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Ollie Taylor (a pseudonym) is a bright eleven-year-old African American. He is growing up in a twoparent family in Boston. Although he receives considerable encouragement, love, and respect from his family, Ollie Taylor is certain that everything he attempts will fail. He is convinced that he is, in his own words, worthless. Ollie’s feelings about himself can be traced directly to his school rather than his family or his peers. In Ollie Taylor’s case, the feeling of worthlessness was significantly created by the system of tracking: the grouping, or stratifying, of students within the educational system according to their presumed academic ability.


In Ollie’s own words: The only thing that matters in my life is school, and there they think I am dumb and always will be. I’m starting to think they are right. . . . Upper tracks? Man, when do you think I see those kids? I never see them. . . . If I ever walked into one of their rooms, they’d throw me out before the teacher ever came in.


They’d say I’d only be holding them back from their learning (Psychologist Tom Cottle, quoting Ollie Taylor (pseudonym), in Persell 1990: 82).


Stories like Ollie Taylor’s are common.


His case highlights one of the problems facing the American system of education: Should children be grouped (tracked) according to their ability, allowing them to learn at their most comfortable pace, or should they be grouped simply by age, perhaps impeding the progress of fast learners and setting too quick a pace for the slow learners?


There are both positive and negative consequences to early tracking of students, a system discussed in detail later in this chapter. Ollie Taylor’s case exemplifies the negative consequences, but all is not necessarily bleak for Ollie and those like him. Ollie’s case also exemplifies the positive as well as the negative possibilities of getting an education in the United States, in general. As an African American, he is six times more likely to graduate from high school now than in 1940. After earning a high school diploma, he will be more likely to get a good job and less likely to join the ranks of the unemployed. If he completes his education, he will be more likely—though certainly not guaranteed— to earn a sufficient wage.


Unfortunately, his chances of dropping out prior to graduation are fairly high. They are considerably higher than for a White man of his age but significantly lower than for a Hispanic young man of his age. If, however, he does graduate, he will stand a better chance of avoiding the grim path of many urban Black and Hispanic male dropouts and


Education


Reviewing is as easy as 1 2 3 .


Use SociologyNow to help you make the grade on your next exam. When you are finished reading this chapter, go to the chapter review for instructions on how to make SociologyNow work for you.


many White youth as well—a path leading to unemployment and possibly drug abuse, poor health, incarceration, and death at an early age.


The education institution in the United States is capable of sending a person down two entirely different paths. One leads to the perpetuation of racial, ethnic, socioeconomic, and gender inequalities in society; the other lessens these inequalities as the individual goes on to a good job, a decent income, and relative happiness. The system of education in this country spawns both outcomes, making or breaking the life prospects of millions of students like Ollie Taylor. •••
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By 1900, compulsory education was established by law in all states, excluding a few Southern states, where Black Americans were still largely denied formal education of any kind (Higginbotham 1978). In the past, state laws in the South and West have also prohibited education for Hispanics, American Indians, and Chinese immigrants. State laws requiring attendance were generally enforced for White Americans at least through eighth grade. Completing education all the way through high school lagged considerably. In 1910, fewer than 10 percent of White eighteen-year-olds in the United States graduated from high school. High school attendance rose steadily in the following decades, but by the 1930s, less than half of the eighteen-year-olds in this country had attended high school. It was not until as recently as 1960 that the number of young adults with a diploma approached 50 percent.


Attendance in both high school and college has expanded dramatically since 1960, as shown in Figure 16.1. This figure reveals another dramatic trend—


Schooling and Society: Theories of Education


Education in a society is concerned with the systematic transmission of the society’s knowledge. This includes teaching formal knowledge such as the “three R’s”—reading, writing, and arithmetic—as well as the conveyance of morals, values, and ethics. Education prepares the young for entry into society and is thus a form of socialization. Sociologists refer to the more formal, institutionalized aspects of education as schooling.


The Rise of Education in the United States


Compulsory education is a relatively new idea. During the nineteenth century, many states had not yet passed laws requiring education for all children. Many, if not most, jobs in the mid-nineteenth century did not require education or literacy. Education was considered a luxury, available only to children of the upper classes (Cookson and Persell 1985), and was prohibited by law for Blacks, even after the Emancipation Proclamation was issued in 1863.


DEBUNKING SOCIETY’S MYTHS


Myth: To get ahead in society, all you need is an education.


Sociological perspective: Education is necessary, but not sufficient, for getting ahead in society. Success depends significantly on one’s class origins; the formal education of one’s parent or parents; and one’s race– ethnicity and gender.
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Ethnic and cultural diversity in the public high school classroom are increasingly common.


Why does an education institution exist in the first place? What does it do for society? Functionalist theory in sociology answers these questions by arguing that education accomplishes certain consequences, or functions, for a society. Among these functions are socialization, occupational training, and social control.


Socialization is brought about as the cultural heritage is passed on from one generation to the next. This heritage includes much more than “book knowledge.” It also includes moral values, ethics, politics, religious beliefs, habits, and norms—in short, the elements of culture. Schools strive to teach a variety of skills and knowledge, from history, literature, and mathematics to handcrafts and social skills, while also inculcating values such as school loyalty and punctuality. According to functionalist explanations, the importance to society of this kind of socialization explains why an education institution began and grew in society.


