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Introduetion 

Participation in legitimate culture such as theatre, classica! music, ballet and 
museums remains a highly stratified phenomenon in modern societies such as 
the Dutch one today. lts association with formal education is particularly strik­
ing and many authors (Wippler, 1968; Ganzeboom, 1984; Knuist, 1989) cite 
schooling and arts instruction at school as the main souree of variation in later 
cultural participation. However, there is often an even stronger association with 
farnily background, in partienlar with parental involvement in arts (De Jager 
1967). lndeed, later research in the Netherlands has confirmed that cultural par­
ticipation is strongly produced and reproduced in families (Ganzeboom, 1982; 
Van Eijck, 1996). 

Aècording to the cultural reproduetion thesis, as proposed by Pierre 
Bourdieu (1977[1970]) and Collins (1979) 1 and made empirically testable by 
DiMaggio (1982), the strong effects of parental background produce the strati­
fied.nature of arts participation. This perspective holds that educational attain­
ment is largely an epi-phenomenon of cultural reproduction, as it goes on in 
families. Pareuts inculcate their lifestyles intheir children and these lifestyles 
become the main markers of access to status positions in later life, initially in 
education (DiMaggio 1982) and later in occupational attainment (Mohr & 
DiMaggio, 1996) and on the marriage market (DiMaggio & Mohr, 1985). Por 
the Netherlands, there is extensive evidence (De Graaf, 1986, 1989; Niehof 
1997) that access to cultural resources helps promote educational careers: chil­
dren from cultured backgrounds do better at school, regardless of their parents' 
other resources, particularly financial ones. 
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In one of his early writings, Bourdieu (Bourdieu & Darbel 1990[1969]) 
reflects on the relation between socialization in the parental home and arts 
instruction at school in shaping later cultural consumption. He notes that the 
preconditions necessary to appreciate art can only be acquired in the family 
during a long process of cultural socialization. Bourdieu does not rule out some 
effects of arts education. However, he claims that these effects are only mar­
ginal, because of the selective nature of access to higher educationallevels and 
the secondary role of schalastic arts education. Thus far, the extent to which the 
school independently promotes cultural participation over and above parental 
effects has not been investigated satisfactorily. This is due to two related prob­
Ieros in previous research. 

First, much of the research on the relative.influence of family and school has 
methodological problems. Most studies model the effects of farnily and school 
by using measured index es, such as the cultural practices of pareuts and the cul­
tural elimate at school or the highest attained educationallevel. There are draw­
backs to this. The relative effects of these two factors in this design depend on 
the exact contents of the measures used. Measures of farnily background may 
not fully cover the total impact of the family of origin, so that farnily effects are 
underestimated. Over the last ten years, researchers have begun to estimate 
total family effects applying sibling designs (Ganzeboom & De Graaf 1991; 
Van Eijck 1996). In studies using these contextual models, the effect offamily 
has been found to be substantially larger than if only measured indexes of fam­
ily background are used. 

However, the sameissue arises as to the influence of school. The use of con­
textual models, that assess educational effects using schoolmates' sirnilarities, 
is extremely common in educationresearch (e.g. Veenstra 1999). Ifthese rood­
els are applied to cultural participation, measures of educationallevel seem to 
cover effects of schooling quite accurately (Van Eijck 1996). However, it may 
not be the level of schooling alone, but the arts instruction that goes on at 
school, that matters most to later·cultural participation. Research has iudeed 
found consistent evidence in favor of this hypothesis (Ganzeböom & 
Ranshuysen, 1993; Ganzeboom 1996; Nagel et al., 1997). Again, if choosing 
the empirica! indicator of schooling makes a difference, we should be interest­
ed in total school effects, as' they can be estimated in contextual (multilevel) 
models. 

Secondly, most of the studies are cross-sectional, whereas some of the 
research questions may be better formulated as dynarnic. The question is not 
only whether family or education is more important, but also at which moment 
in the life cycle. During childhood and early adolescence, pareuts are largely 
responsible for their children 's cultura,l behavior. Ho wever, the effects of fami­
ly and schooling may change from early adolescence to adulthood. When ado­
lescents gradually loosen the ties with their pru:ents and start living their own 
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lives, the question is to what extent the family influence persists. As to educa­
tion, it seems likely that the effect of education is not yet evident in childhood, 
since schooling starts later than family socialization, and does not fully emerge 
until the educational career reaches completion. The issue is whether school 
and family influences go on at the same rate, or whether that one finally over­
shadows the other. 

