "similar" sub-cultural backgrounds adjust
successfully to school while others do not. This indicates
that sub-cultural criteria of similarity may be too broad
for very accurate or reliable prediction and explanation of
soclo-cultural disadvantage. Thus, in Chapter III, we will
examine some of the variability among children which has

its antecedents specifically in the family and in such
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individual developmental factors as language acquisition and
the choice of role mcdels.

o discussing the social psychological d=velopment of
the organically normal school-age child who 1s our primary
focus of interest, it is important to note that at this age
the child regularly spends 7 to 10 hours daily outside the
hocme, away from his parents' direct influence, and is thus
subject to influences from many sources. (Note that of the
14 to 17 hours the child does spend at home, a minimum of
8 of these are given over to sleep, so hours of outside
influence equal if not surpass hours of parental control.)
The value orientations, behavioral expectations, and self-
concept developed in the family setting may or may not te
reinforced by these other influences and, of course, the
child may or may not hold these others in the position of
a reference group, depending on whether or not he perceives
that it is rewarding to do so. One possible source of rnon-
family influence is that of teachers and other adults, who
largely fulfill the role of parental surrogates. However,
many of the skills and values acquired during the sociali-
zation process in our society are learned 1n peer groups
which freely supply a variety of rewards for appropriate,
i.e., approved, social behavior. The child has little or
no incentive to deviate from the expectations of his peers--
whose approval may be more rewarding to him than that of
his parents or other adults--unless he cannot fulfill their

expectations and is rejected by them. A child's social



32

acceptability by his peers is an extremely important in-
fluence in directing and modifying his value orientation

and his behavior. The nature of his reception by his class-
mates in school will undoubtedly influence his general
attitudes and behavior. Similarly, the child's self-concept
--already partly determined by experiences prior to and
outside cf schcel, as well as by teacher's attitudes and

his level of academic success--will be further modified by
hie perception of social acceptability among his peers. The
nature of this self-concept, in turn, will have conseqguences
for the child's total adjustment to school. Thus, in Chap-
ter JV, we shall explore something of the character and con-
sequences of peer group influences, and examine the idea of
self-concept and how it relates to maladjustment in school.
We are taking the theoretical position that self-acceptance
and social-acceptance are positively related, and that an
adeguate self-concept is a necessary prerequisite to suc-
cessful adjustment in school.

OQur examination of socio-culturally disadvantaged
youngster's adjustment to heterogeneous schools suggests the
necessity of a three-fold criterion of "adjustment to
school." One dimension is relatively clearly defined in
terms of academic performance--as measured by standardized
tests, grade point averages, etc. A second dimension of
adjustment, not as easily defined, relates to social accept-
ance. This dimension is most often measured in terms of

affective social relationships, sociometric rankings,
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accessibility of participation in valued activities, etc.
These two elements of adjustment, the cognitive and the
social, might be termed "outer-directed" and be discussed
in terms of relationships with objects and people. A third
dimension of adjustment, emotional adjustment, deals with
the "inner-directed" element of self-concept as held by the
Leftout. Measurement of this dimension 1s typically done

in terms of standard personality tests and clinical reports.

A somewhat eclectic approach to the development of
our analysics seems indicated since no single extant theory
or research effort takes into consideration all, or even the
majority, of the many areas of maladjustment and disadvan-
tage as we have defined it that are prevalent among the
Leftouts. The basic theoretical framework employed here is
the general social psychological one we have already dis-
cussed. Our specific analysis, developed within this broad
context, will synthesize formulations derived from many
sources. However, no one but the author need be accused of
responsibility for the end product which is detailed in
“hapter V.

It is perhaps necessary at this point to draw a dis-
tinction between our analysis and our theoretical frame of
reference. The latter refers in this case to our gener-
alized social psychological perspective, i.e., our particu-
lar approach to the problem at hand which serves to suggest
the kinds of variables which should be considered as rele-

vant. On the other hand, our analysis is a series of
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statements relating what is known or suspected about the
expiicitly posed issue at this particular point in time.

Our issue 1s represented by the Leftout, who is a particular
kind of student in a particular type of school. What we ask
of our analysis 1s to offer tentative suggestions concerning
(1) the causes of the Leftout's disadvantage, (2) the con-
sequences of his disadvantage, and (3) what variables seem
to offer the greatest potential as a means to overcoming his
disadvantage.

In this case the frame of reference is extremely im-
portant. The particular selection of means to approaching
the problem directs the selection of observations which will
te utilized in the initial steps of the development of the
analysis. The frame of reference in this case represents
a conscious effort to orient the direction of problem ex-
ploration in a meaningful way. For this reason we have
taken the time to explicate our theoretical frame of refer-
ence both at the beginning of this chapter and elsewhere as
indicated in the body of the work.

In this case the term "analysis" refers to what we
hope 1s a sound set of interrelated propositions, containing
explicit definitions, and offering a tentative explanation
of the empirical phenomena we are examining, i.e., the Left-
out's potential maladjustment in the heterogeneous school
Situation. Our analysis is developed inductively from the
findings of prior empirical investigations that are assumed

to logically relate to the potential theory on the basis of



35

our generalized theoretical perspective. The crucial role
expected of our analysis is that of clarifying the nature
and extensity of the problem under study. For example, our
analysis (inductively compiled from research evidence and
related theoretical formulations) argues that the academic,
social, and emotional adjustment of an elementary-school
child are all equally important in determining his total ad-
Jjustment potential in school. Furthermore, we argue, these
three dimensions of adjustment are rather directly inter-
related. The suggestions derived from this analysis indi-
cate the most obvious theoretical causes, consequences, and
potential "cures" for the Leftout's particular adjustment
problems. At the same time, the general analytical frame-
work should prove capable of extension to understanding the
success or failure of any child's adjustment to any school
situation.

Although we have stopped at this point, it is clear
that the analysis may be put to test by further deducing
research hypotheses, i.e., conditional statements which
specify the conditions which are to be taken as their dis-
confirmation, testable in the empirical world, and which
are subsequently accepted or rejected on the basis of empir-
ical data. We did not take this step for two major reasons.
The first of these centers in our concern with examining the
very broad range of prior research we felt to be relevant
to the Leftout's problems. Such a bringing together of

diverse materials and their integration into a coherent
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whole was felt to be a major undertaking in itself.
Secondly, the very scope of the derived suggestions vir-
tually precludes any empirical test by a single researcher,
or the development of any single "critical hypothesis" upon
which the whole analysis might be seen to rest. In one
sense the empirical evidence has already been collected--
for this is, after all, the basis for the development of
the analytical framework. What remains to be tested, of

course, is the particular analytical combination of sug-

gestions we have offered. It is hoped that our synthesis
will generate a great deal of empirical research.

Both the author's experience and a critical explora-
tion of current theoretical and research literature,
strongly suggest that one critical variable which is both
antecedent to and a consequent of socio-cultural disadvan-
tage in general--and the Leftout's maladjustment to the
social sub-system of the heterogeneous school in particular--
is lack of communication skill. Comparative ineptness in
communication ékills required in the school and by the
larger society is seen as a consequent of inadequate lan-
guage acquisition based on stimulus deprivation, i.e., an
environment which affords comparatively little opportunity
for constructive stimulation. Comparative lack of language
skill is also seen to be directly related to conceptual
ability, measured intelligence, and difficulties in learning
both formally taught academic skills and more informally

taught social skills. Thus, in Chapter V we shall briefly
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examine the theoretical and empirical contributions of the
work of Martin Deutsch and others who have directed their
special attention to the consequences of stimulus depriva-
tion.

Our analysis also indicates a number of other var-
lables of crucial importance in any effort to understand
nd explain the Leftout. Therefore, in Chapter V, we shall
also be concerned with the final pulling together, from
various theoretical and empirical works, those ideas which
relate to the Leftout's deprivation in the areas of:
(1) general knowledge of the "core" cultural expectations,
(2) achievement motivation and functional anxiety, (3) ex-
perience and training in social skills, (4) general ad-
justive ability, and, (5) self-concept. We shall consider
Wilbur Brookover's theoretical and empirical work as it
relates to the antecedents and consequences of a low self-
concept of ability. Our theory will deal with the three
levels of concern which are analogous to the three dimen-
sions of adjustment--academic, social, and emotional--and
how each of these intra-personal areas are influenced by
the social and value structures of the school as a sub-
system of teachers and peers. The "what" of our work, then,
is a systematic look at what is known about Leftouts angd
the organization and synthesis of this knowledge into a
coherent whole which is presented in Chapter V. Our analy-

!

sis deals with the "where," "when," and "why" the Leftout

gets to be that way. It also concerns itself with the
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consequences of such deprivation for the disadvantaged child
in a heterogeneous school.

In the chapters to come we shall examine a number of
contemporary research efforts which serve as the basis for
the analysis. We have been primarily concerned with empiri-
cal research reports which are relevant to the over-all
problem area or some specific aspect of it, which hold im-
plications for both theory and practice. We do not pretend
to offer a complete summary of all the research relating to
socio-cultural deprivation and its impact on children or on
the educational system. We have selected research for
presentation in these chapters which seems to bear most
directly on the development of an analytical framework. The
"truth" of the analysis can come only from extensive and in-
tensive testing of the many interrelated propositions it
presents. We suggest that the analysis can serve as a frame-
work within which many otherwise nontheoretical studies can
be subsumed, and as a beginning point for directing future
studies at many levels.

In Chapter V we shall also present the suggested
directions for future research which are typical of and
almost obligatory in an analysis such as this. However, our
purpose in making such suggestions has something more than
the usual fervor behind it because the need for directed,
controlled research in this problem area is urgent and
critical. The current pressure of public concern and the

ready availability of research funds for work in this area
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of government money) have con-
of programs, many of which have
adequate analytical and metho-

of the socio-culturally disad-

vantaged child's maladjustment to the heterogeneous school

situation is pressing. Common humanity demands that quick

soclutions be fcocund for what

are highly complex problems.

It is hoped that one significant contribution of our analy-

sis will be to the understanding of the Leftout--and that

with understanding will come constructive ideas for correc-

tive measures!



CHAPTER II

THE ROLE OF "SOCIAL CLASS" IN DIFFERENTIAL

SCHOOL ADJUSTMENT

In one sense, the Leftouts with whom we are concerned
represent a '"class'" of disadvantaged children. We are de-
fining the Leftout in comparative terms. That is, in terms
of comparison to others with whom the child must interact
in the school system--and, eventually, the larger social
system--he falls at the bottom of any scale of those who
have the ability, motivation, knowledge, prior social
training, and financial resources to approximate the ideal
behavioral values of his particular group. Note the phrase
"approximate the ideal." It suggests that no group of human
beings lives up to the ideals they espouse in full measure.
However, every group does develop norms of behavior which
specify more or less clearly the bounds of acceptable diver-
gence--and it is these norms that the Leftout must learn
and observe if he is to successfully adjust to the inter-
actional demands made upon him in the social sub-system of
the school in its present form.

In another sense, we are not primarily concerned with
social class in the usual meaning of the term. By the Left-

outs is not meant those children whose ethnic identity,

40
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social class status, nor economic background falls into some
standardized classification system. We are not addressing
ourselves to the problems of soclal class per se but always
as these, and other factors, relate to the development of
social skills, acquisition of role-knowledge, development

of value orientation and achievement motivation.

The concept of "social class" has played a large part
in the history of social scientific concern with children's
adjustment to the educational system in the United States.
Unfortunately, this concept is probably one of the most mis-
used and abhorred sociological clichés extant. It is, at
one and the same time, abhorred because it implies the
negation of a strong cultural ideal of equality for all men
and misused because it is often employed to rigidly, and
sometimes artificially, stratify social groups. It is, at
its best, an ambiguous concept virtually devoid of agreed-
upon definable parameters and, at its worst, a rigid stereo-
type which does grave injustice to the individuals pigeon-
holed within "class" categories.

Despite these drawbacks the notion of patterns of
social stratification has been widely used--and not entirely
uselessly. Properly employed the concept of social class
1s an analytical tool for codifying data of individual and
group differences. It i1s apparent to any interested ob-
server of the world around him that ethnic, economic, educa-
tional, occupational, and sub-cultural value differences do

exist among men. Furthermore, these differences may be
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recognized as crucial variables in understanding the dynam-
ics of many social situations. Therefore, while social
scientists may not agree on the precise meaning of "social

class,"

nor how 1t is best measured, there is general agree-
ment in the literature--and we concur--that relatively clear,
relatively stable, relatively definable sub-group differ-
ences do exist. And, moreover, that these differences will
account for at least some of the variation in human behavior
insofar as they influence the socialization process. It is
assumed that just as the attitudes, value orientations,
beliefs, and behaviors of the individual members of the
child's family may have an important influence on the social-
ization process, so too may the broader sub-cultural values
typical of the particular socio-economic stratum in which

the child is reared. This assumption leads us to the
necessity of at least a brief consideration of the relation-
ship between individual variables and broader social-
systemic variables.

Differences in individual acceptance of socialization
attempts have been known and noted since Cain was cast out
from Eden. However, efforts to observe, compare, and con-
trast similarities and uniformities also have a long and
distinguished history. The ancient Greeks differentiated
among the structural characteristics and resultant member
personalities of their several city-states by drawing com-
parisons between Athenians and Spartans, for example. Thus,

we take it as axiomatic that there are definable sets of
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system-wide beliefs, values, and behavioral norms and that
these sets vary between sub-cultures. One of the fundamen-
tal attributes of any social system gua system is that it
is normative. That these norms are essentially arbitrary
and differ not only between systems but within the same
system over time is clear. Nevertheless, certain uniform-
ities tend to persist and for this reason the reciprocal
and interdependent interaction of individuals who are mem-
bers may properly be said to constitute a social "system."
And one of the primary functions of a social system lies in
providing the means and content of the socialization
process through which neophytes become full-fledged members.
It is assumed that this process of socialization to
system-wide beliefs, value orientations, etc. begins in the
family and is strengthened by secondary contacts. This
concept of value orientation, as used here, refers to the
generalized theme which is representative of the complex
of an individual's beliefs concerning that which is to be
valued and the means by which evaluations are to be made.
It is a tacit or explicit theme which finds expression in
each of the role and life-style choices an individual makes.
This notion of social "choice" implies selection from among
a perceived set of finite, concrete, and available alterna-
tives. The social system influences individuals to the
extent that it places limits on available alternative
choices, that it supports and strengthens early family ex-

periences, and that it offers alternatives in such a way
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as to be perceived as choices by the individual. However,
the role played by the social system in shaping and devel-
oping individual ocutlook may be overemphasized. Many fac-
tors can influence the acceptance of influence attempts
during the socialization process. The intensity and exten-
sity of the interaction of social-systemic and individual
psychological variables 1s always delimited, it seems to
us, to the extent that the social unit is able to: (1) in-
fluence the socialization of the individual while value
orientations are developing; (2) maintain some degree of
control against change, through a system of sanctions,

once the individual has developed a value orientation; and
(3) serve as the reference group for the individual and
hence command his ego-involvement in internalizing commonly
shared values.