Occupational training is another function of education, especially in an industrialized society such as the United States. In the less complex society of the United States prior to the nineteenth century, jobs and training were passed on from father to son or, more rarely, from father or mother to daughter. A significant number of occupations and professions today are still passed on from parent to offspring, particularly among the upper classes (such as a father passing on a law practice to his son) but also among certain highly skilled occupations such as plumbers, ironworkers, and electricians, who pass on both training and union memberships.


Modern industrialized societies need a system that trains people for jobs. Most jobs today require at least a high school education, and many professions require a graduate degree.


Social control is also a function of education, although a less obvious one. Such indirect, nonobvious consequences emerging from the activities of institutions are called latent functions. Increased urbanization and immigration beginning in the late nineteenth century were accompanied by rises in crime, overcrowding, homelessness, and other urban ills. Consequently, one perceived benefit of compulsory education was that it kept young people off the streets and out of trouble. The more obvious consequence or function of education was job training. The latent function was the social control of deviant behavior. In the 1920s, educahigh school and college graduation rates have not been equal across racial groups. The high school graduation rate for Whites has increased steadily from 26 percent in 1940 to nearly 90 percent in 2003. For African Americans, the increase has been equally dramatic but only roughly parallel to the increase for Whites, from less than 9 percent in 1940 to about 85 percent in 2003.


These trends may certainly be encouraging, but high school graduations for African Americans nevertheless consistently lag behind high school graduations for Whites.


As Figure 16.1 shows, the Hispanic high school graduation rate has fallen behind both the African American and the White and Asian American rates since 1975. College graduations have shown similar trends.


The Functionalist View of Education


All known societies have some type of educational institution of some sort. In the United States, as in other industrialized societies, the education institution is large and highly formalized. In other societies, such as pastoral societies, it may consist simply of parents teaching their children how to till land and gather food. Under these circumstances, the family is both the education institution and the kinship institution.


Schooling and Society: Theories of Education ••• 425


Figure 16.1 The Expansion of Education


Data: U.S. Census Bureau. 2004 Statistical Abstract of the United States 2003. Washington, DC: U.S. Government Printing Office. For Asians and Hispanics, data not available prior to 1970.


tion also became a way to socialize new immigrants from Italy, Poland, Ireland, and other European countries, “Americanizing” them in the interest of social control (Katz 1987).


The Conflict View of Education


In contrast with functionalist theory that emphasizes how education unifies and stabilizes society, conflict theory emphasizes the disintegrative aspects of education.


Conflict theory focuses on the competition between groups for power, income, and social status, giving special attention to the prevailing importance of institutions in the conflict. One intersection of education with group and class competition is shown in the significant correlation between education and class, race, and gender. The unequal distribution of education separates groups. The higher the educational attainment of a person, the more likely that person will be middle- to upper-class, White, and male. Conflict theorists argue that educational level is a mechanism for producing and reproducing inequality in our society.


According to conflict theorists, educational level can be used as a tool for discrimination via the mechanism of credentialism, the insistence upon educational credentials for their own sake, even if the credentials bear little relationship to the intended job (Collins 1979; Marshall 1997). This device can be used by potential employers to discriminate against minorities, workingclass people, or women—that is, those who are often less educated, thus less likely to be credentialed because discriminatory practices within the educational system have limited their opportunities for educational achievement.


Although functionalists argue that jobs are becoming more technical and thus require workers with greater education, conflict theorists argue that the reverse is true—most new opportunities appearing today are in


Notice that states vary quite considerably in their school dropout rates. What is the dropout rate in your home state? Which social factors have had the greatest impact on the dropout rate there? In your opinion, why are the school dropout rates higher in some states than in others? How and in what ways does a high dropout rate hurt a state?


Source: National Center for Educational Statistics. 2004. Digest of Education Statistics. Washington, DC: U.S. Department of Education.


Website: http://nces.ed.gov/quicktables/Detail.asp?Key=1099
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categories such as assembly-line work, jobs that are becoming less complex and less technical and therefore require less traditional education or training. Nonetheless, potential employers will insist on a particular degree for the job, even though there should be little expectation that education level will affect job performance.


Education is thus used as a discriminatory barrier.


The Symbolic Interactionist View of Education


Symbolic interaction focuses on what arises from the operation of the interaction process during the schooling experience. Through interaction between student and teacher, certain expectations arise on the part of both. As a result, the teacher begins to expect or anticipate certain behaviors, good or bad, from students.


Through the operation of the expectancy effect, discussed in detail later, the expectations a teacher has for a student can create the very behavior in question. Thus, the behavior is caused by the expectation instead of being simply anticipated by it.


For example, if a White teacher expects Latino boys to perform below average on a math test relative to White students, over time the teacher may act—perhaps unwittingly—in ways that actually encourage the Latino boys to score below average on tests. The teacher might provoke increased stress among Latinos, thus increasing test anxiety, resulting in decreased performance.