This paper resolves both problems by using a longitudinal double context 
model. The model estimates the total family and school effects by camparing 
the cultural behavior of siblings and schoolmates at two moments in the life 
course. The first moment is early adolescence (age 14) when the respondents 
stilllive in the parental home, just as they start to follow different tracks at sec­
ondary school. The secoud moment is at early adulthood (around age 30) when 
respondents have left their parental home and have completed their full educa­
tional career. The following questions are answered: 

1 To what extent do parental background and secondary school influence cul­
tural participation and to what extent are the effects of family and school 
accounted for by measured iudexes of pareuts' cultural participation and for- · 
mallevel of education, the empirica! indicators traditionally used. to assess 
family and school effects? 

2 To what extent is there continuity in cultural participation throughout the 
iife-cycle and are pattems of cultural participation iudeed established in 
early adolescence? To what extent do family and school background shape 
adult cultural participation as compared to adolescent cultural participation? 

3 To what extent does the effectiveness of school and arts education depend 
on the family of origin, in particular the cultural activities of the parents? 

Boordieu's theory of cultural participation and social reproduetion 

Bourdieu's central idea with respect to·lifestyles, and in particuUrr participation 
in high cultural activities, is that inequalities mainly originate in the parental 
family. Lasting differences in cultural participation result from the way high 
status groups inculcate their culturallife style into their children by familiariz­
ing them with works of art and cultural experiences. The family socialization is 
<:haracterized by a slow but continuous infusion of high culture taste from an 
early age onwards, even without the parents' explicit intent to impart high cul­
ture values totheir children.According to Bourdieu "[ ... ]the correct manner is 
only acquired in the course of the imperceptible and unconscious learning of a 
primary upbringing which is simultaneously diffuse and total" (Bourdieu & 
Darbel, 1990, p. 65). 

Bourdieu & Darbel (1990) argue that the school can only play a marginal 
role. To begin with, they seriously question the role of forma! arts education in 
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the explanation of school differences with respect to cultural participation. 
They argue that school differences are not likely to be the result of arts educa­
tion, since at the time arts education was only a minor part of the curriculum in 
French schools. Instruction in the arts was not organized structurally at school, 
and especially going to actual cultural events was largely contingent upon inci­
dental efforts on the part of individual art teachers. Bourdieu & Darbel admit 
that the school may still extensively affect cultural participation in as far as it 
teaches literature. As the principal art discipline at school, literature provides 
general principles of classification, which can be applied in other art disci­
plines. This way "school tends to inculcate [ ... ] a learned or scholarly disposi­
tion defined by a recognition of the value of works of art and a generalized and 
lasting aptitude to appropriate the means of appropriating them" (Bourdieu & 
Darbel, 1990, p. 62). School also teaches "to admire academically established 
works of art" and develops the readiness to get acquainted with academically 
recognized works of art. The school develops the incHnation to classify works 
of art by artist, period and genre, thereby offering the tools by which previous­
ly acquired unconscious knowledge can be putto use. The authors also hypoth­
esize that at higher levels of education a certain familiarity with culture is 
encouraged, the feeling ofbelonging to social groups with a cultivated disposi­
tion (Bourdieu & Darbel, p. 62). 

Bourdieu .& Darbel add that arts education at secondary schools presuppos­
es a certain familiarity with art: "[ ... ] school education tends toencourage the 
conscimis relearning of schemes of thought, perception or expression which 
already have been mastered subconsciously, by explicitly formulating the prin­
ciples of the underlying grarnrnar, such as the laws of harmony and of counter­
point, or the rules of pictorial composition, and by providing the verbal and 
conceptual material necessary to express differences which are initially only 
experienced intuitively. An artistic education which is limited to a discourse 
(historica!, aesthetic or other) on works of art is necessarily the secoud stage of 
tuition: like the teaching ofthe mother tongue, Iiterary or artistic education [ ... ] 
necessarily presupposes [ ... ] individuals endowed with a previously acquired 
competence and a large capital of experiences (visits to museums or monu­
ments, reading, listening to concerts etc.) which are unevenly distributed 
between the different social environments" (Bourdieu & Darbel, 1990, p. 66). 