In much of the literature dealing with the interrela-
tionships between social class and scholastic achievement,
"social class" is treated as a determinate of behavior. We
postulate that "social class" as typically defined in this
literature does not constitute an integrated social system

which can specifically define and delimit alternatives,

control behavior, nor serve as a reference group. At best
the social stratum of which the individual is a member can
only imperfectly function in this way and have only a gener-
alized influence. Thus, the same social class may be ex-
perienced in different ways by different individuals who

are nominally members.
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Neal Gross (1953) has expounded some specific criti-
cisms of using "social class" as a determining variable in
educational research. He argues that social stratification
phenomena are but one important factor useful as a predic-
tor or explanatory variable in educational research. He
warns that social class is inadequate as the single explana-
tory "cause" of educational problems--and specifically urges
guarding against confusing causation with statistical asso-
ciation. He notes the lack of agreement on the "proper"
way of classifying the various social strata, e.g., race,
income, education, occupation, ecological area, prestige,
etc. (though it should be noted that many such factors co-
vary) and emphasizes the importance of considering the con-
ditions under which two factors are related. For example,
if social class can be shown to be related to some educa-
tional phenomena under condition A there is no reason to
assume that the relationship will hold under conditions B,
C, and D. Gross also notes that techniques employed to
determine social class are often highly questionable on
methodological grounds. For example, the way in which the
questions are asked in highly influential on responses and,
in addition, "“social class" may have no generally recog-
nized meaning among members of the sub-cultural group.

Gross is not alone in his criticisms of the use of
the concept of social class--and other criticisms could be
mentioned, e.g., tendencies toward overgeneralization, un-

critical acceptance of research findings, confusing
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value-propositions with validated research, and artificial
forcing of evidence into prearranged class categories. We
shall chcose the line of least resistance and admit that
research of this kind 1is prey to all of the evils we have
discussed--and probably more. This is why we have placed

emphasis on relative, general, and comparative patterns,

and the burden is on the reader to bear this in mind as we
consider the influence of social class on the developmental
and adjustive process.

Historical Development of Interest in
Social Class and Education

At least four sociological "classics" have dealt with
the relationship between social stratification and education
in the United States. Major studies by the Lynds, Warner,
Davis and Hollingshead have been widely read and have had
an impact on critical thinking about the American educa-
tional system. The Lynds (1929) in their extensive study
of "Middletown'" drew two major conclusions: (1) all Middle-
town parents, regardless of soclal class level, recognize
the value of education for their children; and (2) lower-
class children are penalized within the school system since
they do not come to school with experiential background
which adequately equips them to deal with the verbal symbols,
attitudes, and behavioral characteristics most valued by
the dominant middle-class group. Warner's (1944) conclu-
silons were similar: (1) for all but the upper-class in the

community, the school may serve as the means to upward
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social mobility, by teaching those skills which are essen-
tial for both high status occupational preparation and the
acquisition of those socially rewarded values and attitudes
typical of the middle class; but (2) the child with a lower
socio~-economic background is penalized in the social system
of the school because he is not prepared to conform to the
school's middle-class standards and expectations.

Davis, in the 1948 Inglis Lecture delivered at the
Harvard Graduate School of Education, briefly summarized
Warner's data on middle-class and lower-class sub-cultures
and urged that consideration be given to social class in-
fluence on children's learning. He argued that the schools
currently existing had a built-in bias in curriculum,
teaching methods, and intelligence tests based on linguistic
apptitudes which favored the middle-class child--to the
detriment of the lower-class child. Hollingshead (1949)
also concluded that opportunities for attaining desired
rewards varied positively with the child's position on the
social class "ladder." He proposed that the socialization
process typical to the working-class is not satisfactory
preparation for the child's educational adjustment. He also
argued that the middle-class adults in the school, i.e.,
teachers, supervisors, etc., force their class values on
the children in their care and that they reject or ignore
those children who do not or will not conform to them.

Davis (1948) emphasized basic differences in social-

ization patterns as they are found in middle-class and
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lower-class sub-cultures. His work--and that of other
thinkers in this period--has been the impetus for a great
deal of research--and the target of much criticism. On the

positive side, in 1953 the Harvard Educational Review

devoted an entire special issue to research related to the
impact of social stratification on education. Loeb, writing
in that issue, employed the concept of "core culture'" to
discuss the American class system and its implications for
personal and social development. He characterizes the
"middle-class core culture" as the official culture of the
society. He notes that its major features are: (1) an
emphasis of "success" in the form of upward social mobility,
which often requires severing established affective ties;
(2) an emphasis on "propriety" in the form of observance

to both overt and covert normative guides to behavior;

(3) an emphasis on the ownership of material goods, clean-
liness, avoidance of overt aggression--particularly physical
aggression--active participation in organizations, etc.;

and (4) an emphasis on delayed gratification of needs and
desires. These cultural values have elsewhere been cari-
catured as the "Boy Scout virtues"--and the reading of the
Boy Scout "Laws" quite literally affords a clear insight
into the "core" cultural prescriptions which Loeb has sug-
gested is the culture taught in American schools. For Loeb,
the teacher serves as the mediator between the child, what-
ever his specific background, and this established core

culture.
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The basic ideas inherent in the concept of "social
class" are that, first, people who share a common position
in the economy are apt to be in prolonged interactional
relationships which foster the development of characteristic
sub-cultural norms. These norms serve to guide behavior,
perception, cognition and affective ties--in short,a consen-
sual value system develops which differentiates sub-cultures,
And, secondly, these behavioral patterns and value systems
(sub-cultures) are differentially evaluated and hierarchi-
cally ranked on a system-wide basis. Status is accorded in
terms of this stratification. Upward social mobility refers
to changes in behavior and value orientations required of
those individuals who would seek to raise their status eval-
uation. Loeb suggests that if there is a conflict between
parental class culture and the core culture taught in the
school, anxiety may result and the child may rigidly and
dependently cling to established modes of behavior rather
than exhibiting motivation toward social mobility. As we
shall see in the next chapter, the child not only learns
certain behaviors from significant others during the social-
ization process, but comes to invest them with what Loeb
refers to as positive feelings of "belongingness." Loeb
argues that if the child lacks a feeling of sufficient so-
cial security, he will cling to the affective ties with
family and neighborhood, and the value orientations that
are familiar and he will experience anxiety if he is forced

to give them up for other people and other values. The
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child is, in effect, incapable in this situation of changing
his behavior or adapting his value orientation to new
demands. This failure to seek upward social mobility in

the school often results in his being characterized in the
classroom as a non-learner. Or, if his behavior 1is highly
deviant and rebellious or aggressive, he may be labeled a
delinquent.

Loeb suggests that the school system represents a
major pathway to social mobility, but he argues that for
lower-class children much of school learning falls under
th.e headings of meaningless content, conflicting motivations
(e.g., immediate vs. delayed gratification), and incompre-
hensible goals. Burton, writing in the same special issue,
argued that the schools have typically been geared

to the aims, ambitions, moral, and ethical standards
of the white, prosperous middle class, Protestant,
Anglo-Saxon population. . . . The school is not or-
ganized to capitalize upon the nonverbal types of
intelligence often found among children who have not
had access to or constant contact with books. The
school often does not recognize the emergence of high
intelligence and creative behavior in forms other

than the abstract verbal type long fostered by the
school (Harvard Educ., Review., 1953; p. 248).

Loeb, with regard to this last comment also discussed the
problem of testing. He noted that standard school-adminis-
tered achievement and intelligence tests assume motivation
on the part of the child to do his best. Unfortunately,
this motivation may not exist at all for the lower-class
child and, even if it does, such tests often involve behav-

lor which is neither familiar nor meaningful in his
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evaluation. We will consider motivation and school achieve-
ment at greater length in subsequent sections and chapters.
Qur purpose at this point is to explicate the historical
generalization that American public schools support a domi-
nant middle-class value orientation and are controlled by

a middle-class administration. We have termed this approach
"historical despite the fact that it is still found in the
literature, because it gave rise to much criticism which

has succeeded in modifying the social class approach.

Such criticisms can be--and have been--leveled at
these studies for generalizing from research done in a few
relatively small communities to all of American society.

It has been argued that their data fail to fully support
the hypotheses that curriculum selection, participation in
extra-curricular activities, achievement levels, sociometric
friendship patterns, school drop-out rates, etc. are wholly
determined by social class position or unjust school
policies which literally barricade the road to upward social
mobility for the lower-class child. Among many others,
Charters (1953), Brookover (1953), and Hernandez (1963),
writing a decade apart and nearly thirty years after the
initial work, indicate that the subject of social class and
education is still far from being a dead issue. What has
died--or, at least, suffered mortal wounds--is the uncritical
acceptance of social class as a unitary explanatory princi-
ple. Charters questioned the assumption that all individ-

uals internalize, to the same degree, the value orientations
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of "their" social class. He notes that the impact of
social class background may be profoundly altered by sub-
sequent experience with other sub-cultural groups and by
shifts in reference group identification. Implicit in
Charters' argument 1is the theoretical position we have
already explicated--that personality and value orientations
are open to mcdification throughout 1life by changing social
influences and new experiences.

Charters analyzed the evidence for a dominant social
class control of the school and concluded that such con-
trol had not been demonstrated. Brookover (1953) also
critically examined research evidence relating to the social
class position of public school teachers and the impact of
various social class teacher models on children's levels of
aspiration, general personality, and behavior. He argued
that the evidence was not sufficient to allow conclusive
generalizations about the teachers' position in the strati-
Tication system nor how this position might affect the chil-
dren under their direction. In a later work, Brookover
(1961) notes that research evidence indicates that teachers
tend to encourage achievement and mobility of certain chil-
dren not on the criterion of their measured social class per
se but, rather, on the basis of the teacher's perceptions
of the child's behavior and value orientations in relation

to the teacher's stereotypes of social class.

Many thinkers have criticized the "one factor" method

of analysis, which stops with the exploration of a single
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variable such as social class, as being an inadequate ap-
proach to a complex problem. Hernandez (1963) bluntly pro-
claims that the concept of social class is being misused
in the field of education and points to the dangers of
pursuing social class as a fixed determinate of individual
values. He concludes that "individual behavior cannot be
predicted from socic-ecconomic status." Perhaps that con-
clusion is as broad an overgeneralization as 1s the concept
he criticizes, but we would agree that knowledge of an in-
dividual's position in the stratification system alone is
rot enough if we are to understand his values and attitudes.
What appears to be the case is that sub-cultural variations
in the socialization process produce a typical but not
universal set of attitudes indicative of value orientations
which are related to the demands of the school situation.
These attitudes may or may not correspond to the general
value orientations of the sub-system of the school or those
specific to particular teachers and administrators.

It is important at this point to consider the defini-
tion of "attitudes'"--for it has significant implications
for considering the interrelationship between individual
outlook and behavior of both the school child and his
teacher. The definitions of "attitude" are legion in the
literature, but the point worth noting is that attitudes
may be defined either in terms of cognitive organization,
i.e., regularities in feelings and thoughts, or in terms

of behavioral motivations, i.e., predispositions to act in
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a specific way--or both! The most fruitful approach to
defining the concept of "attitude" appears to be this last
integrative one. For our purposes, then, attitudes are
defined as ways of organizing and evaluating cognitions
about people, experiences, physical objects, and ab-
stract ideas which affect the likelihood that an individual
will behave 1n a way which 1s consistent with these organ-
ized evaluations given conditions which: (1) permit their
expression, and (2) arouse the motive to do so. When at-
titudes are defined in this way it allows for talking about
generalized attitudinal value orientations which may or msy
not influence actual overt behavior depending on the nature
of the situation. Thus, even if all members of a given
soclal class category were socialized in an identical
manner--which they are not, of course--and developed iden-
tical value orientations, these attitudes would not neces-
sarily be reflected in behavior. At best, we can speak
only of "general," or "typical" or "usual" patterns. How-
ever, to the extent that these generalized sets can be dis-
tinguished, they are useful for providing some information
about differences among and between people provided that
they are not taken as the only explanatory variable. Thus,
however cultural alienation and/or adjustment to school are
evaluated, simple equation with social "class" as defined
by such criteria as father's occupation, level of family
income, area of family residence, parent's level of educa-

tional achievement, etc., is not the total picture but only



ore fragment--but this fragment may yield important clues

arnd guldelines to completing the entire puzzle.

" 1

Cre element common to the descriptions of "class
differerices we ha’e noted 1s the theme of deviance from some
rorm taken as a stardard. '"Deviation" has come to be a
heavily value laden term connoting a general "badnese,"
wnicn may or may not te accurate., Deviance, literally,
mearis different from some standard, i.e., lack of conformity
to some law, rule, value, attitude, or behavioral character-
istic held as "proper" by a majority group. Whether or not
thie is "vad" is a matter of judgment. Some kinds of

deviance are obviously '"vad" in that they would be so

defined by cornsercual agreement of all the members of a

]

scrial system, e.g., murder of an in-group member. Other

14y

kinds of deviance are consensually "good," e.g., innovations
which produce increased rewards for all members of the
system., Most kinds of deviance have no such clearly con-
sensual definiticn as good or tad and "tad for whom or
what?'" becomes tre central question. The Leftcouts with
whom we are ccricerned may be defined as deviants, and in
doirg so it is explicitly assumed that such deviance is,
for these children, "bad." That it is, in fact, bad for
them becomes an empirical rather than a purely judgmental
question when their goals are specified. 1In this case we

acfume that at least the initial goal of any individual--

including Leftouts--in the school setting is twofold in

147}

that it irvelves some degree of persornally defined succes
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in: (1) educaticnal achievement, and (2) social acceptarnce.
Thus, any deviaticn from the accepted means of achieving
these goals within the group 1s bad, or, if you prefer,
maladjustive. It has been shown that, in our society, at-
tractive rewards are freely available to some members and
denied to others. Some highly valued rewards are permitted
cnly to those who have attained a certain status by reason
of age, social position, prestige, ethnic background, etc.
Barriers to attaining such rewards may arise from personal
limitations, intellectual or physical factors, and other
fortuitous factors over which the individual has little or
no controcl. Lack of skill, knowledge, and opportunity may
also lead to deviarcy. This deviancy from the accepted
paths to success is reflected in differential distribution
of rewards.