Therefore, teachers’ expectations can affect actual test performance in addition to the effects of students’ aptitudes or abilities. Later we shall look at studies that show how the expectancy effect works.


Does Schooling Matter?


How much does schooling really matter? Does more schooling lead to a better job, more annual income, and greater happiness? Is the effect of more education great or small?


Effects of Education on Occupation and Income


One way sociologists measure a person’s social class or socioeconomic status (SES) is to determine the person’s level of schooling, current income, and type of occupation (see Chapter 9 on class stratification). Sociologists call these the indicators of SES. In the general population, there is a fairly strong, though not perfect, relationship between formal education and occupation.


Measuring occupations in terms of social status or prestige, we find that the higher a person’s occupational status, the more formal education he or she is likely to have received. Overall, we know that, on average, doctors, lawyers, professors, and nuclear physicists spend many more years in school than unskilled laborers such as garbage collectors and shoe shiners. This relationship is strong enough that we can often, though not always, guess a person’s approximate educational attainment just by knowing the person’s occupation. There are instances of semiskilled laborers (such as taxi drivers) with law degrees or Ph.D.s, but they are relatively rare. Also exceedingly rare is the reverse: the self-educated, selfmade individual who completed only the fourth grade and is now the CEO of a major corporation. Even then, at least one researcher (Kasarda 1999) argues that there
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Table 16.1


Sociological Theories of Education


Functionalism Conflict Theory Symbolic Interaction


Education in Fulfills certain societal needs Reflects other inequities in Emerges depending on


Society for socialization and training; society, including race, class, the character of social inter- “sorts” people in society and gender inequality, and per- action between groups according to their abilities petuates such inequalities, by in schools tracking practices for example


Schools Inculcate values needed by Are hierarchical institutions Are sites where social interthe society reflecting conflict and power action between groups (such relations in society as teachers and students) influences chances for individual and group success


Social Change Means that schools take on Threatens to put some groups Can be positive as people functions that other institutions, at continuing disadvantage develop new perceptions of such as the family, originally in the quality of education formerly stereotyped groups fulfilled


is a serious mismatch between the skills youths learn today and the skills required to enter the job market.


The connection between income (and jobs) and education is not independent of gender. Gender heavily influences the relationship between income and education.


Note from Table 16.2 that although the higher one’s education, the higher one’s (average) income, it is nonetheless true that the average income for women is less than the average income for men at each educational level. In general, throughout our society, women consistently earn less than men who are of comparable education. The data show clearly that differences persist at each level of education. This is because, in general throughout our society, the average woman earns less than a man of the same or even less education. Men with professional degrees (law, medicine, and so forth) earn a median annual income of $81,602, whereas a woman with that same education earns only $46,635, about 57 percent of what a man earns. A man with no graduate education but a college-only education earns $54,069, more than a woman with a master’s degree.


And men with some college but no degree earn more than women with bachelor’s degrees (see Table 16.2).


As we already noted, the number of conferred high school diplomas and college degrees have increased rapidly in the last thirty years. This has affected the economic value of a college education. In the past, when few people earned college degrees, college graduates were a scarce and thus valuable commodity. Because far more people earn college degrees today, a college education is no longer the same automatic ticket to success (Pedersen 1997). The French sociologist R. Boudon (1974) noted some time ago that as the level of education has risen in industrialized nations, the relative economic advantage of completing college, measured in dollars, has declined. Boudon calls this educational deflation.


He notes that it applies to all levels of education, not just college. Not only is a college degree worth less now, so is an eighth-grade (junior high) education.


Therefore, children of high school dropouts who are themselves dropouts will earn less, on average, and have a more difficult time finding a skilled job than their dropout parents did.


Effects of Social Class Background on Education and Social Mobility


Education has traditionally been viewed in the United States as the way out of poverty and low social standing —the main route to upward social mobility. The assumption has been that a person can overcome modest beginnings, which starts by staying in school.


Much sociological research has demonstrated that the effect of education upon a person’s eventual job and income depends to a great extent—though not entirely —upon the social class that the person was born into. Hence, there is no straightforward relationship between education, occupation, and income. Among White people of the upper class, including those who inherited wealth as well as professionals and high-level managers, social class origin is more important than education in determining occupation and income (Blau and Duncan 1967; Jencks et al. 1972; Taylor 1973b; Jencks et al. 1979; Bielby 1981; Cookson and Persell 1985; Persell 1990, 1977; Jencks 1993).


Class and race work together to “protect” the upper class from downward social mobility—and to block the lower classes from too much upward mobility. Education is used by the upper class to avoid downward mobility, by such means as sending their children to elite, private secondary schools. A disproportionately high number of upper-class children attend elite boarding schools and day schools, whereas working-class children are considerably underrepresented in such schools (Rendon and Hope 1996; Cookson and Persell 1985).


Among middle-class Whites, education considerably improves the chances of getting middle-class jobs, yet access to upper-class positions is more limited. Among those of lower-class origins, such as unskilled laborers or the chronically unemployed, chances are poor of


THINKING SOCIOLOGICALLY


What is the amount of (formal) education of your parents?