Bourdieu's theory of deterrninants of cultural participation can thus be sum­
marized in three testable hypotheses: 

· Family differences overshadow school differences (Hl). Schoolstend to advan­
tage children from culturally active families. The school system presupposes a 
certain familiarity with academie mar,tners, an attitude found in culturally-ori­
ented families. By processes of selection and self-selection, the school channels 
students from different social backgrounds towards different educationallevels. 

' 
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This way the cultural capita! of the family is converted into academie ti ties and 
later cultural participation. School differences in cultural participation are thus 
often confounded by family differences. 
Family injluence remains stable; the schoolgains importance (H2). If we fol­
low Beurdieu's main point that cultural participation originates in the family, 
we can expect patterns of cultural behavior to be largely established in child­
hood. Effects of school can be expected to emerge after the educational career 
has been completed. Proceeding from adolescence to adulthood, it can be 
expected that whereas family remains equally important, school gains impor­
tance. 
The effectiveness of school depends on family background ( H3). Arts instruc­
ti on at school mainly serves to reinforce and cultivate whatever has been 
learned in the parental family. The effectiveness of arts education at school can 
be expected to be stronger for children from families with legitimate cultural 
experiences. 

The data 

The data (Nagel et al. 1993) we have available totest these three hypotheses are 
rather unique one from a design perspective. We have (retrospective) informa­
tion on the early (at age 14) and current cultural participation of 1033 adults, 
who were around age 30 at the time of the interview, but originally sampled 
from examinatien records at 31 secondary schools. Through the sampling 
design, we have access to contextual information on the total effects of sec­
ondary school. We can not only estimate the extent to which the farmallevel of 
secondary education matters to early and later cultural participation, but also 
the extent to which this explains total school effects, as estimated from the sim­
ilarity in cultural participation among schoolmates. 

Por the primary respondents we have located the siblings nearest in age and 
collected information on their cultm:al participation (at age 14 and currently), 
using a postal survey. Sibling similarity provides informatiou about the total 
effect of family background in much the same way as the similarity of school­
mates provides information about the total effect of education. 

We have also data on the parents' cultural participation. Again, this infor­
mation was independently collected in telephone interviews from the pareuts 

· themselves, so that our data remain uncontaminated by response set in proxy 
reports that are often used in studies of similarities between pareuts and chil-
dren, siblings, or schoolmates. 1 

The data collection starting points are 31 secondary schools in 27 cities 
throughotit the Netherlands. To enable us to evaluate the lifetime effects of art 
instruction, an issue reported in greater detail in Nagel et al. (1996), the sec­
ondary schools are selectedon the fact that they participated in (pilot) art exam-
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ination programs in 1975-1985. The narnes and addresses of the students, half 
of whom did iudeed take these examinations, are sampled from the school 
records in 1994. The students (between 25 and 35 years of age in 1994) and 
their pareuts are traeed in various ways. In most cases, it is easier to find the 
parents, who aften stilllive at the same address, than the students, many of 
whom have moved. The pareuts and students are interviewed by telephone. The 
siblings are found by asking the pareuts and students to identify the sibling 
ciosest in age, and we record the name and current address. The siblingis then 
interviewed in a postal survey. 

In this complicated design non-response occurs for numerous reasons. Por 
our purposes bere, it suffices to record the number of remaining persons in the 
active sample. We have been successful in contacting about 81% of the parents, 
but only 66% of the siblings. In the analysis, we use a dummy variabie to con­
trol for an interview from the parents: it turns out that the cultural participation 
of respondents observed within a family context is somewhat higher. 

Table 1: Number of siblings and schoolmates in family and school contexts 

number of siblings in 1033 families: 
1 sibling 385 
2 siblings 648 ' 

1033 

number of schoolmates at 336 schools: 
1 student 231 
2-4 students 47 
5-10 students 18 
10-20 students 11 
more than 20 students 29 

336 

The data in the analyses bere are effectively drawn from 1033 interviewed stu­
dents and 648 siblings. After selection of the ones with valid scores on the col­
tural participation indexes, there are 1681 respondents left for analysis. In total, 
these respondents come from 1033 families. As our primary interest is in the 
level of secondary education, we differentiate separate educationallevels with­
in one school building as separate school contexts. Our respondentS are effec­
tively clustered within 336 school* educationallevel contexts (Table 1). 
It is important to point out some of the peculiarities of our design with respect to 
asymmetries between siblings and schoolmates. 