Abrahamson (1352) investigated the relationship between
the child's social class level and the awarding of scholas-
tic rewards. His sample of 705 students in the early Junior
High grades was drawn from two urban, two suburban, and 1wo
rural schools. Rewards were defined in terms of selection
for participation in extra-curricular activities, prizes
received, and academic grades. In all cases he found that
middle-class students received a disproportionate share of
high grades, occupied the majority of class and school
offices, and were the primary participants in extra-curricu-
lar activities. Abrahamson did not consider the I1.Q. scores

of the students, nor such factors as whether or not they
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were required to work at home or elsewhere after school,
thus limiting their ability to attain rewards. However,

his research does permit the conclusion that more scholastic
rewards are obtained by children of higher socio-economic
backgrocund--for whatever reason.

As we have suggested earlier, one of the prominant
features of the socialization process is the tremendous
amount of wvariability that occurs within each of the social
class levels, Normative behavior is not a simple concept.
Much of the research literature has failed to distinguish
possible sub-patterns within the lower socio-economic class.
Cohen (1964) suggests that, while most human behavior is
learned through experiences in a particular cultural setting
which offers particularistic norms, in a complex urban
industrial society such as ours alternatives are numerous
enough and available enough to make predictions of individ-
ual behavior hazardous. Some rural and/or geographically
isolated sub-cultures with more narrowly defined populations
afford more limited alternatives, but variations at the
family and individual level are still wide. Added to this
problem of variation in sub-cultural patterns, Cohen points
out that the cultural norms vary in their specificity.

Some areas of behavior may be culturally undefined, or the
social sanctions applicable to deviancy may be unclear--
thus increasing the opportunity for variation. Even when
it is not possible to deal with idiosyneratic variations

but patterns of response must be the basis of analysis, it
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is important to distinguish how various aggregates within

a social class respond. Cohen, among many others, notes
that the interaction between personality and social struc-
ture plays an important role in any behavioral picture and
that circumstances nurturing particular kinds of develop-
ment must be identified. He distinguishes between two sub-
cultures in the lower socio-economic strata--a "lower-
class culture of poverty" and a "working class."

He argues that members of the "poverty-culture" have
little opportunity for mastery of skills and that lack of
ckill is anxiety producing. A sense of shame is also ceen
to accompany limited opportunity. Often this anxiety and
shame act together to produce hostile aggressiveness, lack
of trust in others, feelings of inadequacy, withdrawal,
and a generally suspicious and negative attitude toward the
social environment. On the other hand, "working class"
members have the opportunity for skill mastery, pride in
achievement, and some social power (derived through labor
union membership) which serve as anxiety-reducing functions,
Cchen argues that "working class'" life nurtures family
cohesion and stability. Assuming, as we have, that children
learn through contact with and observation of their social
environment, this kind of psychological setting obviously
would provide a qualitatively different kind of socializa-
tion background for the school child than does that of the

lower class '"poverty-culture."
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Miller (1964) has outlined an even more detailed
analysis of sub-cultural patterns within the lower classes.
He 1dentifies four possible sub-groups using economic
security and family stability as subdividing variables.
Type I, the Stable Poor, is characterized by economic and
family stability; where the principal wage-earner 1is regu-
larly employed but in a low skill occupation. The majority
of families falling in this class are white, rural, and
csouthern. The aged and the downwardly mobile are over-
represented in this group. Negro familes with higher social
class than their white counterparts are also included. Chil-
dren of these familes are those most likely to be upwardly
mobile in the educational system. Type II, the Strained,
is characterized by a secure economic pattern but an un-
stable family one. This is a category more influenced by
individual variation and is cross-sectional in terms of
demographic variables. Children of these familes tend to
be anxious and less easily adjust to school demands on the
basis of their personal incsecurity. Type III, the Copers,
1s characterized bty economic insecurity and family stability.
This group increases appreciably during periods of economic
contraction and contains the largest share of urban, north-
ern, and Negroes., Children of these families are sometimes
withdrawn from the school to help supplement family income,
or because family finances are inadequate to provide appro-
priate clothing, lunch money, etc. These children do poorly

in school because of frequent absences or residential
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mobility engendered by a search for economic stability.

Type IV, the Unstable, is characterized by economic insecu-
rity and family instability. Miller points out that not
every family in this category is a hard core case, but that
even here there are degrees of strain and instability. 1In
general, this category contains unskilled irregular workers,
broken families, the physically handicapped and mentally
disturbed pocr. The families in this category are typically
chronically dependent on some sort of welfare agency because
cf sickness, alcoholism, prolonged periods of unemployment,
and,/or high rates of illegitimacy. Children from these
families are those least likely to successfully adjust to,
or derive many advantages from, the educational system.
Miller suggests that for Type IV a concentration of public
assistance funds on compensatory education for children
might be of more value than diffuse efforts to remedy family
Stability.

It is clear that the historical develooment of concern
with the interrelationship between social stratification and
education has shown a progressive and prcfitable modifica-
tion; and every indication in the literature suggests that
it will continue to do so. "Social class" is no longer the
unitary concept it once was. With these modifications in
mind, we shall turn to a review of some of the specific
findings that have come out of social class research which
help, at least in part, our attempts to understand the Left-

out .
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Negro vs. White--a Special
Case of Stratification

The discussion of '"color caste" in our contemporary
society has been the central concern in a rather large
vody of separate literature. We have neither the time nor
is this the place to review it. However, the special case
ct” th= Negro in our social system cannot be completely ig-

nored. The central issue in this chapter is that of social

" !

class"--which is not the same as that of "caste.'" The
Negro in our society--irrespective of his economic, occupa-
tional, education, or other achievements--has been the
object of discrimination. While other ethnic groups have
successfully been assimilated in the '"core culture" fol-
lowing relatively short problem-frought periods, the Negro

--because of readily identifiable physical characteristics--

has been largely excluded and forced to remain as a separate

" n

caste. Within this color caste a somewhat parallel system
of social "class" categories have developed which are recog-
nized by other Negroes but, until very recently, have been
given but occasional and scant recognition by whites. 1In
the majority of studies we will review, when color distinc-
ticns are made, the Negro child is relegated to the lower-
class categories. This is justifiable by and large because
social discrimination functions as both a cause and a con-
sequence. That is, social discrimination directed toward

Negroes has caused nearly insurmountable barriers to gener-

ally recognized means of upward mobility. These barriers,
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in turn, result in keeping the typical Negro family in the
lower socilo-economic strata and preserving among them the
behavioral characteristics and value orientations which
serve as the rationale for discrimination against them.
Neither the relatively few individual Negro families who
have managed to escape this vicious circle nor recent anti-
discrimination legislation have had far-reaching positive
influence to date on the social evaluation of Negroes in
general. Desegregation in the schools is not yet complete.
Even in those schools where it 1s complete, or where segre-
gation per se never existed, there is still something less
than "integration" in the ideal sense between Negro and
white students. Physical proximity is not equivalent to
social acceptance and lack of segregation is not tantamount
to integration.

In the U.S. Department of Labor Report to the Presi-
dent (1965) it is emphasized that the most difficult fact
for white Americans to understand is that the circumstances
of Negroes in our contemporary society have been getting
worse, not better. The Report suggests that indices of
average income levels, standards of 1living, and educational
achievement levels are deceptive. Individually, Negro fam-
ilies are reaching higher levels of social status than ever
before achieved. Collectively, in a stratification system
where a few get much and many get little, Negroes are among

the lowest socio-economic strata. The Report argues that
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the gap between Negroes and most other groups in American
society is widening.
The fundamental problem, in which this 1s most clearly
the case, is that of family structure. . . . The evi-
dence--not final, but powerfully pervasive--is that for
the Negro family in urban ghettos the fabric of con-
ventional social relationships does not exist. . . .
So long as this situation persists, the cycle of pov-
erty and disadvantage will continue to repeat itself
(U.S. Dept. of Labor: Report to the President, 1965).
Moynihan (1965), addressing himself to this same point,
postulates that the family structure is not only the product
of social causes but is itself, as the primary socializing
agent, a significant and dynamic element in the creation of
culture, of social character, and of social structure. He
argues that while there is no universal family pattern to
be found among urban, poor Negroes, there 1is a tendency
toward high incidence of broken homes dominated by women,
where children never acquire any stable relationship with
male authority, and never acquire any rational expectations
about the future. These problems, as we shall see in the
next chapter, are not exclusively "Negro" problems. We do
not presume the prcblems of Negro children to be in any way
different from those of white children except insofar as
they are increased by the factor of a negatively evaluated
skin color. It is this factor which constitutes an addi-
tional social handicap--and one over which the child has no
possible control. Gottlieb (1964) argues that there is con-

siderable evidence that both white and Negro teachers respond

differentially to white and Negro children as well as to
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children of different social classes. This differential
treatment takes the form of negative evaluation of children
with dark skin color and/or perceived lower socio-economic
status. In this context it is important to briefly consider
whether there are objective differences to be found between
groups on the basis of race.

Several studies yield evidence to support a hypothesis
that social structural factors are more significant in dif-
ferentiating between Negroes and whites than is the variable
of skin color. These studies would indicate that in many
cases there is no particular reason for emphasizing race
as a crucial variable. Dreger and Miller (1960) critically
reviewed psychological studies of Negroes and whites pub-
lished during the period of 1943 to 1958. They found that,
in general, there is a great deal of psychological similar-
ity in the value systems of Negroes and whites. While
religion was highly evaluated by Negroes--in keeping with
the prevalent racial stereotype--this element also ranked
high with white females. They did find marked differences
in self-concept among Negroes and whites, with Negroes!
being less adequate. Related to this is the finding that
there is a higher incidence of mental illness among Negroes
than among whites. However, we would suggest that both of
these findings could be explained on the basis of social
Structural differences wh.ch keep the Negro in a position
of inferiority, discrimination, and highly limited oppor-

tunity. Dreger and Miller found many reports of intelligence
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differences--with Negrces ranking lower than whites--and
research evidence shows that educational achievement dif-
fererices largely correlate positively with the pattern of
intellligence test differences. They argue, however, that
environmental rather than hereditary factors can explain
these differences--and that is precisely the view supported
by our thecretical position., In reviewing studies of tem-
perament, Dreger and Miller found that differences have
reen noted hut that evidence is insufficient to determine
the cauce, They also point out that cross-race similaritiecs
are more typical than cross-race differences. They concluds
that differences found between Negroes and whites in leader-
ship styles, family patterns, child-rearing practices,
fertility rates, etc. all seem to conform to social struc-

tural differences rather than to racial differences. Thus,

3

in the areas of social psychological concern, social

.

learnirg variations are shown to serve more clearly as the
basis for differentiation among people than do racial dif-
ferences.

Lottt and Lott (19563) also explored the value systems
and gcals of Negro and white high school children, particu-
larly as there were relevant to their educational and voca-
tional chcices and plans. They found no significant
differences among Negro and white children in the area of
need for affiliation. The dominant goals for both groups
were a desire for popularity, desire to attain security,

and a desire to ohtain knowledge and achieve suzc

D

Ss. Th»



authore foeund that, decpite their awareness of the problems
of discrimiraticn and prejudice, Negro children were gener-
ally more cptaimistic about their futures than were white

children. it could be argued, of course, that by this age,
{late adolescence) the more pessimistic children would have

lei't —he gystem. The authcors indicate some evidence pointing

to the relativel!y high status in the school system of the

"

n

ucceseful'" Negroes, i.e., those who had become school

leand

D

rs, The coclo-economic background of the Negro leaders
wa: higher tnarn that of their white counterparts. The
parents of Negro leaders were better educated than the
parents of mcet cother Negro students and were at least as
well educated as those of the white leaders. Negro leaders
were found to be more motivated to achieve financial secu-
rity and social respectability, while white leaders were
motivated toward more idiosyneratic sources of success.

Lott ard Lott also found generally that white gtuderts
have greater economic and home stability than do Negro
students., 1t would appear to be clearly the case that
racial differences per se do not play a major role, tut
that the social structural dyrnamics we have already men-
tioned--of discrimination, economic disadvantage, and struc-
tural instability in the family--are the variables which

cau

7]

e Negro vs. white differences. Thirty years or mcre
8go Frazier was writing of the pattern of family disorgan-
lzation prevalent among Negroes and noting its results.

He argued that the most important protblem resulting from
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family disorgarnization was the economic orne of reliance c¢n

the

meagre earnings of the mother or female head of the

family. More recently Frazier (1950) points out that

firnancial suppcrt programe such as Aid to Dependent Chil-

dren

(ADC) have alleviated the economic provlem to some

extent but lef't untouched the devastating sccial problem.
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As a result of family dlsorganization a large pro-

gurfl G Hegro children and youth have not under-
gone Tnc scclalization which only the family can

pr*vljs The discrganized families have failed to

provide for their emotional needs and have not pro-
"igj the discopline ard hablits which are necescary
f'cr perconallty desvelcopment. Because the disorgan-
1zed ffamily nhas failed in its function as a so-
ciaglizing agency, it has handicapped the children
in thoir relations to the institutions in the com-
munity. . . . Since the widespread family disor-
canization amorig Negroes has resulted from the
failure of the father to play the role in family
life required by American society, the mitigation
of this problem must await those changes in the
Negro ard American socilety which will enable the
Negro father to play the role required of him,
(Frazier, 1950, p. 277).