Do they want you to have more education than they had, about the same, or less? What do these questions suggest to you about the relationship between educational attainment and social mobility?
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Table 16.2


Median Income by Education and Gender (in dollars)


Men Women Level of (percentage (percentage schooling in category) in category)


Less than 9th grade $14,594 (6.8) $8,846 (5.9) 9th to 12th grade 19,434 (8.8) 10,330 (8.4) (no diploma) High school graduate 28,343 (30.7) 15,665 (32.9) Some college, 33,777 (17.0) 20,101 (17.5) no degree Associate degree 38,870 (7.5) 22,638 (9.3) Bachelor’s degree 49,985 (18.7) 30,973 (17.8) Master’s degree 61,960 (6.5) 40,744 (6.5) Professional degree 81,602 (2.1) 46,635 (1.0) Doctoral degree 72,642 (1.8) 52.181 (0.7)


Source: U.S. Census Bureau. 2004 Historical Income Tables–People, Table P-16.


Washington, DC: U.S. Department of Commerce,Website: www.census.gov


getting a good education as well as a prestigious job. In sum, education is affected by social class origins, and occupation (and income) is heavily influenced by education but also by social class origins. Individuals with lower-class origins are less likely to get a college education and thus are less likely to get a prestigious job. These interrelationships are summarized in Figure 16.2, which shows that social class origin affects occupation and income both directly and indirectly by way of education.


Education, Social Class, and Mobility Seen Globally


It is sometimes argued that because of its educational system, the United States has more occupational and income mobility than other countries, particularly England, Germany, and Japan. In general this is true, but not by much. Until a few years ago, students in England were required at age eleven to take an examination, called the Eleven Plus. A student’s score on this examination determined whether he or she was put on a track to prestigious universities such as Oxford or Cambridge or went directly into the labor force from high school.


Children of the upper class stood a far better chance of scoring high on this examination than did middle- or working-class children, and the average scores of women and minorities, especially Africans and East Indians, were considerably lower than those of upper-class White males.


A similar situation exists in the United States. Students from lower-class families have lower average


DEBUNKING SOCIETY’S MYTHS


Myth: Education is more important than social class in determining one’s job and income.


Sociological perspective: Although education has an effect on the job one gets and the income one earns, overall, social class origin is more important than acquired education in determining the prestige of one’s job and earned income.


scores on exams such as the Scholastic Assessment Test (SAT) and that of the American College Testing (ACT) Program. As shown in Table 16.3, there is a smooth and dramatic increase in average (mean) SAT score with higher family income, for both SAT verbal as well as math scores. In this sense, one’s SAT score is a “proxy” measure of one’s social class: Within a certain range, you can guess one’s likely SAT score from knowing only the income and social class of one’s parents! As you can see from Table 16.3, each $10,000 increase in family income is worth about 10 to 15 more points on either the SAT verbal or the SAT math tests (thus 20 to 30 points more for combined score)! This is truly ironic, since the multiple-choice SAT was originally designed back in the 1940s as an “objective” test in order to combat the pattern of children from wealthy families having an advantage for admission to college.


With lower test scores come diminished odds of getting into many colleges or universities. African Americans, Latinos, and American Indians score on the average lower than Whites, and women tend to score lower than men on the quantitative (mathematical) sections of the SAT (see Table 16.4). Asian Americans as a group have scored higher than Whites in recent years on the quantitative sections of the SAT but somewhat lower on the verbal sections. Women of any ethnic group score lower on the quantitative sections than the men of the same ethnic group (see Table 16.4). These patterns indicate that the SAT has an effect in the United States similar to that of the Eleven Plus in England, directing the futures of the young according to the results of widely administered exams.
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Table 16.3


Average SAT Scores by Family Income


SAT SAT Verbal Math Number of Average Average Family Income Students Scores Scores


<$10,000 34,890 421 443 $10,000–$20,000 70,696 442 456 $20,000–$30,000 86,414 468 474 $30,000–$40,000 101,692 487 489 $40,000–$50,000 86,637 501 503 $50,000–$60,000 89,620 509 512 $60,000–$70,000 77,020 516 519 $70,000–$80,000 72,298 522 527 $80,000–$90,000 95,656 534 540 >$100,000 152,191 557 569 No response 323,451


Source: College Board, 2001. College Board Seniors 2001: A Profile of SAT Program Test Takers. New York: The College Board.


Figure 16.2 Relationship of Social Class, Race–Ethnicity, Education, Occupation, and Income


In Germany, an examination called the Abitur is taken during the equivalent of the junior year in high school. A high score on the Abitur facilitates admission to a university; a low score inhibits getting into a university.


Low-scoring students must take two or three more years of courses and then reapply to a university if they wish to attend.


In Japan, a similar examination, given at age twelve, determines even more rigidly a child’s subsequent educational opportunities. Students who wish to continue their education at a college or university must score high enough to gain admission to prep schools. Especially high scores guarantee admission to prestigious prep schools, which are necessary for later admission to the best universities. Low scorers are virtually shut out from prep school admission and thus become ineligible for a university education. In recent years, many parents have begun to send their children to weekend “cram” seminars called jukos to prepare for this examination, adding a grueling additional regimen to the already stiff requirements of the Japanese school system. Many Japanese, including educators, are becoming concerned that the extreme competitiveness of this system and the great burden of work being put on students are brutalizing the youngsters.