Pirst, as only one of the respondents' siblings is interviewed, families can 
consist of not more than two people and there are many (385) families repre­
sented by one person, as some primary respondents have no sibling, or at any 
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rate none that we could interview. In contrast, the number of respondents who 
attended the same secondary school varies sharply between many schools rep­
resented by only one student and 29 represented by more than 20 students 
(Table 1). This partly reflects the situation in the population and is partly due to 
the sampling design. We have located the primary respondents using school 
records on the exams they have completed. The primary respondents come 
from 31 secondary schools. For the primary respondents we use this as our indi­
cator of secondary education. Many of the siblings (45%) have attended these 
same 31 secondary schools. Others have graduated from other secondary 
schools, and some of these schools have been mentioned by more than one sib­
ling. These schools provide an additional opportunity to estimate total school 
effects. 

Secondly, our primary respondents graduated between 1975 and 1985 (or in 
a smaller time period depending on the year the arts education programs were 
introduced at the particular school). Naturally, the age range of the primary 
respondents is somewhat narrower than for their siblings. All the primary 
respondents were bom between 1956 and 1969, but about 9% of the siblings 
were bom oiltside this range. In as far as cultural participation and cultural 
reproduetion are conditioned by age (and life cycle), we take these differences 
intoaccount by cantrolling for birth year. However, our sample has a fairly 
restricted age range to begin with, and' this is true for the siblings as well. 

Third, the interviewing methods vary between the siblings and primary 
respondents, not only in the mode of communication (mail versus telephone), 
but also in the contents, detail and format of the questions posed. The siblings 
are asked fewer questions about their cultural and educational career than the 
primary respondents, although the phrasing of the questions is the same. We use 
a dummy variabie to control for the interviewing method. 

Measures and constructed variables 

Cultural participation at age 14 and 30 
An index of cultural participation has been constructed from indicatorsoflast year's 
frequency of participation in five disciplines: art museum, cultural history museum, 
theatre, cinema, classica! concert (Cronbach's alpha = .68) (Table 2). The index has 
been computed as the mean of percentile1 scores. We refer to this measure as the cul­
tural participation at age 30. However, it is the cultural participation in the period 
when the respondents are interviewed (1994), when most of them are between.25 
and 38 yeqrs old, with a mean of 30. The measure of cultural participation at age'.14 
is based oh retrospective questions on the same five art disciplines and is also the 
mean of the percentile scores (alpha = .62). 
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Secondary schoollevel 
The secondary schoollevel is the examination level from which we have sarn­
pled the primary respondents. For siblings it is the level they reported. As is 
clear from Table 2, the respondents are nöt uniformly distributed over the four 
secondary school levels, as is more or less the case in the adolescent popula­
tion. This largely reflects the design chosen in the original sample; it also is 
partly due to the somewhat selective response according to educationallevel. 

Arts education at secondary school 
Por the primary respondents, information on whether they took an arts exami­
nation has been gathered independently from the records of the 31 secondary 
schools. As the schools are selected because of their arts education programs, 
we know that respondents who took arts education exams attended rather 
intense classes in visual arts or music; the positive effects of these exams on 
later cultural participation have been reported in Nagel et al. (1997). The sib­
lings have reported themselves whether they took arts education and whether 
they passed an arts exam. 

The stratified sample according to tak:ing or not taking an arts education pro­
gram and examination has resulted in a rather uniform distribution of the pri­
mary respondents over the arts education program (52% enrolled in arts educa­
tion). A. minority of the siblings (21%) passed the same exam in arts education; 
a total of 39% of the 1681 respondentstook arts education. 

Highest attained educationallevel 
Our primary interest is in the contextual effects of secondary school. However, 
we also have a measured index of the highest educationallevel attained (Table 
2). Primary respondents have reported on their entire educational career. We 

· selected the highest educationallevel completed from a maximum of nine edu­
cational programs they could have mentioned. Siblings are simply asked for 
their highest completed educationallevel. 