Frazier goes on to draw an important distinction te-

" 1A

family patterns and "disorganized"

erns whiecn 1< applicable to our concern with under-

[

less of his skin color. FHe sug-

U

car

Ne the lowest soclo-econcomic strata--Miller's Type IV--

are characterized bty: (1) a lack of family traditions
Kirship tiesy (2) a lack of discipline within the family

; (3) a lack of "familiress," e.g., eating meals to-

gether, family forms of recreation, etc; and (4) a lack of

1]

alizaticr to specific values but, rather, superficial
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admonitions te "t

D

geced," "honest," "sexually pure,' etc.
Frazier pcirte cut that high rates of dissertion and illegif-
iracy are rcund amorg Negrces. However, these rates are
rot equivalert to disorganization if unmarried couples func-

ticn as a famlily unit or if children are absorbed into

[N

exieting family unite, e.g., are reared by grandparents or
other relatives. He points out that it is not the child
from an uncrtnodox home but from a disorganized and inade-
quate or.e wnce reaches the school, which teaches values not
previcucly taught or at cdds to those he's learned, and
finds it dull, uninterestirg, unintelligible, and anxiety
producing. And, because of a general lack of discipline
training, celf control, and value training the child will
seek to escape whenever possible. This escape may te
either in the form of physical absence or psychological
withdrawal.

Jenkirs (19%8) specifically studied the relationship
betweer. illegitimate birth status and the school, perscral,
and social adjustment of Negro children. His study of 45
legrc children in grades 4 through 12 attempted to determirc
whether illegitimate children c¢f economic status similar
to their legitimate classmates differed significantly from
them in adjustment to school. "Adjustment" was equated with
a combination of 1.Q. ccores, age-grade placement, numbter
of absences, teacher's ratings, cumulative grade records,
arnd scores on the California Test of Personality (CTP).

Jerkins fournd that while illegitimate children tended tco
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rark lower tharn legitimate children in every area except
tnat of numncr of cchool absernces, significart differences
ot at leact .05 were found only on teacher's ratings and

-

.Q -age cerrespondence.  CTP sccres failed to show signi-
ficant differcrnces in any cf 1te varicus areas, although
the eccres corsictently favered legitimate cnildren.
cergins corcludes trat his data suggest that birth status
aff'ects the schccel adjustmert of Negro children.

Jerkins argues azalnst a belief, claimed to be preva-
lent among many sccial workers and other professional people
(which may be derived from Frazier's position), that illegit-
imacy 1< ac-epted as a normal status in the Negro sub-
culture and that this acceptance precludes stigma or social
ostracism from cperating adversly on the persorality of the
illegitimate Negro child. Jenkins maintains that these

assumptions are irvalidated by his research. We would agree

m

that these acsumptions may have hteen called into questicrn

by Terkin's study--but his evidence hardly serves as proof

To tne centrary sirce statistically significant differences
were fourd 1n crly two areas. The fact that teacher's
ratings wera found to exhibit significant differentiation
particularly sugeests that perhaps the teacher's personal
values against 1llegitimacy may influence perception of the
illegitimate child's adjustmert. We are not told whether

Or not the teachers were aware of the children's birth
status, but, 1f birth status is to be an influence on cociad

relationschips at all we acsume the status rust firet te
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Knowr . There woula seem to be no theoretical or intuitive

=
[42]
t

explanation [or birt tatus differences in the case that
Frazier cuggests, 1.e., where the unmarried parents act
as¢ a family unit or the illegitimate child is taken into
an existing famlly unit unless the fact of his 1llegitimate
status 1s Kknown tc those who disapprove.

Jerikin's findings also indicate that younger illegit-
imate children ccnsistently rated higher in compariscn to

their 1

)

gitimate classmates than did clder children. In
addrticn, there was fcund to be a significant negative cor-
relaticn betweer age and 1.Q. The author hypothesizes that
thie lower rarking is due to increasing social stigma that
comes wlth increasing age. He offers no further explanation
but we wculd suggest that the reason pressures increace
with age is that cocial contacts become wider with age--and
that some of these sccial contacts lie outside of the Negro
sub-culture which has accepted the fact of the child's
illegitimate birtn status. Thus, it seems plausibtle at
ileast to consider Frazier's argument that unorthodox fam-
1lies and family dicorganization are not necesscarily equiva-
lent in their cecnsequences. This kind of argument again
suggests the necessity of ccnsidering disadvantage ard lack
¢f adjustment in the light of multi-variable determination
Blcom, Whitemar, and Deutsch (1963) undertook a study
LC separately analyze the factors of race and social class
amorig a sample cf 292 palrs of parents and thelir first and

D

I grade  cnildren. The data were derived from interviens

¥
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with the children and parents' response to questionnaires.
Three social class groupings were used, on the basis of
educational achievement level and occupational prestige
ratings cf the family's main wage-earner. There were simi-
lar propeortions of Negro and white children in each class
level. The dependent variables considered in the study in-
cluded housing conditions, educational and occupational
aspirations, family life styles, and others. Bloom et al
found that bty and large Negroes are similar to whites in
the lowest class group. This group was characterized by

a high frequency of residence in sub-standard housing and
absence of the father from the home.

In this study, where race and social class were inde-
pendently treated, it was found that lower class Negro
parents reported higher educational aspirations for their
children than did lower-class white parents, and that Negro
children aspired to higher levels of occupational prestige
:han did white children. It was found that for lower-class
families housing is more crowded, mothers are more often
emplcyed outside the home in relatively menial tasks, and
there is a tendency for mothers to be away during meal
times (especially breakfast) and that children more often
have inadequate breakfasts--but Negro/white differences in
these areas are non-significant. The authors of this study

conclude

e, as we have done, that general cultural, social,

and economic handicaps that are associated with low position
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in the stratifiication system seem to be more influencial
in predictirig behavioral and attitudinal factors than is

race.

~ial Class and Achievement Motivation

As we ¢hall gee in the next chapter, children's
aohievement motivation is heavily dependent on parental
atvitudez. I thece attitudes are positive, and if they
are sugpoerted ry the child's secondary contacts in his more
gereral cocial environment, these attitudes will support
the child's motivatlior. to achieve in the school situation,
However, if parental attitudes and/or those of the sub-
cultural ernvircriment are negative toward educational achieve-
mert, the child may lack both initial motivation to achieve
and subsequent support for any motivation which may be
aroused by his teachers and classmates. Several studies
have been aimed at differentiating value orientations toward
educaticral achievement prevalent in variocus sub-cultures.

Some of thece issues have already been raiced in connection

With cur congidjeration of the historical develcpment of
corzern with social class and education. We turn rnow to
some mire cpecific firndings that have contributed to knowi-

Hieronymus (1951) studied the nature of differences
in social and ecoromic expectations and attitudes toward
educatior amorg different socio-economic strata. He admin-

lstered a ta+vtery of attitude, socio-economic, expectation,
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intelligence, and performance scales to 610 ninth grade
students in four schools. Socialized anxiety for education
was concidered to be the majér variable in both educational
expectations and performance. Hieronymus concluded that
percepticn of social class status 1is more closely related

to levels of expectation than 1s tested intelligence or
performance scores. He found a correlation cf approximately
.30 between cocio-economic status and attitudes toward
education. This correlation was in the expected direction,
i.e., lower-class children held less positive attitudes
toward education.

1

Employing Hieronymus' own concept of "socialized

anxiety for education,"

we would suggest that this correla-
tion between socio-economic status and attitudes toward
education might have been higher and more useful had he
separated out those children in the lower classes whose
families were stable and supportive from those whose fam-
ilies were disorganized and negative or indifferent toward
educational achievement. A study by Kahl (1953) points out
that lower class parents who are disconternted with their own
status tend to train their sons from the earliest years of
Schocl to take schooling seriously and to use educational

achievement as a means for upward social mobility. However,

Kehl notes that it is only those children who internalize

Such value orientations who are sufficiently motivated to

overcome cultural, social, and economic handicaps, and
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perceive the need for academic achievement who develop what

"socialized anxiety for education."

Hieronymus has termed
Rosen (19%5) examined the idea that social class dif-
ferences in attitudes toward and concern with achievement
and upward striving for social mobility exist in our society.
He hypothesized that there were class differences in two
components of the achievement attitude: (1) an internalized
personality factor termed "achievement motivation," and
(2) value orientations which define and implement achieve-
ment-motivated behavior. Note the closeness of his formu-
lation to our definition of an attitude, in that it contains
both internal organizational and external behavioral com-
ponents, Rosen's sample consisted of 120 white boys, ages
14 to 16, with middle and lower social class backgrounds.
Thematic Apperception Tests, scored for achievement motiva-
tion, and a questionnaire to measure value orientation were
administered. Responses which were future-oriented, activ-
istic, and irdividualistic were taken to represent those
values most likely to define and implement achievement
motivation and striving for upward social mobility. Rosen
found that lower-class boys scored lower on achievement
motivation and were legs likely to express achievement
Oriented values than were hiddle class boys. It was found
that a personality factor of achievement motivation was
positively related to high academic grades, but achievement-
Oriented values per se were not. On the other hand, educa-

tional aspiration was related to value orientation but not
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to motivation scores. In short, actual achievement--in this
case high grades--requires behavioral motivation, not Jjust
high attitudinal evaluation; it is necessary to work at it
not just dream about it.

Rosen has shown that achievement value and achievement
motive are independent, though they often and ideally occur
together. (We would further suggest that while values may
not be accompanied by motivation to act on them, it is doubt-
ful that a child who is motivated would lack the relevant
value orientation.) For our interests this suggests that
in order to produce motivation toward academic achievement,
producing positive values toward education is not enough--
behavior aimed at goal achievement must be elicited. Thus,
lower-class parents who place high cognitive value on educa-
tion may still inadegquately socialize their children if
they fail to provide a role model or some other actual moti-
vation training. Rosen suggests that achievement value
orientations are conceptual and probably acquired through
relatively complex verbal communication. On the other
hand, motivation probably has its beginnings in parent-child
interaction and identification, and is likely to be unver-
balized yet internalized by the child. Middle-class chil-
dren are more likely to be taught the motivation that makes
achievement possible because middle-class parents are better
able to serve as adequate role models.

Whether or not lower class children actually do place

a value on educational achievement and occupational



mobility has been the subject of several research studies,
and the findings are somewhat in conflict. We will briefly
conclider two studies as examples of the problem.

Sewell, Haller, and Strauss (1957) examined the
general hypothesis that children's levels of educational
and occupational aspiration are assoclated with the socio-
economic status of their families. The subjects of their
study were 4167 randomly selected non-farm students, who
were carefully controlled by level of intelligence. Data
were gathered on the basis of a questionnaire which was
designed to elicit information concerning present occupation
of parent, level of educational aspiration, and actual
occupational plans. The responses were arranged in five
equal-sized, rank-ordered categories on the basis of pres-
tige of parental occupation and the level of student intel-
ligence. Their findings support their hypothesis, and the
authors conclude that for both boys and girls, when intel-
ligence is controlled, there is a significant positive re-
lationship between both educational and occupational aspira-
tions and the level of parental soclo-economic status.

Contrary evidence 1s supplied by Bennett and Gist
(1964). They studied the educational and occupational
aspirations of 800 urban students in relation to their
social class background and types of family influence.
Social class was determined again on the basis of the pres-
tige ranking of the father's occupation. These researchers

found that educational and occupational aspirations show
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little variation among classes. Only specific occupational
plans varied sigrificantly by social class. It should be
roted, at this point, that both of these studies dealt with
high school ceniors who were above the age of compulsory
school attendance--a fact which suggests the possibility
that pocrly motivated students from the lowest and most un-
stable socio-eccnomic levels may already have been elimi-
nated. We suggest that many children from Type II and

Type IV families (in Miller's terms) have already dropped
cut by the senior year of high school and, therefore, most
of the lower class children represented in these studies
have teen socialized to and found support for high levels
of achievement in their homes. Weiner and Murray (1963)
attempt to account for these kinds of conflicting evidence
about aspiration levels and socilal class in terms of the
parents!' ability to help their children attain desired goals.
They suggest that parents from different socio-economic
strata may have the same level of aspiration for their chil-
dren, but that the higher status groups are more certain
that their aspirations will be fulfilled. 1In a study in
Westchester County, New York, these authors found that most
parents and children, regardless of social class, aspired
to professional occupations. However, whereas 100% of the
middle-class children were enrolled in college preparatory
courses aimed at reaching this goal, only 37% of the lower-

class children were taking such courses. In short, Rosens'
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distinction between achievement value-orientation and actual
motivation would appear to be a significant one.

The work of Sewell et al suggests that controlling
for intelligence is also an important factor. We shall see
in the next chapter that measured intelligence reflects
sccial stimulus and training. It could be hypothesized that
those who receive the least stimulation, poorest training,
and least support at home would also be those children in
the lowest groups on the basis of tested intelligence--and
that very low socio-economic rating, low intelligence
ranking, and low educational aspirations are not wholly
indepenrdent but tend to vary together. However, this tend-
ency may be mitigated by an unusually stimulating family
background or a stable family which allows for and supports
training for their child outside the home. By the same
token, of course, high socio-economic status does not offer
an unqualified guarantee of environmental stimulation or
parental training and support. Thus, it is hardly sur-
prising that low aspiration and low socio-economic status
g0 together in some cases but not in others.

In this context it is important that Bennett and Gist
considered types of family influence. They found that these
types of influence varied dramatically with social class
ranking. Maternal influence, relative to paternal, appears
to be both stronger and more effective at lower class levels,
regardless of race. Both Negro and white lower-class chil-

dren attributed stronger attempts to influence their
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opinions to their mothers. The authors hypothesize that
in the lower classes the low social prestige of father's
occupations will lead to matricentrism in the family. They
suggest that mothers--regardless of social class--have
nearly equal opportunity to measure up to general sociletal
expectations for their roles, but that lower-class fathers
typically fall short of cultural criteria of success as
reflected in the mass media and the value orientation prev-
alent in the school. Bennett and Gist argue that the lower-
class father's recognition of his own role failure causes
him to renounce responsibility for influencing his children.
This is to be expected in terms of the theoretical position
on family roles which we will discuss more thoroughly in
the next chapter. We shall also point out that when the
mother devalues the father, as may well be the case in this
situation, she will see her own role as the dominant one.
This is, of course, also the case in father-absent families.
Pressures toward motivation to achieve may have draw-
backs unless they are accompanied by specific training to
the socially approved means for attaining success. In the
absence of clearly articulated means-training, the motivated
child may attempt to employ normatively disapproved avenues
to success or he may develop deep-seated anxiety because
of the lack of knowledge of the appropriate means to his
ends. Either of these modes of achievement motivation are
maladjustive in terms of our definition. Davis (1944) has

considered this particular problem of the difference between
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adaptive competition and ambition, and maladaptive rivalry
and aggression. In this theoretically-oriented work he
postulates that successful socialization of the child to

achieve depends upon the degree of adaptive anxiety to

which he has been socialized. While this kind of concept
is difficult to operationally define, the implication 1is
that a certain level of anxiety 1s necessary to motivate
achievement behavior--which leads to ambition and socially
approved competition for rewards and concern lest these
rewards not be obtained. On the other hand, over-anxiety
leads to aggression and disapproved means of striving for
rewards. Davis argues that children learn the consensual
behavioral expectations and value orientations of the sub-
culture to which they belong and in which they are social-
ized. The middle-class child is better prepared for motiv-
ation to achieve in the school setting than is the lower-
class child because the middle-class sub-culture approves
adaptive ambition and the lower-class sub-culture approves
maladaptive aggression. The author concludes that the
problem of American public education is to learn how to
motivate lower-class children to socially adaptive anxiety
and the generally acceptable means to achievement. He
implies that lower-class children must be resocialized to
these means, which often seem remote from their goals, and
convinced of the reality of the end rewards.