Overall, the educational system in the United States appears to allow for a bit more social mobility than can be achieved in Germany, possibly England, and certainly Japan. The stratification systems in those countries and others with similar systems are more rigid, or


castelike, than in the United States. However, there is danger in concluding that the U.S. educational system permits much more social mobility. In general, the similarities tend to be more prominent than the differences.


Education and Inequality


In its original nineteenth-century conception, the educational system was to serve as a leveling force in society in the United States— the road to full equality for all citizens regardless of race, social class origin, religion, or gender. Jew and gentile, Black and White, rich and poor, male and female would learn together side by side. Through education, each would learn the ways of others and thus come to understand and respect them. Full equality for humankind was to follow.


Education has indeed reduced many inequalities in society since the turn of the twen-
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Table 16.4


Average SAT Scores by Ethnicity and Gender


SAT Verbal Mean Scores SAT Math Mean Scores


SAT Test Takers 2003 2003 2003 2003 2003 2003 Who Described Themselves as: Male Female Total Male Female Total


American Indian or Alaskan Native 482 481 482 498 467 481 Asian, Asian American, or Pacific Islander 502 498 499 583 548 565 African American or Black 433 436 435 436 419 426 Hispanic or Latino Mexican or Mexican American 460 500 455 481 445 461 Puerto Rican 460 452 456 471 437 451 Latin American, South American, Central American, or other Hispanic or Latino 467 457 461 489 451 467 White 530 528 529 551 513 531 Other 509 506 508 538 497 515


Source: College Board, 2003. College Board Seniors 2003. A Profile of SAT Program Test Takers. New York: The College Board; Website: www.collegeboard.com/about/news_info/cbsenior/yr2002/html/links.html
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Japanese students and their parents at this juko, or “cram” seminar, vow academic success at a meeting in a hotel in Tokyo over the New Year’s holiday.


tieth century. The percentage of high school graduates has risen among Whites and minorities, both male and female, as have certain types of social mobility. Despite continuing inequalities in college enrollments, comparing African Americans, Hispanics, and Whites, the enrollment of all minorities has risen overall. Furthermore, as more minorities and women attend and graduate from two- and four-year colleges, the result has been employment of more minorities in mid-level and high-level jobs. Nonetheless, very many inequalities still exist in U.S. education.


Cognitive Ability and Its Measurement


Since as long ago as classical Greece, humans have sought to measure a “mental faculty” or “intelligence.” It is now called cognitive ability—the capacity for abstract thinking. Since early in the twentieth century, educators in our society from preschools to universities have attempted to measure intelligence by means of standardized ability tests, such as the SAT, and also by the more traditional IQ (“Intelligence Quotient”) tests.


The system of education in the United States has relied heavily upon the idea that intelligence or ability or “potential” is a single, unitary trait. Cognitive ability has been gauged according to the numerical results of the standardized tests. There has been a will to reduce measurements of cognitive ability to a single number, as with IQ tests in the recent past, or perhaps to two numbers, such as the language and math scores of SAT tests.


Standardized cognitive ability tests such as the SAT or IQ tests, intended to measure ability or potential, are not the same as achievement tests, which are intended to measure what has actually been learned, in addition to ability or potential. Advanced placement (AP) exams are achievement tests taken before entering college.


The literacy rate of a country is an important index; it indicates the proportion of persons in the country who can read and write the major language of that country. Literacy rate is one type of measure of culture. Notice that on some large continents (such as Africa), literacy rate varies from country to country on the same continent. In your opinion, what social factors would cause this? What problems would this cause when the countries attempt to communicate or have diplomatic relations with one another?


*Percentage of persons age 15 and over who can read and write


Source: From UNICEF, 2003. State of the World’s Children 2003. Website: www.unicef.org/sowc03/tables/table4.html


VIEWING SOCIETY IN GLOBAL PERSPECTIVE


MAP 16.2 Literacy Around the World
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Students who score high demonstrate that they have already mastered certain material and can skip those courses in college.


Three major criticisms have been made of the use of standardized tests as measures of cognitive ability; achievement tests have been less criticized. First, cognitive ability tests tend to measure only limited ranges of abilities (such as quantitative or verbal aptitude) while ignoring other cognitive endowments such as creativity, musical abilities, spatial perception, political skill, and even athletic ability (“athleticism” as a cognitive or mental trait; Freedle 2003; Gardner 1999; Lehmann 1999; Sternberg 1988). Second, such tests possess degrees of cultural bias and also gender bias. They may perpetuate inequality between different cultural or racial groups, as well as between men and women, and also between social class strata. The tests were designed primarily by middle-class White males, and the “standardization” they strive to achieve mirrors middle-class White male populations and cultures. Many studies show that although standardized ability tests are somewhat capable of predicting future school performance for White males, a significant number of studies show less accurate forecasts for the success of minorities, especially Hispanics, African Americans, and American Indians, and they often predict school performance less accurately for women than for men (Taylor 2002, 1992a, 1981; Epps 2002; Fleming and Garcia 1998; Jencks and Phillips 1998; Pennock-Roman 1994; Young 1994; Crouse and Trusheim 1988; Jensen 1980). In other words, the predictive validity of the tests—the extent to which the tests accurately predict later college grades—is compromised for minorities, women, and persons of working-class origins.