P arents' characteristics 
One of the pareuts is. independently interviewed on both the pareuts' cultural 
activities during the period when their child still Iived in the parental family 
(Table 2). The index of parental cultural participation is computed as the means 
of the percentile scores of these items (alpha = .84). Missing values occur since 
notall the pareuts are interviewed (only 841) and are imputed using the mean. 
In the analyses, we control whether the parents' answers have been replaced by 
using a control indicator. ' 
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Table 2: Descriptive characteristics 
Percentages (N = 1681) 

cultural porticipation age 14': 
- films 
- cultural history museum 
- artmuseum 
- theatre 
- classica! concert 
cultural participation age 30': 
- films 
- cultural history museum 
- artmuseum 
- theatre 
- classica! concert 
secondary school level: 
- lower vocational school [LBO] 
- junior general secondary school (4 years) [MAVO] 
- senior general secondary school (5 years) [HAVO] 
- pre-university secondary school (6 years) [VWO] 
arts education at secondary school 
highest attained educationallevel: 
- lower vocational school [LBO] 
- junior general secondary school (4 years) [MAVO] 
- senior general secondary school (5 years) [HAVO] 
_ .. pre-university secondary school (6 years) [VWO] 
- senior secondary vocational school [MBO] 
- higher vocational college [HBO] 
- university [WO] 
parents' characteristics (N = 841): 
c tertiary education father 
- tertiary education mother 
at least one parent regularly went to: 
- theatre 
- cultural history museum 
- art museum 
- classica! concert 
- listened to classical rousic 
- owned classica! rousic 
- owned art hooks 
birth year: 
- . . . - 1955 
- 1956-60 
- 1961-65 
- 1966-70 
- 1970-
female: 

' Last year's attendance 

89.2 
52.5 
45.5 
38.9 
17.7 

77.4 
39.3 
41.0 
54.7 
23.9 

10.1 
26.4 
46.7 
16.8 
38.8 

4.8 
6.1 

12.1 
5.0 

28.7 
32.8 
10.4 

30.6 
13.0 

66.9 
61.2 
50.1 
40.5 
79.0 
69.4 
59.7 

1.3 
11.8 
52.3 
32.4 

2.1 
60.7 
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Birthyear 
As is noted above, we need to control the birth year of the respondents because 
the age range is somewhat narrower for the primary respondents than for their 
siblings. We also need to control for the year of birth, because the sample con­
tains more students from recent than from earlier birth cohorts. This is partly 
because at the higher secondary schoollevels the arts instruction programs were 
introduced later, and probably partly because students of recent birth cohorts 
were easier totrace (both in exarnination records and through their parents). 

Sex 
We control for sex because the sample is stratified according to having taken or 
not taken arts education. It tums out that especially girls took arts education 
(Nagel et al. 1997); 61% of the respondents are female. 

Methodology 

In our analyses, we combine a study of the total family effects with a simulta­
neous assessment of the total school effects. Although conceptually related, 
these two problems are addressed in the literature by two different models. 
Sibling similarity is usually modeled by structural equation models for covari­
ances (Hauser and Mossel1985), which express the similarity within contexts. 
By contrast, here we use the approach usually applied to schoolmate similarity: · 
multi-level varianee cotüponents models (Snijders & Bosker, 1996). These 
models express the within-context similarity in anova-type varianee compo­
nents. The least complex and mostoften applied multi-level model is the hier­
archical model, which pertains to hierarchically nested contexts like students at 
school or siblings in families. Rather than being hierarchical, our design is a 
cross-classified setting: siblings are not nested within schools, nor are schools 
nested within families. This r~quires a more complicated model, which can 
only be effectively estimated using MCMC [Markov Chain Monte Carlo] esti­
mation procedures. They are implerriented in MlWin Development (MlWin, 
2002), which has been available since May 2002. 

To answer our first research question on the relative impact of farnily and 
school, we first show empty or variabie (random) intercept models. These mod­
els show how the varianee is decomposed between the grotip levels defined in 
the model and the individualleveL At this stage of the analysis, we are not con­
cemed with measured indexes. We start with models with a single context and 
ignore the longitudinal structure of the data. First we show models with only 
the family context. Then we show models with only the school context, sepa­
rately for age 14 and age 30 (cross-sectional single context models). In a sec­
ond step we estimate double context models, i.e. separately for age 14 and age 
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30, showing the effects of bath family and school context simultaneously in a 
cross-classification model. 