Bandura and Walters (1963) point out that achievement

demands are highly variable among sub-cultural groups, but
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in a society in which upward mobility is an ideal, great
pressures are exerted on children to at least equal--and
preferably surpass--the attainments of their parents. How-
ever, high degrees of social approval are contingent both
on achievement striving and on the observance of normative
prescriptions and proscriptions designed to prevent this
striving from having socially harmful consequences. Com-
pliance with social expectations thus involves a consid-
erable amount of discrimination learning and the exercise
of self-control. Any radical change effort to correct the
child's anti-social behavior may threaten the social and
material rewards assoclated with his deviant career unless
he perceives that he will be provided with satisfying sub-
stitute rewards. The persistence of deviant behavior can
be accounted for in terms of social learning. Persistence
of disapproved behavior appears to result from intermittent
positive reinforcement, such as would be derived from those
behaviors and value orientations rewarded by parents, peers,
or sub-cultural group when they are in conflict with those
taught in the school. However, 1f this conflict can be
overcome, the principles of social learning can be used

to foster socially approved response patterns and establish
self-control. The authors note that research evidence in-
dicates that devaluation of goals that are not readily at-
tainable is one learned way of maintaining self-control,

An equally important means of learned self-control is
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placing high evaluation on unpleasant means to a highly
desired goal.

Such a position clearly indicates that environmentally
learned social behavior patterns must be considered when
in_erest is directed toward understanding the acquisition
of achievement motivation and self-control over the means
employed. Again we caution that these patterns are not
universal within any socio-economic status category--indi-
vidual differences as the result of socialization practices
and experiences 1in specific families may obviate the pattern.
Nevertheless, there is a tendency for lower—class children
to be statistically more often socialized to a pattern of
aggressive competition which is maladaptive as the basis
for successful achievement motivation. Achievement motiva-
tion implies active efforts on the part of the child to
attain rewards. As we have noted, this differs from simply
placing high evaluation on such rewards as academic success,
social acceptance, occupational prestige, etc. Several
other factors are related to achievement besides those of
high evaluation and actual efforts. One of the most im-
portant factors in educational achievement is intellectual
ability. We will discuss, ip the next chapter, the high
theoretical relationship between language acquisition and
the development of tested intelligence. A number of studies
have dealt specifically with language and intellectual dif-
ferences among the various social classes, some of which we

will explore in the next section. Other factors in
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achievement include actual mental capacity, time orienta-
tion, and the use to which leisure time is put. Differences
in each of these bases of achievement have been related to
socio-economic level. We turn now to a brief consideration

of each of these prerequisites to successful achievement.

Social Class and the Bases of Achievement

It would appear to be unlikely that the child who is
severely handicapped in the area of language skill would be
highly motivated toward educational achievement unless or
until such a handicap was overcome. An element which recurs
in almost all of the social class literature on educational
achievement is that of the lower class child's relative dis-
advantage in this area of communication skills. The lower-
class child's cultural handicap typically includes the lack
of books in the home, little emphasis on reading or verbal
communication, and the dialect which he learns from his
family and peers. Ample research evidence clearly indicates
differential socialization to language exists at different
class levels. Bernstein (1962) discusses two linguistic
codes, the "elaborated" and the "restricted" which he sees
as function of different social structures. He discusses
differences in family structure and activities which relate
to these particular types of language development and usage.
We shall not consider here the specific origins of language

disadvantage but will limit cur concern to its consequences.
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John (1963) in her study of language deprivation among
Negro children studied the impact of early social environ-
ment on the patterning of intellectual skills at three
levels of socilo-economic status. That this study dealt
only with Negro children seems irrelevant to our concerns
in keeping with the theoretical assumption we have expressed
that social environment supersedes race as a crucial var-
iable. ©She examined patterns of verbal and cognitive be-
havior among a sample of 69 first grade and 105 fifth grade
children. Three major levels of language behavior were
analyzed--labeling, relating, and categorizing. Consistent
social class differences in these language skills were
found to emerge between children of different socio-economic
levels. Some initial differences were noted but, by the
fifth grade, lower class children were significantly less
skilled in all communication areas. She found that middle-
class children surpass their age-mates in that they possess
a larger vocabulary and a higher non-verbal I.Q. in their
ability to produce a best-fit response. She found trends
toward this pattern at the first grade level, but points
out that all children at that age are primarily occupied
with the acquisition of language skills. The gap, however,
grows wider with age so that by the fifth grade middle-class
children are far better at tasks requiring precise and ab-
stract language.

Middle-class children are more skilled in such verbal

behavior as the use of descriptive and integrative language
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and the use of language as a conceptual tool. John suggests
that lower-class children, because of their relative poverty
of language, may also experience difficulty in pooling and
processing varied experiences. This is in keeping with the
theoretical position explicated by Bruner that we shall dis-
cuss more fully in the next chapter. John sees this as the
source of the lower-class child's disability in the area

of accepting delayed gratification.

Several such studies show that children from lower
soclio-economic backgrounds employ shorter and more frag-
mented sentences than do their middle-class age mates.
Typically these children have both more limited vocabularies
and poorer articulation. Newton (1962), as director of the
Reading Skills Clinic at North Carolina College at Durham,
has collected considerable evidence concerning the backgrund
of the child who is deficient in language skills. She
points out that the foundation for the child's verbal devel-
opment is laid subtly but inexorably in (1) the general
cultural 1level of his home, (2) his parent's language pat-
terns, (3) language patterns of his peers, (4) the general
level of culture in his community, and (5) the educational
resources available to him in school and outside of school.
Thus, the standard English usage of teachers, textbooks,
and more advantaged peers 1s virtually an alien tongue to
the Leftout. If the child has not grown up in an environ-
ment which affords both breadth and depth of educationally

stimulating activities he will not have the background
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concepts to which to relate verbal symbols. Newton cata-
logues the socio-economic status, personal characteristics,
and language patterns typical of the "verbally destitute"
child. He is:

1. usually a member of a family in which there
is less than two full generations of literacy;

2. often the product of a small, sub-standard
public school system located in communities
barren of cultural opportunities--or of large,
over-crowded, outmoded public schools in
ghetto-1ike urban areas;

3. frequently a racial or cultural minority group
member and/or resides in a geographically
isolated place--or is a migrant;

4, during his formative years he communicated
customarily through non-standard English,
characterized by: (a) casual observance
of standard inflections, (b) simple words,

(c) frequently mispronounced and uncorrected
words, éd\ rare use of descriptive or qualifying
terms, (e) simple sentences or sentence frag-
mentation in both oral and written expression,
and (f) speech heavily infused with vernacular
expressions;

5. usually performing two or more years below
grade expectancy on verbal tests, but frequently
demonstrating adequate scholastic potential on
non-verbal tests;

6. generally disenchanted with all types of book-
centered learning which he displays through
aggressive, defensive, or indifferent attitudes
in the classroom;

(. generally experiencing difficulty relating present
activity to future goals.

The author's own experience with disadvantaged chil-
dren substantiates this view, but we regret that these
studies are not derived from a theoretical approach to lan-

guage and cognition. We will attempt, in the next chapter,
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to bring some theoretical perspective to bear on this
problem. Luria, for example, has provided part of the
explanation for cognitive deficit exhibited by speech re-
tarded children. Our general hypothesis is that this lack
of language skill 1s created by restriction in the child's
social environment--either lack of educational stimulus
and/or monotony of stimulus.

Deutsch (1963) has outlined the main factors which
affect the disadvantaged child's readiness for the demands
of school. One such factor he cites 1s the lack of variety
of visual, tactile, and auditory stimulation in the lower-
class home. This position has been criticized by Reissman,
and we shall consider his arguments and other theoretical
positions in Chapter V. Here we simply want to note that
Deutsch argues that the lower-class home contains few ob-
jects which aid in the development of visual discrimination
skills and that lack of manipulatable objects reduces tac-
tile development. He points out that lower-class environ-
ment affords much "noise," but little direct communication
and feedback. In such circumstances the child is apt to
learn skills of inattention in an effort to drown out in-
discriminate noise. Thus, the lower-class child is deprived

of meaningful experience and constructive feedback. Deutsch

concludes that differences in life styles among various
socio-economic strata provide different training patterns.
If language acquisition is taken as the prerequisite to con-

cept formation and problem solving--as we suggest in the
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next chapter--then this deficit has a tremendous effect
on intelligence and the capacity to successfully adjust to
school achievement demands.

In a later work, Deutsch (1964) more extensively re-
ports his data on language and cognitive variations among
a sample of 292 white and Negro children in the first and
fifth grades. He explored the interrelationships between
socio-economic status, race, grade in school, and language
skill. Comparative disadvantage was significantly cor-
related with race more frequently among children in the
fifth grade than in the first grade. The language variables
of abstraction, verbalization, and experientially dependent
enumeration are those found to be correlated significantly
with race. The number of significant. correlations with
socio-economic level remained relatively constant at each
grade level. The general language disadvantage evident by
both social class and race standards reflect deficiency in
abstract and categorical use of language as opposed to
labeling and denotive usage. His data indicate that social
class differences in perceptual abilities and general
orientation to the environment decrease with age, while
language differences tend to increase. Thus his data
clearly support the "cumulative deficit" hypothesis which
he advanced in his previous work and which is also supported
by the work of Vera John noted earlier. Deutsch argues
that, even considering the disadvantaged child's initial

inadequacies, the decline in his comparative performance
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brings into question the adequacy of the school system.

We would suggest that before all the blame for increasing
comparative disadvantage is placed squarely on the shoulders
of teachers and institutional administrators certain other
factors should be considered. Undoubtedly poor school
practices are partly responsible, but we suggest that other
factors also play a part in cumulative deficit.

Deutsch's own work suggests at least one supplemental
hypothesis. He notes that social class differences remain
relatively stable but that racial differences especially
increase with age. This fact would appear to point up the
fact that the role of social acceptance by peers plays an
increasingly large role as age increases. (We are assuming
that fifth grade teachers, on the average, are no more
discriminatory in their practices than are first grade

teachers.) One big change in social environment which does

occur during the period between first and fifth grade is

an increase in racial discrimination among children. Sev-
eral studies have indicated that children of first-grade
age, i.e., six or seven, make racial distinctions but are
not highly discriminatory in their behavior. However, by
age ten or eleven, peer groups are apt to be more sharply
race divided. If the Negro child lacks social acceptance
by his more advantaged peers then we would hypothesize
that he also lacks positive significant interpersonal sup-
port and suffers from a lowered self-concept. Furthermore,

he may also lack a role model for learning which keeps him
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in a position of lower relative ability. Thus, the peer
group may also be partly responsible for cumulative deficit.
We will have more to say of this subject in a later chapter.

The particular language pattern found in many disad-

vantaged homes may also be a contributing factor. Many
Negroes--and whites living in similar circumstances of
cultural isolation--speak a non-standard English dialect
with common characteristics: (l) slurring words, e.g.,
"smothertam" for "some other time"; (2) certain letter
sounds are omitted, e.g., "hep yo sef" for "help your self";
(3) some letter sounds are transposed, e.g., "bofe" for
"both"; as well as those features we have already noted of
poor grammar, inadequate sentence formation, and a poverty
of elaborate abstract and categorical terms. This kind of
dialect can be so pronounced as to be tantamount to a
foreign language. Disadvantaged children may lack support
for "school English" in the home and neighborhood and thus
in essence, be required to speak and learn two languages.
The problem is not confined to Negroes! Many Left-
outs are in the position of having to learn two languages--
two languages which are not apt to be complementary. 1In
situations of true bilingualism the introduction of funda-
mental educational material in the original language pro-
vides the basis for developing competence in the new lang-
uage. However, in this situation at least three variables
Operate to reduce the child's potential for true bilin~

gualism: (1) because it is usually assumed that the child
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speaks English as a native language, little or no emphasis
is given to initial teaching of formal language as func-
tional but, rather, the emphasis is placed on "expansion"
and "correction'"--which places the disadvantaged child in
the position of being inferior, wrong, and often criticized;
(2) rarely, if ever, are non-standard dialects employed in
the school system as a teaching tool for developing skill
in formal language; and (3) much of the archaic language
typically employed in schools, e.g., "wraps," "cloakroom,"
"monitor," "pupils," etc. are terms which are employed no-
where else and only detract from the child's efforts to
learn more important things.

In this situation the disadvantaged child's alienation
is also apt to be increased by the text and pictures typ-
ically found in elementary readers. For example, Dick and
Jane romp on their green lawn while Spot gambols off through
the blooming rose bed to greet Father who, neatly dressed
with brief case under his arm, stands near his automobile
and smiles at Mother who is waving a welcome from the cool,
screened veranda. The Negro child, the child who has never
seen his father, the child who lives on the third floor of
a deteriorating apartment building, the child whose "play-
ground" is an empty warehouse, a rubbish filled vacant lot,
or a city street cannot always identify these scenes let

alone identify with the people in them. This problem with

the intricacies of "foreign" words and pictures would

clearly seem to contribute to his relative disadvantage.
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Initially, at the first grade level, all children are rela-
tively lacking in language skill, but the child who becomes
as adept as his peers by the fifth grade must also have
support for his formal school-taught English outside the
classroom. And this may be absent in the home environment
and unattainable from more advantaged peers who discriminate
against the disadvantaged child--partly on the basis of the
"funny way he talks." Social distinctions among dialects
are made not on linguistic grounds but in terms of status
considerations. Thus, the family and general sub-cultural
environment may also be partly responsible for cumulative
deficit.