The third criticism of SAT tests is that their predictive validity even for Whites is not particularly impressive.


For example, SAT scores are only modestly accurate predictors of college grades for White persons (Flemming and Garcia 1998; Manning and Jackson 1984). Grade point average in high school (and class rank as well) is also only a modestly accurate predictor of success in college. High school grades are about as accurate as the SATs in predicting college grades— which is to say, not very accurate.


Ability and Diversity


As already noted, average scores on cognitive ability tests such as the SAT differ by racial–ethnic group, social class, and gender. Overall, Whites score higher on average than minorities; men score higher than women, especially on the math portion; and, in general, the higher a person’s social class, the higher the test score.


The differences between groups are regarded by experts as primarily environmental in origin, reflecting group differences in years of parental education, social class status, childhood socialization, language, nutrition, and cultural advantages received in the home and during youth. There is no evidence whatsoever that
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winning athletic programs. Many worry that Black athletes are exploited by athletics, while others see athletics as providing educational opportunities that might not ever be available to some.


Differences also seem to exist in the academic performance of women and men who are student athletes. If you were the athletic director at your campus, what evidence would you cite regarding the connection of academic performance and athletics?


Taking Action


Go to the Taking Action Exercise on the companion website—at http://sociology .wadsworth.com/andersen_taylor4e/— to learn more about an organization that addresses this topic. •••


Does participation in school athletics affect academic performance?


The stereotype of “jocks” would say so, although many point out that athletic accomplishment enhances academic performance because it can boost selfesteem and provide encouragement from coaches and teammates. Still, many are concerned about low graduation rates, particularly in the most


TAKING ON SOCIAL ISSUES


Athletes and Academics


© The New Yorker Collection 1991 Mike Twohy from cartoonbank.com. All Rights Reserved.


such between-group differences are in any way genetically inherited. Certain within-group differences may reflect genetic differences among individuals within the


same racial or ethnic group, social class, or gender. But even the within-group effect of genes is estimated to be much smaller than the within-group effect of social environment. That is, the effects of social environment are greater than the effect of genes, even though genes do have some effect (Taylor 2002, 1992a, 1980; Jang et al. 1996; Chipuer et al. 1990; Gould 1981; Goldberger 1979; Kamin 1974).


Gender mixes with class in the results of ability tests just as race mixes with class. In the vast majority of societies known to anthropologists and sociologists, including the United States, women have been forced to occupy lower social and economic status than men.


Some female-to-male differences in standardized tests are attributable to this status ranking, but the differences are not completely one-sided. Men have tended to score higher in numerical reasoning, spatial perception, and mechanical aptitude, but women have tended to score higher in perception of detail, memory, and certain verbal skills. These trends reflect differences in the childhood socialization of boys and girls as well as differences in societal expectations pertaining to men and women. The tradeoff, however, is not an even one, because our society tends to assign more value to the abilities at which men excel, such as numerical reasoning.


Both women and minorities have been catching up to men on the math part of the SATs in the last few years. The change, coinciding with some social gains on the part of minorities and women over last decade or two, tends to discredit the traditional belief that women, Blacks, and Latinos on average have less mathematical ability than White men. This belief has been used in the past to support the argument that women, as well as minorities, are less fit than men to perform high-level executive jobs that require analytical reasoning and number crunching.


The “Cognitive Elite” and The Bell Curve Debate


A few years ago, a book titled The Bell Curve was published and caused a major stir among educators, lawmakers, teachers, public officials, policymakers, and the general public. In this book, which contains analyses of great masses of data, authors Richard J. Herrnstein and Charles Murray (1994) argue that not only does the distribution of intelligence in the general population closely approximate a bell-shaped curve (called the normal distribution), but also that there is one basic, fundamental kind of intelligence, not several independent kinds of intelligences, that predict how well an individual will do in school and on the job, thus predicting how successful or not a person will be in society.


Herrnstein and Murray estimate that intelligence is about 70 percent genetically heritable and only 30 percent the result of social environment. How do they arrive at such a figure? They arrived at the figure by reviewing studies of pairs of identical twins separated early in life for one reason or another and then raised apart. The idea is that because identical twins (as opposed to fraternal twins) are genetic clones (exact genetic duplicates) of each other, any similarities that remain between them after their separation must necessarily be the result of their identical genes, not similarities in their social or educational environments. The authors argue that the similarity in intelligence between separated twins is about 70 percent.


Critics, however, point out that some identical twins in the studies cited by Herrnstein and Murray were more separated than others. That is, some were not very separated at all, whereas some were separated for longer periods in their lives and thus had fewer similarities in their social and educational environments. When this is taken into account, it is seen that those twins who were more separated (who attended different schools or were raised in different socioeconomic circumstances) were also less similar in intelligence. In general,


the more separated the twins were, the less similar they were in intelligence. This shows the effect of their differing social environments over the effect of their identical genes. Some studies show that the similarity in intelligence among truly separated identical twins is only about 50 percent (Chipuer et al. 1990); other studies show it is as low as 30 to 40 percent (Taylor 2003, 2002, 1992a, 1980; Kamin 1974; Jencks et al. 1972).