Ta answer the second question on the continuity of cultural consumption, 
we estimate a longitudinal model where the measures of cultural participation 
at age 14 and age 30 are regarcled as nested within individuals. The longitudi­
nal versions of the models thus treat the panel character as a distin ct hierarchi­
callevel. The longitudinal random intercept model first estimates the continu­
ityin cultural participation from age 14 to age 30. Wethen expand the model 
by adding the family and school context components. The finallongitudinal 
double context model shows the extent to which the continuity in the cultural 
career is the result of the family and school contexts. 

Lastly, to explain the contextual effects of family and school we add roea­
sured indexes. In estimating the models, we use an incremental strategy. We 
start with the random coefficient model without any measured characteristics. 
In subsequent steps, we add measured farnily and school characteristics. These 
steps nat only estimate the effects of measured characteristics, they also show 
how much of the varianee at the individual and group level should be assigned 
to measured characteristics of family and school. The measured characteristics 
will also be used to assess interactions between home culture and school, as 
implied by the third hypothesis. 

Results 

Cross-sectional context models 
According to Bourdieu's frrst hypothesis, school differences are largely confound­
ed by family differences. The question is therefore: to what extent do schools make 
a difference net of family differences? To answer this question, we compare the cul­
tural participation by siblings and schoolmates at two points in time. Table 3 pre­
sents random intercept roodels with the total varianee in cultural participation par­
titioned over the group levels and the individualleveL 

Model A and B in Table 3 represent family context roodels at age 14 and 30. 
As the variances of the dependent variables are in standardized metric and equal 
1.0, the numbers reflect the proportion of varianee to be attributed toa level, as 
well as .the respective within-class correlations (i.e. similarity within context). 
The correlation between the cultural consumption of two siblings is .381 at both 
points in time. The school context roodels C and D show that between age 14 and 
30, the correlation between schoolmates increases from .121 to .185.As these fig­
ures can also be read as proportion explained variance, our flrst impression is that 
family is far more important than school at both points in the life cycle. However, 
as they are single context models, they both overestimate the contextual variance, 
forthese contexts can be expected to be at least partly confounded. · 
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Table 3: Cultural participation at age 14 and 30 
Varianee componentsof cross-sectional random intercept roodels (N = 1681) 
MCMC-estimation 

A B c D E F 
single single single · single double double 
context context context context context context 
family family school school 
age 14 age30 age 14 age30 age 14 age30 

family .381 .381 .313 .283 
.040 .041 .039 .037 

school .121 .185 .079 .143 
.033 .041 .024 .033 

individual .620 .621 900 .850 .607 .582 
.034 .034 .033 .032 .034 .034 

Models E and F estimate cross-classified double context models, again sepa­
rately for age 14 and 30. These models simultaneously estimate the varianee 
components in the cross-classified contexts. The correlation between siblings is 
.313 at age 14 and .283 at age 30. The correlation between schoolmates increas­
es fro:tn .079 at age 14 to .143 at age 30. The figures are lower than in the sin­
gle context models, because now the overlap between the contexts is controlled. 
The models confirm the first impression that family differences are far more 
important than school differences. At both points in time, the resemblance 
between siblings is larger than between schoolmates. 

However, contrary to Boordieu's first hypothesis, school appears to make a 
substantial difference. Although the strongest resemblance is between siblings, 
schoolmates resembie each other more than a random pair of individuals. 
Moreover, if we compare the figures between both points in time, we get the 
impression that schoolgains importance from adolescence to adulthood. The 
correlation between siblirigs goes slightly down, but the correlatio~ between 
schoolmates doubles (but never reaches the level of sibling similarity). 

Longitudinal context models 
How stabie is cultural participation over time? To answer this question, we esti­
mate longitudinal random intercept roodels where the cultural participation at 
age 14 and 30 are analyzed simultaneously adding an extra level for time (Table 
4). The additional level, time, is hierarchically nested within individuals, as 
each individual is represented by culture participation indicators at two points 
in time. 
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Table 4: Cultural participation at age 14 and 30. 
Varianee components of longitudinal random intercept roodels (N = 3362) 
MCMC-estimation. 