A third non-school factor which may possibly contrib-
ute to cumulative deficit lies largely in the realm of
speculation at this point, though some limited research
would indicate that it cannot be overlooked. We are
assuming, in the bulk of this discussion, that the disadvan-
taged child has, for all practical purposes, both the phys-
ical and intellectual capacities needed for social and
scholastic adjustment. Unfortunately this may not be the
case. In the next chapter we shall rule out any practical
effect on the basis of heredity but it must be recognized
that environmental deprivation can conceivably also have

physically limiting consequences--and the disadvantaged

child may be the victim of irreparable damage which no
amount of compensatory education can wholly overcome. We

caution that this suggestion probably applies to a limited
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segment of severely handicapped children and in no way is
to be interpreted as a rationale for not providing compen-
satory programs for disadvantaged children in general. We
only suggest that these programs may also have to provide
for non-academic training of those children who may not be
capable of achieving successfully in the standard school
program.

Hunt (1961) has noted research evidence to show that
various deficiencies in maternal diet and care during preg-
nancy that are associated with low socio-economic levels
can produce complications of both pregnancy and parturition
which result in intellectual retardation and behavioral
disorders in children. Clearly severe retardation or be-
havior problems exclude the child from our area of concern.
However, we assume that these problems are arranged along
a continuum of severity and insofar as the disadvantaged
child is functioning adequately enough to be regarded as
"normal"™ and enrolled in the public school, they may affect
our specific concerns. In addition to the factor of maternal
diet and care during pregnancy, the disadvantaged child may
himself be subject to inadequate diet and lack of medical
care which result in health problems which carry over and
influence social adjustment and academic ability. 1In
January of 1966 the American Association for the Advancement
of Science held a two-day symposium on "Behavior, Brain,
and Biochemistry." One major discussion question centered

around whether learning and memory could be retarded or
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improved by chemicals. Contemporary neurobiological theory
of learning holds that memory depends on a process in which
molecules of ribonucleic acid (RNA)--a protein derivative--
are coded to record particular events and then become lodged
in specific nerve cells in the brain to be summoned up when
required. Experimental work with infra-human animals indi-
cates that a relatively large supply of protein in the diet
increases actual ability to learn., Protein derivative tests
(in the form of administering a "smart pill" with the trade
name of Cylert) are just beginning with human subjects.
However, theoretically at least, protein rich diets could
increase memory and ability to learn--and, presumedly,
protein poor diets could restrict this ability. Probably
hot-lunch programs and school sponsored medical and dental

clinics can help compensate, at least in part, for this

kind of physically based deficiency. However, some even
more disturbing physiological evidence was presented at this
symposium.

Experiments on rats by Mark Rosenzwelg, a psychologist
at the Berkley campus of the University of California, have
shown that rats reared in a richly stimulating environment
are not only better off chemically (RNA level) but have a
cortex--which controls voluntary action and thought--that
averages 4% heavier than do rats raised in an environment
of low stimulation. The researcher concluded that brains
literally grow and improve with use. In short, with infra-

human animals at least, it is possible to produce tangible,
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measurable differences in actual brain size by altering
environments. The limiting factor of a pcor environment
can place the organism in a position of relative disadvan-
tage which it can never overcome, and which would only
increase over time 1if environmental stimulation remained

at a low comparative level. Rosenzweig himself translates
his findings into human terms when he suggests that "the
more richness an individual experiences, the more his brain
expands (Newsweek Magazine, January 10, 1966, p. 45)." We
are taking the view that socio-economically disadvantaged
children are apt to have a high potential for school mal-
adjustment unless compensatory efforts are made. Contem-
porary neurobiological research confirms this view and,

in addition, by showing that the effects of a poor environ-
ment effect the very structure and chemistry of the brain,
suggests that the socio-economically disadvantaged child is
not only less well socialized but is also less capable of
learning and remembering. In this case, cumulative deficit
is what would be expected quite apart from any inadequacy
of the educational institution.

We have been suggesting here that social class dif-
ferences in evaluation of education and child-rearing prac-
tices in fostering motivation, of socio-economically based
factors of health, nutrition, and actual ability all play
a role in the social and academic adjustment of the disad-
vantaged child to school. Other factors associated with

socio-economic differences in life style, such as how
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leisure time is used and attitudes of time-orientation,
may also influence the child's motivation to achieve and
his ability to do so. Several studies (Davis, 1948; Mac-
Donald et al., 1949; Lewis, 1959 and Schoor, 1964) have
shown evidence for socio-economic differences in the leisure
time activities of children--with higher status children
being more active in formal organizations with construc-
tive goals and lower-class children active primarily in
non-goal directed leisure behavior. Significant socio-
ecpnomic differences are also found in the amount of
leisure time devoted to family-oriented activities. Again,
the highest socio-economic strata engage inthe most family
activity. The number of persons, both children and adult
family members, who read books increases with increases in
socio-economic level, while movie attendance and hours
devoted to watching television decreases with increases in
socio-economic level.

These studies (and others, e.g., LeShan, 1952) also
give evidence to support the view that individuals in the
higher status levels are characterized by a deferred grati-
fication pattern and, conversely, those in the lowest
socio-economic strata are oriented toward an immediate
gratification pattern. These studies argue that among the
lowest classes, when it is impossible to satisfy basic
needs in any adequate or dependable way, the satisfaction
of immediate goals becomes more important to both children

and their parents. They develop a fatalistic attitude
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which generalizes to alter their pattern of living in such
a way that there is little energy available for long-range
planning or for developing distant goals. Present-time
orientation is more central in their conceptual schema than
is future-time orientation. Their ability to cope with the
environment and to plan for the future is impaired. A gen-
eral attitudinal orientation of passivity, defeatism, and
hostility results. Since much of what goes into the adjust-
ment demands of the school system requires a time-orienta-
tion of deferred gratification, the child who does not
possess and/or cannot develop such an orientation is again
placed in a position of disadvantage.

We would suggest that, while this kind of pattern may
be statistically more prevalent among the children of the
lowest socio-economic strata, it is certainly possible for
any child to develop such a maladjustive orientation in
the face of unfulfilled basic needs. The lack of success-
ful adjustment to school based on present-time orientation
and a generalized pessimistic personal outlook can, over
time, do much to present the child with a self-fulfilling
prophecy in which he expects his basic needs to be frus-
trated. His expectations, in turn, determine his view about
himself and his relationships to his environment which, if
repeatedly verified, have personality consequences in the
form of a low or inadequate self-concept. In the succeeding
chapters we will explore more thoroughly the influence of

family and individual personality factors on school
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adjustment and the interrelationship between these social

structural, familial, and individual factors.

Patterns and Themes in the Social
Class Literature

Our investigation of the theoretical relationship
between socio-economic status and potential adjustment to
the social sub-system of the school has been predicated on
two assumptions: (1) children do not always reflect the
value orientations and behavioral expectations of "their"
social class and, therefore, (2) that knowledge of social
class background alone will not allow for prediction about
the attitudinal orientations held by specific children.
Social class per se is a poor criterion for prediction since
between-family and within-family variations in interpersonal
environment, as well as differences in individual orienta-
tion, are found within the full range of social classes in
our contemporary society. There is a difference between
patterns that are statistically representative and actual
individual behavior which must not be overlooked! However,
statistically identifiable patterns can help us understand
what there is apt to be in the child's socio-economic status
background that could lead to disadvantageous variations in
attitudes, values, and behavior. Social class is probably
the best single predictor of behavior currently available
in the social sciences.

Toby (1957) undertook an analysis of middle-class and

lower-class orientations toward education in an effort to
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determine the factors leading to lack of school success for
the lower-class child. In this social structural approach
to the bases of disadvantage the child is viewed as the
passive victim of situations over which he has no personal
control. Toby notes that one prevalent theme in the liter-
ature is that teachers hold middle-class value orientations
and penalize--consciously and/or unconsciously--those chil-
dren who do not or can not as a result of their pattern of
socialization. This theme suggests that the child who is
identified as a member of the lower socio-economic strata
is handicapped in his chance for development because of
stereotypic discrimination. A second theme prevalent in

the literature relates directly to the social and economic
disabilities of the child's family. We have illustrated
each of these themes in our discussion. Toby points out
that the middle-class parent not only expects his child to
get an education but is in a position to help with studies;
tne environmental pattern is one of pressures toward aca-
demic achievement and social acceptance., Toby

notes environmental patterns support values and behavior
which are maladaptive for achievement and acceptance in

the general culture. The teacher is a good parent-surrogate
for the middle-class child because parent/teacher roles are
comparable in content. The middle-class child learns that
scholastic competition is somewhat analogous to his social
and preschool preparation for he is exposed to wider vocab-

ularies and abstractions in everyday life. He achieves
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higher status in school and exerts even further efforts to
maintain it.

The parents of the lower-class child may not support
the value orientation of the school. Even if they do, the
parents probably have less education and are less able to
make school work meaningful for the child. Parents of low
soclio-economic status often lack the incentive, training,
and ability to encourage and help their children. The child
is thus disadvantaged and repeated failures may result in
lack of interest in school. Because school work is cumula-
tive, (in a few years) the lower-class child is retarded
in basic skills. The consequences of a child's lack of
training, ability, or interest in school are not immediate.
For those who have lost hope in social mobility, school is
a symbol of competition in which they believe they cannot
succeed and their self-concept suffers.

The lower-class child's verbal skills are not highly
developed. The lower-class parent 1s more adept in operating
concrete objects than symbols in his occupational role and
thus is a poor role model for the development of complex
verbal skills. However, the school system gives an advan-
tage to those children who exhibit verbal skills and thus
the lower-class child is at a disadvantage. Because
verbally-oriented intelligence tests are geared to higher
socio-economic groups they are not necessarily a good
measure of intellectual ability in the lower-class child;

however, such tests are quite highly predictive of academic
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accomplishment and lower-class children do comparatively
poorly on them. (We shall have more to say of testing
intelligence in a later chapter.)

The notion that the occupational role of parents may
influence their value-orientations and, hence, the manner
in which the child is socialized is one which bears some
brief comment. Kohn (1963) has argued that class differ-
ences in parent/child relationships are a product of
differences in parental values; with middle-class parents'
values centering on self-direction and working-class parents'
values on conformity to external prescriptions and pro-
scriptions. He suggests that these value differences stem
from conditions of life, particularly occupational condi-
tions, with which the parents must contend. He notes that
those occupations which are typically evaluated as "middle
class" require a greater degree of self-direction than do
"working class" occupations, which more often require that
the individual follow explicit rules set down by someone
else in a position of authority. Kohn's interpretive model
is, in essence: social class results in certain conditions
of life which, in turn, are reflected in value orientations
and behavior. We would agree with this kind of analysis
as far as it goes, but it doesn't go far enough for our
purposes.

The sub-types to be found within the lower classes,
such as Miller has suggested, carry the analysis to a finer

level of abstraction. However, variations in reference
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group orientation, in self-concept, in family patterns and
expectations, and many other factors may account for some
of the school-related differences in achievement, social
acceptance, and emotional adjustment which have been attrib-
uted to social class alone. In the following chapters we
shall explore some of these "intervening variables.'" We

are suggesting that social class background is important

if it can tell us something of what the child's general at-
titudes, value orientations, and behavior is apt to be.
Patterns typically though not universally found among
Negroes, unstable lower socio-economic groups, compara-
tively poorly educated or low income families, etc. can sug-
gest what kinds of disadvantage to look for and what types
of compensatory programs are indicated.

It is perfectly possible for lower-class children to
be well adjusted in school and, of course, for higher status
children to be poorly adjusted. Social class is not
regarded as a totally overwhelming influence on personal

development. It is a rough guide not an alchemist's formula.



CHAPTER III

THE DEVELOPMENTAL PROCESS AND THE

ROLE OF THE FAMILY

The social sub-system represented in the schocl situa-
tior, and its impact on the developing child, is the central
focus of this book. However, the tremendous influence
exerted by other social sub-systems to which the child is
exposed cannot bte ignored. Each child brings to school with
him an already developed collection of values, beliefs, at-
titudes, and behavior patterns through which these values
and meanings are expressed. These cognitions and behaviors
are based on preschooul experiences gained largely from the
home situation. Thus, in order to understand the background
of the Leftout, it 1s necessary to knocw something of how
his early experiernces and training influenced his present
thinking and tehavior. For this kind of concern, the family
is the critizal focus of attention, for it is the family
which serves as the rirst agent of socialization. This
chapter, and to some extent the preceding one dealing with
the irnfluence of the social stratification system, consider
the family and its strengths and weaknesses in influencing

the develcping child.
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The Leftouts with whom we are centrally concerned
have experienced an abnormal and comparatively disadvantaged
socialization pattern. The task of defining the particular
abnormalities and disadvantage is the focus of Chapter V.
However, the definition of comparative disadvantage demands
explicating the general process of normal socio-cultural
growth, since maladjustive patterns cannot be evaluated in-
dependently of some criterion of a normal developmental
pattern and its consequences. Thus, the large body of
literature relating to child development in general, and
intellectual and personality development in particular
becomes not only relevant but crucial. The sections of this
chapter will be devoted to a consideration of some of the
more widely known theories of the developmental process in

children.

The Developmental Process in Children

For our purposes '"personality" is defined as an ana-
lytical construct, based on the observation of overt behavior
(including test-taking behavior), which is consistent with
the hypothesis that internal, systematically (but not neces-
sarily logically) organized cognitions and affective
relationships influence many overt behaviors in a relatively
stable manner. "Intellect" is defined, for our purposes,
as the observable aspect of this internal cognitive ordering.
Intellect is the result of the individual's mental operation

upon information from internal and external sources in order
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to change it into productive thinking aimed at problem
solving, analytical and logical inductions and deductions,
as well as creative actions. Our approach to the general
developmental process is a social-psychological one, as dis-
cussed in Chapter I, which conceives the basis of person-
ality and intellectual development to be social learning

in an interpersonal environment. Human beings live in a
social world--a world that requires knowledge of consen-
sually shared values, beliefs, meanings, and attitudes of
its members. As the newborn infant develops into the mature
adult an ongoing intensive and extensive process of social
learning must occur. This social development includes the
learning of language, a vast body of empirical facts
relating to the physical and social environment, a variety
of specialized skills, the acquisition of moral values and
standards of evaluation for self and others, and the nor-
mative "rules" concerning ways and means of relating to
other people. This entire complex social learning process
is subsumed under the rubric of "socialization."