Another point made by The Bell Curve authors is that because intelligence is primarily inherited, and different social classes differ on average in intelligence (with the lower classes having less intelligence), then it follows that the lower classes are on average less endowed with genes for high intelligence, and the upper classes are relatively more endowed with genes for high intelligence. Thus, they reason that the upper- and upper-middle classes constitute a genetically based


cognitive elite in the United States, consisting of people with high IQs, high incomes, and prestigious jobs. The


DEBUNKING SOCIETY’S MYTHS


Myth: Intelligence is mostly determined by genetic inheritance.


Sociological perspective: Intelligence is a complex concept, not easily measured by any one thing and— according to recent research—likely shaped as much by environmental factors as by genetic endowment.
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authors strongly imply, but do not state outright, that any two groups presumed to differ in average intelligence, such as Blacks versus Whites or Latinos versus Whites, and any other such minority versus dominant comparison, may differ in genes for intelligence. They imply further that because men and women differ in certain kinds of intelligence (citing the presumed male superiority in math intelligence), they must also differ in genes for this kind of intelligence, and women have less.


The problems with this cognitive-elite argument, largely ignored by the authors, are as follows: 1. Their conclusions tend to ignore the vast number of studies, some of which were discussed earlier, that show that intelligence tests and standardized ability tests are not as accurate a measure of intelligence or cognitive ability of minorities as of Whites, of women as of men, and of individuals of lower socioeconomic status as of individuals of higher status.


2. Their conclusions presume that intelligence is strongly genetically heritable, whereas there is convincing evidence, already noted, that even for Whites the relative contribution of environment may be greater than the relative contribution of genes, even though intelligence is probably the result of some combination of genes and environment.


3. They base a between-group conclusion on a withingroup estimate of genetic heritability. Thus, they base their conclusions on women versus men, minority versus White, and lower class versus upper class on heritability results attained on White men.


The authors ignore a vast scientific literature detailing why one cannot draw conclusions about between-group genetic differences from withingroup results (Fischer et al. 1996; Lewontin 1996; 1970; Hauser et al. 1995; Kamin 1995; Taylor 1995, 1992a, 1980; Gould 1994, 1981).


Tracking and Labeling Effects


Over half of America’s secondary schools and elementary schools currently use some kind of tracking (also called ability grouping), separating students according to some measure of cognitive ability (Lucas 1999; Oakes and Lipton 1996; Maldonado and Willie 1996; Oakes 1985). Tracking has been in place for more than seventy years. Starting as early as first grade, children are divided into high-track, middle-track, and lower-track groups. In high school, the high-track students take college preparatory courses in calculus and read Shakespeare.


The middle-track students take courses in business administration and typing. The lower-track students take vocational courses in auto mechanics, metal shop, and cooking. While this kind of tracking is now on the decline in the United States, it is still with us in many schools (Hallinan 2003; Lucas 1999; Oakes 1990, 1985).


The basic idea behind tracking is that students will get a better education and be better prepared for life after high school if they are grouped early according to cognitive ability. Tracking is supposed to benefit the gifted, the slow learners, and everyone in the middle.


Theoretically, students in all tracks learn faster because the curriculum is tailored to their level of ability and the teacher can concentrate on smaller, more homogenous groups.


The opposite argument is given by advocates of detracking.


The detracking movement is based on the belief that mixing up students of varying cognitive abilities is more beneficial to students than tracking, especially by the time students get to junior high and high school.


Students of high and low ability can thus learn from each other. The high-ability students are not seen as “held back” by students with less ability but as enriched by their presence. Finally, advocates of detracking point out that students in the lower tracks get less teacher attention and simply learn less. They are thus, in effect, penalized for being in the lower tracks. The idea is mix, do not match.


Which approach is better? Most researchers and educators who have studied tracking in detail agree that not all students should be mixed together in the same classes. The differences between students can be too great and their needs too dissimilar. Yet some degree of tracking has always had advocates, based on its presumed benefits for all students.


This presumption is under attack. One consistent finding from research on tracking is that students in the higher tracks receive positive effects but that the lower-track students suffer negative effects (Lucas 1999; Owens 1998; Rendon and Hope 1996; Cardenas 1996; Perez 1996; Oakes and Lipton 1996; Oakes 1990, 1985; Gamoran and Mare 1989; Gamoran 1972; Braddock 1988).


First of all, students in the lower tracks learn less because they are, simply, taught less. They are asked to read less and do less homework. High-track students are taught more. Furthermore, they are consistently rewarded for their academic abilities by teachers and administrators. As a result, they find school to be more enjoyable; they have better attendance; and they have higher educational and occupational aspirations. In turn, these advantages increase their academic performance in the classroom and on exams. In contrast, students in the lower tracks are expected to do less well and, as a result, find school relatively less enjoyable, have lower rates of attendance, and lower educational and occupational aspirations. Consequently, their in-class academic performance is less (Hallinan 2003; Owens 1998; Gamoran and Mare 1989; Braddock 1988). One study found that students assigned to low
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tracks in the eighth grade performed significantly less well in the tenth grade than students who had the same


eighth grade test scores and social class background but went to untracked schools (Slavin 1993).