A B c D 
longitudinal longitudinal longitudinal longitudinal 

family school double 
context context context context 

family .355 276 
.030 .027 

school .162 .119 
.035 .028 

individual .469 .112 .340 .080 
(stability) .027 .025 .024 .027 

time .533 .533 .533 .535 
(residual error) .018 .019 .018 .019 

In model A, only the time level is assessed. The individuallevel now represents 
the· over-time stability within the individual. The correlation between cultural 
pàrticipation at age 14 and 30 is .469. 

This stability is partly a result of the fact that the respondents have the same 
family and school contexts at both moments in the life course. The next mod­
els are expanded to include the family and school levels. In models B and C, 
family and school context are first added separately, and they both overestimate 
the contextual effects. In model D, family and school contextual effects are 
assessed simultaneously. The over-time varianee is now decomposed into three 
levels: family, school and the individual. A major part of the continuity in cul­
tural participation is aresult of the family and school contexts. Only 8% of the 
total varianee should be attributed to remaining individual characteristics that 
are uncorrelated with school and family, but stabie over time. If we know some­
one's family background and education, we know almast everything there is to 
know about their lifetime culture consumption. Other stabie individual attribut­
es, such as gender, cohort, intelligence or artistic abilities can only account for 
a minor part of someone's cultural participation. 

Models including measured characteristics of family and school 
In the next models, we explain family an~ school effects on cultural participation 
by introducing measured indicators. The longitudinal double context mo<l.els in 
Table 5 combine the measures of cultural participation at age 14 and 30. Model 
A shows the random intercept model, which was also presented in Table 4. 
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After cantrolling mode of interview, birth year, sex and age of report (in model 
B), in model C measured family characteristics are introduced. As is expected, 
there is a substantial rednetion in the family residual variance. However, the 
school varianee also drops sharply. In fact, not many school differences are left 
if we take parents' education and parents' cultural participation into account. 
This supports the idea- corresponding to Boordieu's theory- that school dit­
ferences are largely composition ( selection) effects, in other words that children 
of similar backgrounds are clustered together at the same secondary schools. 

Adding the level of secondary school (in model D) reduces the residual 
school varianee very sharply to an almost non-significant level. The roleof sec­
ondary school is statistically significant, but the effect is smaller than that of the 
measured indicator of cultural socialization in the parental family. The residual 
family varianee also decreases somewhat further. In other words, some of the 
sibling resemblance is a result of the fact that they have attained similar sec­
ondary schoollevels. 

Model E shows the effects of arts education. Because of our sampling 
design, in which half of the primary respondents took arts education, arts edu­
cation does not explain school variance. There is also no substantial rednetion 
in the family variance, in other words, taking secondary arts education is not 
confounded within families. The fixed effect indicates that arts education stu­
dents have more contact with culture than their schoolmates who did not take 
arts education. 

Model F introduces the highest level of education, which might overlap with 
the completed highest level of secondary school, and therefore effectively mea­
sures the additional influence of tertiary education or other post-secondary edu­
cation. lts effect is significant, and only somewhat smaller than that of sec­
ondary education. This means that a post-secondary education provides an 
effective cultural milieu in addition to that of secondary school. 

Model G tests the cultivation hypothesis. Does the effectiveness of school 
depend on family background? As is immediately clear, none of the fixed 
effects interactions are significant. The effects of school do not depend on the 
parents' cultural participation. 

Model H investigates the possible interactions between the age of report and 
the major independent variables that have significant effects on cultural partici­
pation in the previous models. The effects of parents' cultural participation, arts 
education and educationallevel are allowed to vary over time by including an 
interaction with a dummy variabie indicating observation at age 30. M~del H 
shows that the effects of parents' cultural participation, arts education and sec­
ondary: schoollevel do not vary with age. The effect of post-secondary educa­
tionallevel, by contrast, increases between age 14 and 30. In fact; the highest 
completed education doesnotmake a difference at age 14, but it does at age 30 
after the educational career has been completed. These findings support the 
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hypothesis on the increasing influence of school over the life cycle, combined 
with a rather stabie influence of family background. 

Otherwise there is no significant interaction here: the effects of parents' cul­
ture, parents' education, arts education and level of secondary school do not 
change much between age 14 and 30. This is somewhat unexpected for arts edu­
cation, since it only materialized after age 14. This means this effect should be 
primarily interpreted as a selection on qualities that already existed at age 14, and 
not as causal? Similarly, though the models described above suggest that sec­
ondary school has an independent effect on later cultural participation, this model 
suggests that most of these effects should be interpreted as caused by selection. 