The primary agents of this process of socialization
are other persons--parents, teachers, siblings, peers, and
others who are significant to the child. For the pre-
school child, whose social contacts are apt to be limited,
the family--particularly parents and siblings--is the prin-
cipal source for social learning. It is primarily the
adults or older siblings in the family who serve to stimu-

late the child's early intellectual and social development.
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Social learning theories, supported by a great deal
of research, pinpoint the elements of the family environ-
ment which appear to be most significant in influencing the
general social learning of the child as well as such more
specific factors as measured intelligence, school achieve-
ment, social acceptance, and so on. In very general terms
these elements may be delineated as: (1) providing the
tools, stimulation, opportunity, and reinforcement for
general learning; (2) providing role models for social
learning; (3) providing help and guidance in language devel-
opment; and (4) providing stimulation, concern, and support
for achievement and learning outside the home, especially
at school.

Theoretical analyses and empirical investigations help
to reveal the dynamics of the process of interactional
learning between the developing child and his social en-
vironment. Development refers to change that occurs over
time and there are a wide range of theories extant in the
literature concerning the process of intellectual and per-
sonality development--not all of which are as emphatically
social in orientation. The central controversy found among
these theories relates to the question of whether or not
development proceeds in a sequential and invariant order,

' and the role played by

i.e., in "stages" or "levels,'
her dity and physical maturation in the developmental proc-
ess. While the work of Piaget exemplifies the position that

the developmental process is sequential, invariant, and



107

biologically based there is much of value to be learned
from his work which has bearing on a more social orienta-
tion.

The theoretical analyses of Jean Piaget reflects the
detailed observations of his own three children plus thirty
years of work with his collaborators at the Rousseau Insti-
tute in Geneva, Switzerland. Piaget has devoted a profes-
sional lifetime to studying the development of intellectual
functions and logic in children, thus it is with his work
that we shall begin. For Piaget, intelligence is a special
case of general interactive adaptation to the environment.
Two complementary processes--"assimilation," corresponding
to internal cognitive organization and "accomodation" cor-
responding to external behavioral adaptation--are seen as
basic to the developmental process. Assimilation occurs
whenever the child incorporates anything from his environ-
ment into his cognitive framework. Piaget assumes that the
child always acts in terms of a Gestalt-like centrally
organized structure mediated by any memories he may have
of previous experiences with the same or similar events
and/or objects in his environment. Accomodation is the
complementary process and occurs whenever the existing cog-
nitive structure must be modified to meet the demands of
variations in environmental circumstances. It is in these
two ways that the environment is seen to influence the child.

Piaget describes the development of the behavioral

aspects of intelligence in terms of stages. These stages



108

are seen as sequential and the order in which they appear

as fixed. He analytically separates the stages in terms

of transition points but repeatedly emphasizes that the
development of intelligence is a process of continual change.
Since the child is in continuous interaction with his en-
vironment he must constantly adapt to external environmental
demands and progressively modify his internal cognitive
organization. Thought processes are seen to develop through
gradual internalization of action, are "decentered," and
eventually come to dominate over both direct perception and
action. This is made possible by the concomitant develop-
ment of the central neural system. Piaget argues that with-
in the limits imposed by the genetic capacity for develop-
ment of the central neural system, intelligence is capable
of indefinite extension into time and space.

Note that this formulation of environment-child inter-
action through accomodation and assimilation considers both
heredity, through limits on the development of the central
nervous system, and environment. Hunt (l96l)in reviewing
Piaget's work, points out that several principles may be
derived from his formulation. Especially important, for
our purposes, is the principle that appropriate environ-
mental stimulation and the opportunity to exercise devel-
Oping thought processes are required 1f the thought process
is to survive. Equally important is the idea that new ac-
comodative modifications and new assimilative cognitive

combinations are sources of pleasure to the child. 1In



other words, new experiences are ceen as irherertlv rewarding
to the child. Another important derived principle is that
continuous and progressive changes take place 1rnthe struc-
tures of behavior and thought, but the nature of this ac-
comodation (adaptive change to environmental circumstances:
implies that the rate cf develcpment is largely a furction
of the diversity the child ericcunters in this environment.
On the basis of thece principles, Hunt derives the hypothe-
gis that the more new things a child has ceen and heard,
the more he is interected in seeing and hearirg. v addi-
tion, the more variation in envir_.nment with which he has
had to cope, the greater his capacity for coping. Hurt
modifies this latter hypothesis with a warning that the
child may be presented with too much toc fast, become be-
wildered, and fail to cope at all!

Thought processes are conceived to crigirate through
a process of internalizing acticrns. Intelligence, for
Piaget, increases as thought procecses are Icc=ened fron
their bases in direct perception and action ard, thereby,
have the capacity to btecome reversible, fransizive, acso-
clative, and symbolic. The impact cf larnguaze 2an3d thne
development of conceptual thinking becomes cruczal at this
point. The development of conceptual thinking is of vast
importance for creating order cut of perceptual and environ-
mental chaos. "Conceptual thinking" rerers to thought

processes which employ symbols and categories of classifi-

cation for ordering information. This kind of thinking



110

a critical link between the environment and the individual
since these concepts are learned. Language acquisition
provides the basic tool, both facilitating and directing
the learning process. The learning of concepts and the
development of conceptual thinking is a complex dynamic
involving basic processes of perception, discrimination,
transposition, and generalization--all of which are mediated
and facilitated by language in the form of consensually
shared symbols.

Bruner (1964) takes the position that the development
of human intellectual functioning i1s directed by a series
of "technological" advances in the use of the brain--by
mastery of techniques which are transmitted, with varying
efficiency and success, by the culture or sub-culture of
which the child is a member. For Bruner, language acquisi-
tion is the primary technique employed in intellectual
development. This is so because children, as they grow,
must acquire ways of representing the recurrent regularites
of their environment (representation), and must learn to
transcend the events of the moment by developing means of
linking past, present, and future (integration).

For children in the age group we are considering--
roughly five to twelve years--language comes to play a
powerful role as a technique for knowing, representing, and
integrating. Language serves the function of integrating
intellectual activity into coherent, organized sets. Lan-

guage is internalized as a program for ordering experience.
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Thus, if the child is deficient in his experience with
language skills or has had inadequate language training he
is disadvantaged indeed.

The importance of language acquisition to intellectual
functioning raises some questions concerning a fixed level
of intellectual potential based on biological characteris-
tics for the physically normal child. The conception of
a fixed level of intellectual development potential is based
on, and receives supplemental support from, the assumption
of genetically predetermined development which may be traced
rather directly to Darwin's theory of natural selection and
other such theories prevalent in the late 19th and early
20th centuries. This kind of orientation is seen in Freud's
work, in Piaget's formulations, and culminates in Thorn-
dike's conceptions of trial and error learning and stimulus-
response theories of problem solving. However, it is with
both the order of "stages" of transition, as well as the
invariant nature and physiological basis of this order that
other thinkers have disagreed with Freud and Piaget. There
is a wealth of support for the conception that stage
theories of developmental sequences are not theoretically
adequate--nor is a conception of normal intelligence poten-
tial as biologically predetermined under the environmental
circumstances available to the vast majority of people.

The critics of this position oppose the view that
various inherited abilities unfold along a growth continuum

in ordered stages of biological maturation with modification
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by environmental circumstances given only a secondary and
relatively minor position of influence. These thinkers hold
that the child's personal and intellectual development is
the product of learning experiences, 1.e., differential
levels of ability, knowledge, and skills are a function of
these experiences. In these formulations "stages" are not
to be regarded as universal but, rather, particular to
particular classes of situations. A "stage" theory is not
necessarily contradictory to a theory of environmental in-
fluence, although the assumption that developmental se-
quences are biologically determined is. Experience can
function to move the individual from one stage or level to
the next.

For Hunt (1961), intelligence is conceived of as a
central neural operation for the processing of information
which is developed in the course of encounters with the
environment. He presents the findings of a large number
of research studies which quite clearly support the position
that experience with the environment is the major influence
on the development of tested intelligence and conceptual
thinking. He emphasizes that it is environment-interaction
which affords the opportunity for genetic potential to be
achieved. He points out that only rarely, if ever, is the
experiential environment so rich and stimulating that
hereditary limits are reached for the normal child. Thus,
in effect, heredity is not an influencing factor in fixing

the level of intelligence as it is commonly measured.



113

Many studies have confirmed the fact that deprivation
of experience affects the rate and extent of intellectual
development. Hunt reviews a large number of such studies
with both infra-human and human subjects which relate to
the role of experience in shaping intellectual development.
Typical of those he mentions is the Berkeley Guidance Study
which found variations of 30 or more I.Q. points in a period
of six to sixteen years among 10% of a sample of 222 chil-
dren. In 3 to 4% of the cases, positive changes of a mag-
nitude of three standard deviations (60 I.Q. points)
occurred! Developmental curves of this range would suggest
unequivocably that measured intelligence is modifiable
through experience. Hunt concludes that perceptual capacity
demands a background of conceptual experience which is then
generalized to new experiences. Experience continually adds
to the developing child's intellect a hierarchy of opera-
tions for processing information and for coping with and
adjusting to new or changing environmental circumstances.

It is clear from the evidence surveyed by Hunt that early
impoverishment of experience can retard the development of
tested intelligence. 1In terms of the traditional measure-
ment of intelligence this means a reduction of I1.Q. scores
for the disadvantaged child. With this kind of a ccnception
of intelligence, the assumption that intellectual develop-
ment is fixed and predetermined by genetic factors is un-
tenable. Assuming the absence of any gross organic defect,

inadequate intellectual development is relatively permanent
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only insofar as there is failure to take active measures
to compensate for early deprivation.

Hunt argues that a number of externally manripulable
factors participate in controlling the depth and permanence
of the negative influernce of deprivations in childhood ex-
perience. He notes that one crucial element appears to be
the duration and frequency of the deprivation. On the basisg
of research evidence he finds that another important ele-
ment 1s the opportunity available fcr experiences calculated
to correct for early disadvantages and deficlencies. These
are important points for our concerns.

Hunt suggests that a third critical factor is the op-
portunity for verbalization in the home. He cites eviderce
to support our view that conceptual thinking and such school-
oriented dimensions of intellect as reading-readiness are
a function of language experience. Thus, the impact of
language skill--developed through interpersonal interactior--
and its basic relationship to the very processes of thougnt
and intellectual development, has clearly come to the fore

as a major theoretical concern in our analysics c

H

the dis-
advantaged child. We take the view that language acquisi-
tion is more than just a tool to be used in conceptual
thinking.

Watson (1960) points out that language development in
early childhood clearly demonstrates that toth egccentric
and socially oriented functions are served by its acquisi-

tion, Any uniformity in the "real world" is krown crily
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through the experience of those who observe; and "

objectiv-
ity" may be defined as uniformity of observation. The at-
tainment of the common perspective essential to the estab-
lishment of observational uniformities relies on the sym-
bolic equipment, i.e., language and normatively consensual
signs, of the observer--and on the possibility of cummuni-
cation between observers. Thus, symbolic systems serve a
dual role.

First, from the perspective of the individual, systems
of shared symbols serve as objects of orientation for, and as
internalized components of, personality systems. Secondly,
from the perspective of the social.system, symbols appear as
institutionalized patterns in the form of language and serve
as the vehicle for the transmission of shared value and be-
lief systems. Complementarity of expectations and perceived
reactions is necessary for human interaction--a complementar-
ity which would not be possible without relative stability of
shared meanings made possible through symbolization. Thus,
symbolic systems provide the basis for the maintenance and
elaboration of human interaction and it is necessary to exam-
ine the function of language in studying any aspect of the
development of human behavior.

Watson points out that not only does the size of the
vocabulary normally increase during the early developmental
Years of childhood, but this same period is typically charac-
terized by changes in clearness of articulation, in the inte-

gration of words into sentences, in the length of sentences,
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in the relative increased use of grammatical parts of speech,
and in the development of introspective and time oriented re-
sponses. These external signs of developing language skill
are normally found to show greater elaboration and maturity
with increases in chronological age. For Watson, as for
other thinkers we have mentioned, the development of Under-
standing is viewed in terms of concept formation and language
skills and speech rests firmly on the social learning proc-
ess. He points out, however, that this leads to the expecta-
tion of individual, group, and sex differences in language
skill and intellectual development on the basis of diversity
in environmental experience.

Luria and Yudovitch (1959) have intensively inves-
tigated the relationship between deprivation in language
training and the development of the child's mental processes.
They report the findings of an experimental investigation
into the speech and productive thinking development of a
set of identical twins. The theoretical position underlying
the study--stripped of its overtones of Russian political
ideology--closely follows that which we have been examining.
They argue against reducing the complex forms of children's
mental activity to a combination of elementary motor habits
and sequential steps of physical maturation. They postulate
instead that intellectual development relies on three
fundamental propositions: (1) all mental processes are
complex functional formations which are built up as a result

of concrete forms of interacticn tetween the child and his
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environment; (2) development is in stages only insofar as
changes in these concrete forms of activity made possible
by physical maturation present the child with new problems
and new demands which, in turn, necessitate the develop-
ment of new forms of action or cognition for adjustment;

and (3) the child's mental activity is the outcome of
manipulable social circumstances such as opportunity for
communication with the members of his interpersonal environ-
ment.

Luria and Yudovitch hypothesize that in infra-human
animals the development of higher nervous processes in
each species is the outcome of individual experience but,
for humans, language is essential to intellectual develop-
ment. The child acquires from adults the experience of
many generations through intentional instruction (speech)
and incidental learning acquired through imitating role
models (consensual symbols). They argue that for the child
language 1is crucial for both the transmission of knowledge
and the formation of concepts--the latter being the central
process of the child's intellectual development. Inter-
personal communication is seen as of decisive significance
because the acquisition of language allows for abstraction,
isolation, generalization, and perceptions of relationships
among objects in the external environment--a systematization
of experience, Language introduces forms of analysis and

synthesis into the child's perception which he would be
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unable to develop by himself in the absence of consensual
symbols.

With this theoretical basis, Luria and Yudovitch set
out to test its implications in the situation where lan-
guage development was abnormal, i.e., retarded and inade-
quate for the demands of the social situation. They
selected for study a set of 5-1/2 year old identical twins
whose speech development was severely retarded. The twins
were able to communicate with each other and make their
needs known to their parents, but were gquite inadequately
prepared to cope with the communication demands of the
school situation which faced them. Thelr pre-test behavior
indicated poor mental structuring in terms of a generalized
inability to plan their actions, direct them toward abstract
or future goals, or to detach words from objects and actions.
In keeping with their theoretical formulations, the re-
searchers experimentally separated the twins and established
conditions such that it became necessary for them to em-
ploy language. Concurrently, a program of intensive lan-
guage training was instituted with one of the twins.

Within a three month period both twins had developed
nearly normal speech for their age group (with only minor
problems of a grammatical nature). For the twin who was
intensively language-trained there was also evidence of cog-
nitive restructuring in depth. His speech came to reflect
narrative and planning elements, he could formulate the

aims of his activity verbally, he engaged in goal-directed
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play and other productive and constructive activities. 1In
addition, he evidenced the new-found ability to carry
through a series of intellectual operations to solve a prob-
lem and there was evidence of discursive thinking--all
significant changes in the structure of his cognitive activ-
ity. This experiment not only demonstrates that language
acquisition is important to more complex mental processes
but, also, that while intellectual development is handi-
capped by deprivation in the area of language skills it is
possible to induce rapid and deep seated changes in a rela-
tively short period of time given: (1) the necessity of
employing speech, and (2) training in its use. Thus, per-
ception and attention, memory and imagination, consciousness
and action, are not regarded as simple, innate mental
properties but as the product of complex social processes
which directly influence the formation of complex human
activity.

Bruner (1961) has examined the long-term cognitive
consequences of early experiential deprivation. He presents
a probabilistic metric for understanding the development
of normal, i.e., environmentally appropriate cognitions,
beliefs, values, or attitudes. He suggests that it is neces-
sary to take into consideration: (1) the set of environ-
mentally possible stimulating states that might occur at
any given time, and (2) the degree of bias in their like-
lihood of occurrence. He argues that the basic learning

problem for a child is to reduce the complexity of his
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environment to the level where he is able to cope with it,
i.e., to match his cognitive programming to the likelihood
and the significance of particular experiences in his en-
vironment. Bruner's formulation reflects a contemporary
shift in psychological studies of perception away from a
rigid model of neural activity to a functional emphasis,
wherein perception is seen as directly related to the on-
going activities of the individual in interaction with his
environment.

The implications of this kind of approach for our con-
cerns with the effect of sensory deprivation are many. In
general, Bruner's findings support others we have cited,
that an impoverished background--one with little heterogenity
of experience, and with little opportunity for situational
manipulation and diverse experience with discrimination--
produces a child with: (1) reduced abilities to discrimi-
nate; (2) with dysfunctional modes of coping with problems
requiring complex or future-oriented solutions; (3) with
little interest in exploratory, creative behavior; and
(4) with a notably reduced tendency toward cognitive organ-
ization aimed at coalescing disparate elements in his en-
vironment. Thus, a certain amount of differentiated
sensory stimulus seems necessary for normal orientation to
his environment and even for mental adjustment in the child.
Bruner concludes that to operate effectively in, and suc-
cessfully adjust to, his environment the child must develop

during the socialization process an adequate implicit model
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of that environment--for two reasons. In the first instance
this implicit cognitive model of the environment--this
"world view"--functions to conserve information in the form
of concepts or universals. Secondly, it serves as the
basis for extrapolating or interpolating from partial infor-
mation and incomplete experiential cues. Without such a
model, learned in early childhood--and one adequate for the
adjustive demands made by later environmental contacts--
the control functions of the central nervous system are
without a basis for predicting that certain events are more
likely than others (or preclude others), i.e., there is no
basis for selectivity among stimuli.
The unhampered operation of this evaluation process

is essential to the adjustment, i.e., continuing adaptation
of the child. This is true for both the long-range develop-
ment of adequate cognitive and social functioning, and for
directing here-and-now behavior. Bruner suggests that one
of the prime sources of anxiety lies in the individual
being placed in a state in which his conception and per-
ception of environmental demands do not "fit" into his
previously learned conceptual model. Thus, he has no basis
for prediction of the environment in a manner that makes
reasoned action possible.

It follows that when an organism is prevented from

monitoring the fittingness of his percepts and his

cognitive structure, he is cut off from one of his

principle sources of maintaining adjustment (Bruner,
1961, p. 207).
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This kind of division between what is familiar and
what is novel is precisely the situation which faces the
school-aged child who has been inadequately socialized to
the demands of the school situation. Early experiential
deprivation prevents the formation of adequate models and
means of coping with the environment of the school. The
problem is one which centers on the transferability of
learning--especially nonspecific transfer of experiential
learning, e.g., the establishment of generalized models,
constructs, or concepts that represent the environment in
such a way that when a new task or situation is encountered
it is possible to cope with it as an exemplar of familiar
concepts that are already associated with socially appro-
priate responses. Such model formation involves the
learning of normative ways and means for dealing with rela-
tively common features of the child's environment. Early
experience with a comparatively rich perceptual environ-
ment is needed for such learning, and experiential depri-
vation prevents it. This kind of learning is seen to be
8 kKind of continuous-feedback evaluation process by which
children learn to guide their own development by inter-
nalizing a program for perceiving, cognizing, ordering,
and manipulating their environments.

We have seen that this process of internalization
depends on interaction with others and has its basis in a
need to develop corresponding categories and conceptions

for communal action. We must conclude, therefore, that it
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is misleading to view the course of the human developmental
process independently of the experiential and educational
opportunities which make that development possible. It is
clearly evident that the opportunity for verbalization, and
the kind of language training available to the child in his
family setting will have a significant impact on his intel-
lectual development. The intellectual model that he develops
of the world around him will serve to guide the child's
general patterns of cognition and perception. 1In keeping
with this interpersonal approach to human development, let
us next turn to the consideration of how the interpersonal
environment of the child may foster or hinder his develop-
ment in other ways as well.

The Role of Significant Others in
the Developmental Process

Our over-all theoretical position is one of the impact
of the social system on personality. This sociologically
oriented social psychology of human development assumes
that the basic learning processes involved in general over-
all personality development, including the development of
a conception of self, affective responses, internalization
of socially prescribed and proscribed behavior expectations,
and cognitive learning, are all dependent on the individual
ordering his experience in keeping with rewards and cues
from significant others. Thus, social learning (socializa-
tion) is the major factor in both intellectual development

and in more general personality development which also
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includes such dimensions as internalization of role ex-
pectations, conscience formation, and the development of
a self-conception. Cooley and Msad spoke of the "other"
and "taking the role of the other" as important to the
socialization process and the development of personality.
Sullivan introduced the idea of "significant" other in order
to refine the concept and add a dimension of selectivity.
Individuals are not affected by, influenced by, nor even
aware of all of those other persons in their interpersonal
environment. It is only the responses of selected others
which are of major importance in personality development.
Thus, significant others are defined as those persons whose
opinions, values, judgments, sentiments, and attitudes are
important in shaping the direction of the developing per-
sonality. '"Reference group" refers to the multiple version
of significant other. Hyman introduced the term reference
group and has argued, along with many others, that the term
is not necessarily synonymous with "membership" group.

That is, the individual may be influenced by the values,
beliefs, opinions, and attitudes of a group of which he is
not a member but with whom he identifies. Significant
others and reference groups are seen to serve two functions
for the individual. In the first instance they set the
normative standards which the individual adopts as his own,
and secondly they serve as the models for comparative eval-
uation of self and of others. For the young child, with a

limited range of social contacts, these significant others
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are most certainly found among the members of his fam-
ily.

The family attempts to exert influence over the child's
development in most cases. That is, the socialization
process that occurs within the family setting is usually a
direct attempt to exert social influence. Kelman (1960)
has formulated a useful distinction between types of response
to social influence attempts which points up the kind of
power required and the likelihood of long-range success.

He delineates three distinct consequents--compliance, iden-
tification, and internalization. Compliance refers to a
surface level of obediance to the demands of the inter-
personal environment in keeping with a fairly direct sur-
veillance by the influencing agent whose source of power

is means control. Identification refers to a somewhat
deeper level of conformity to social expectations in keeping
with a need to maintain a rewarding relationship with the
influencing agent whose source of power is attractiveness.
Internalization refers to a deep seated level of value
orientation in personality developed in keeping with the
relevance of these values to maintaining cognitive and
affective congruency. At this level the conditions for
performance of responses no longer require the presence of
an influencing agent but are mediated through the individ-

| ual's own cognitive structure.

We are suggesting that this kind of distinction demon-

strates the successive development of personality as it is
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socially influenced. That is, first the child complies to
the demands of those in his interpersonal environment
because they deliberately maintain a close surveillance
over his behavior and place restrictions on his choice be-
havior. In addition, the persons in his interpersonal en-
vironment, most usually his mother during early childhood,
have direct power to control the means of satisfying his
personal needs for food, warmth, tactile stimulation, and
so on. Secondly, if his socilal relationships are per-
ceived as satisfying to him, the child comes to view those
in his interpersonal environment as attractive and com-
pliance with their demands as rewarding. He becomes aware
of thelr expectations of him and concerned that he fulfill
these expectations in order to maintain the rewarding re-
lationship. At this point, identification, in the sense

of associating his own behavior and self conception with
the demands and evaluations of significant others, has
occurred. As the next step in the development of person-
ality, the child comes to assume those values, beliefs,
evaluations, and role expectations of his significant others
as his own. These are incorporated into his world view and
direct his future activities even in the absence of the sig-
nificant others who have been instrumental in shaping his
personality. At this point, internalization of social ex-
pectations, values, conceptions, and beliefs occurs and

the conscience (morality guide), the conceptual structure
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(cognitive guide), the role expectations (behavioral guide),
and the self-concept have begun to develop.

We must make two cautionary notes. First, we have
spoken of "successive development" as though the develop-
mental process occurs 1in some specifiable time sequence--a
thing we do not intend to imply. It is assumed that inter-
nalization is the goal of all influence attempts, but it
is quite clearly the case that this goal is not always
successfully reached by all those who might attempt to in-
fluence the direction of a child's development. It is pos-
tulated that compliance is always the starting point and
that identification must precede internalization--but
nothing is said of when, or even if, each of these levels
will be reached. Furthermore, it would appear to be pos-
sible for the child to return to a previous level if for
some reason the object of his identification loses its
attractiveness or the values he has intfternalized are brought
into question.

Secondly, we have spoken of the end products of in-
fluence attempts as though some developmental limit is
reached at which point no further changes occur. Again this
is not the implication intended. We agree that the early
years of childhood are of great importance to the develop-
ment of personality. However, socialization is viewed as
an ongoing process which does not stop at age five, or
puberty, or adulthood, or at any other specific chronologi-

cal point but continues as long as new experiences do. As
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social learning continues, continual personality adjust-
ments must be made in response to new perceptions and
experiences. Personalities change over time in response
to new experiences or reinterpretations of old ones in
light of changed perceptions which demand reorganization
in beliefs, values, and attitudes. Thus, we do not postu-
late that adult personality is wholly dependent upon early
experiences, nor do we postulate that early experiences are
unimportant. We argue only that personality is also modi-
fiable, at least to some extent, by experiences which occur
after the period of early childhood.

Nevertheless, certain aspects of personality remain
stable enough over time to permit investigations with
personality as an independent variable. It is assumed, in
keeping with Rokeach's (1960) formulation of personality
systems, that the various components of a personality system
are organized along a centrality-peripherality continuum
and, thus, some aspects are more salient to the individual
and more stable than others. When wé speak of the child's
personality development in this chapter we are specifically
addressing attention to those aspects of personality which
are normally developed by early experiences in the family.
We have used the term "normal" in several instances--a
term that many writers have found objectionable on the
grounds that i1t represents a value judgment. That is not
our intention. Normal, for our purposes, is defined as in

conformity to the appropriate socially consensual evaluative
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standard found in whatever social system is under consider-
ation.

The work of Bandura and Walters (1963) exemplifies the
social learning approach to personality development that has
been described here. They discuss both intentional instruc-
tion and incidental learning as methods of social learning.
That is, social learning is achieved through two broadly de-
fined interactional processes which operate jointly in actual
situations. The first of these, intentional instruction,
refers to formal institutionalized ways of socialization
to value orientations and behavioral expectations. The
second, incidental learning, refers to processes of identi-
fication with, or emulation of, role models in the imita-
tor's behavioral field. Bandura and Walters place strong
emphasis on the concept of '"vicarious reinforcement" as it
influences social learning, i.e., learning from observation
of behavioral models without direct personal participation.

New responses may be learned or the characteristics
of existing responses may be changed as a function
of observing the behavior of others or its resporse
consequences without the observer's performing any
overt responses himself or receiving any direct re-
inforcement during the acquisition period (Randura
and- Walters, 1963, .p. 47).
They cite research evidence to confirm the idea that social
response patterns, both normal and deviant, can readily be
transmitted through the influence of a model, and that
imitation of the model's behavior is facilitated if the

model receives rewards. On the other hand, if the model

is observed to receive punishments, the observer may refrain
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from making new deviant responses or even be restrained from
making deviant responses he has already learned.

Bandura and Walters employ the single term "imitation"
to cover concepts which have been variously called "imita-

' and "role practice." They note

tion," "identification,'
that attempts have been made in the literature to differ-
entiate these concepts, but they conclude that any or all
of these terms may be defined as behavior which observably
reproduces the actions, attitudes, or emotional recsponses
of some real or symbolic model without any formal instruc-
tions being given as to how the observer should behave.
Accordingly, for our purposes, these terms will be used
interchangably and with the assumption that they are
synonymous. The content of this behavior depends, of
course, on what is taught and who is selected as the model
for identification. 1In our contemporary society there is

a broad range of cultural, sub-cultural, and individual-
family differences in "normal" socialization practices.

In the next section we will briefly consider some fairly
typical differences in child-training techniques and some
generalizations based on research concerning personality
development in response to them.

The Family and Child-Rearing Technigues as
They Influence Personality Development

Watson (1960) notes that for the infant, considered
in relation to a matrix of other persons, the mother--

Serving as the first agent of socialization--is the most
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significant of other persons in the development of the
child's personality. He cites research evidence, however,
to support the contention that

specific practices in maternal behavior have not
been found to show invariant relationships with
consequent personality development. . . . [Gener-
alized] maternal attitudes were found to be much
more closely related to beha<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>