Conclusions 

Like much previous research on participation in legitimate culture, we have 
found that family socialization and education both play an important role in 
producing someone's level of cultural participation. Using data in a ·longitudi­
nal double context design with information from siblings and schoolmates at an 
early and a later pointintheir life cycle, we arrive at considerably more precise 
and detailed conclusions. 

The variations in cultural participation generated by family background are 
much larger than the variations generated by education. Expressed as varianee 
components, family influences areabout three times as strong as effects of sec­
ondary school. A similar condusion holds true for the fixed effects of measured 
characteristics of family and school. These results generally confirm Boordieu's 
hypothesis of cultural reproduetion as confaunding the relation between educa­
tion and cultural participation. 

Although they are smaller than family background effects, there appear to 
be independent effects of school on cultural participation. Cultural participation 
increases with thelevel of post-secondary school education, over and above the 
effects of secondary school eduëation. Somewhat unexpectedly, we also find a 
significant and substantial independent contribution of secondary school edu­
cation. 

We only note smal! effects of arts instruction programs at secondary school. 
However, the effects of arts education are already present at age 14, prior to 
enrolment in these programs, and should consequently be attributed to self­
selection mechanisms. 

We note a great deal of consistency between retrospectively reported col­
tural behavior as an adolescent (age 14) and as an adult (around age 30). 
Interestingly, we find that almost all this stability results from the effects of 
family and school- and leaves little space for any further effects of individual 
characteristics that are stabie across the life cycle, and are not tapped by edu­
cation and family contexts. 
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Family and school effects do not vary much over the Iife cycle. Family influ­
ences are more or less stable, i.e. areabout the same at age 14 as at age 30. As for 
education, a higher level of post-secondary (mainly: tertiary) education creates 
additional varlation in cultural participation after secondary school. Por the rest, 
the educational influences are more or Iess constant between age 14 and age 30. 

While our findings are overwhelmingly in line with Bomdieu's hypothesis 
about cultural reproduction, we find no confirmation of the assumed cultivation 
effects of school and farnily: family and school independently affect cultural 
participation and do notreinforce each other's effects. 

A few qualifications need to added to some of our conclusions. Although our 
sample pertains to a nationwide selection of former secondary school students, 
this does not necessarily cover the entire Dutch school system. A small number 
of students only complete primary school, and we have not covered this poor­
ly educated group. A larger group attends post-secondary education, and we 
have shown that the differences here add to those generated by secondary 
school. Indeed, an unavoidable problem in school context roodels is that they 
cannot follow students throughout their entire educational careers. 

ABSTRACT 

Participation in legitimate culture: family and school effects from adoles­
cence to adultbood 

Ineke Nagel & Harry B.G. Ganzeboom 

This paper tests Bourdieu:s cultural reproduetion theory of participation in 
legitimate culture by comparing family and school effects on cultural partici­
pation in adolescence (age 14) and adulthood (around age 30). The data pertain 
to 1033 former students of 31 seèondary schools and their siblings, aged 
between 25 and 35, who have been interviewed retrospectively about theirpar­
ticipation in five art disciplines. With schoolmates and siblings data at our dis­
posal we use a double contextual model to analyze family and school effects at 
two moments in the life course. In general the results support Bourdieu's' cul­
tural reproduetion hypothesis. We find family background to be the main souree 
of variation in cultural participation in adolescence and adulthood alike. School 
influences increase between the two stages of the life cycle, but at age 30;they 
are still only a third as large as family influences. We find no support for 
Bomdieu's cultivation hypothesis: family and school affect cultural participa­
tion independently. Lastly, the results reveal astrong consistency between cul­
tural participation in adolescence and adulthood. Airoost all this stability is gen­
erated by farnily and school effects. 
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NOTES 

1. For two reasons, we routinely use percenttie conversionsof culture consumption indicators to 
create a multiple indicator index. First, percentile conversions downplay the weight of 
extremely a~tive partic~pan~s and increase the differences between no and some participation. 
Second, taking percentHes IS a convenient way of harmonizing the varianee of the indicators 
befare averaging them. 

2. Nagel et al. (1997) note that the effects of arts education doemerge within art disciplines an 
issue we have not investigated here. ' 
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