Both high- and low-track students are subject to labeling effect: Once a student is assigned to a particular track and is thereby labeled, the label has a tendency to stick, whether or not it is accurate. Once a student is labeled “gifted” or “high ability,” other people—students, teachers, administrators—tend to react in accordance with that label. One is regarded as smart and high achieving. Students labeled “slow” or “low ability” encounter a negative reaction from the same people, including the expectation of low achievement. Even when a student is transferred from one track into another— for example, from a lower track to a higher one as the


THINKING SOCIOLOGICALLY


As far as you know, were you in a tracked elementary school? What were the tracks? Describe them. Did you get the impression that teachers devoted different amounts of time to students in different tracks? Did teachers “look down” on those in the lower tracks? What about the students —did they treat some tracks as “better” or “worse” than others (were they perceived as differing in prestige)?


Based on your recollections, what does this tell you about tracking and social class?


result of a recent cognitive ability test—the prior perceptions tend to persist. Teachers and students still think of the youngster as “lower track,” and even the recently promoted student may retain the self-perception developed in response to the prior track assignment. It should be noted that getting assigned from a lower to a higher track is more difficult than being downwardly mobile from a higher track to a lower one.


Who gets assigned to which tracks? Research shows that track assignment is not based solely on performance in cognitive ability tests. Social class and race are involved.


Students with the same test scores often get assigned to different tracks because of differences in their social class and race. Few administrators or teachers consciously and deliberately assign students to tracks based on these criteria, but it occurs nevertheless. Researchers have consistently found that when following two students with identical scores on cognitive ability tests, the student of higher social class status is more likely than the student of lower social class status to get assigned to the higher track.


Teacher Expectancy Effect


Similar to the labeling effect of tracking is the teacher expectancy effect, which is the effect of teacher expectations on a student’s performance, independent of the student’s ability. What the teacher expects students to do affects what they will actually do. The expectations
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to tracks more on the basis of their social class and their race–ethnicity than their abilities. Furthermore, women were being unfairly kept from the science tracks or curricula, not on the basis of their math or science ability but because of their gender. They were also being kept from vocational curricula containing the likes of woodworking or auto shop.


Many schools have argued that they have been phasing out tracking for the last twenty years or more, but a system of stratifying students still remains—in the guise of Advance Placement programs (tracks), honors tracks, gifted and talented tracks, and other such strata. Yet the disproportionate absence of Blacks and Hispanics from such strata, as well as the relative absence of women from the math and science strata, suggests that the older system of tracking, in effect, continues.


Lucas further demonstrates how earlier reliance on the concept of “intelligence” and the use of intelligence quotient (IQ) tests has been replaced with other, yet very similar, forms of standardized testing, such as the Preliminary Scholastic Assessment Test (PSAT), Scholastic Assessment Test (SAT), and American College Test (ACT), and other such tests that only serve to rigidify this newer system of academic stratification. He argues that Americans must extricate schools from perpetuating these inequalities and only frank and forwardlooking discussion of curriculum reform and other issues will accomplish this.


Source: Lucas, Samuel R. 1999. Tracking Inequality: Stratification and Mobility in American High Schools.


New York: Teachers College Press. •••


In a detailed quantitative analysis, sociological researcher Samuel R. Lucas argues that ability tracking in high schools in the United States is alive and well. It is a system of stratifying students, presumably according to their academic abilities, which was to have been largely phased out twenty or thirty years ago but has returned in somewhat different forms. It is simply old wine in a new bottle. From the 1940s through the 1970s and early 1980s, most high schools in the United States had roughly three tracks, or ability groupings, based presumably on scores on cognitive ability tests: the collegebound track, a middle general education track, and a vocational track. Some schools allowed students some say about which track they were to be in, and some did not. It became evident that students were being assigned


UNDERSTANDING DIVERSITY


Is Ability Tracking Still Around?


a teacher has for a student’s performance can dramatically influence how much the student learns.


Insights into the teacher expectancy effect come from symbolic interactionist theory. In a classic study that demonstrates this effect, Robert Rosenthal and Lenore Jacobson (1968) told teachers of several grades in an elementary school that certain children in their class were academic “spurters” who would increase their performance that year. The rest of the students were called “nonspurters.” The researchers selected the “spurters” list completely at random, unbeknownst to the teachers.


The distinction had no relation at all to an ability test the children took early in the school year, although the teachers were told (falsely) that it did. At the end of the school year, it was found that all students improved somewhat on the achievement test, yet those labeled spurters made greater gains than those designated nonspurters, especially among first and second graders.


This experiment isolates the effect of the label because it is the only difference that distinguishes a randomly selected group. Variations of this clever and revealing study have been conducted many times over, and the results are generally similar despite the fact that the original study by Rosenthal and Jacobson was criticized.


How are expectations converted into performance?


By the powerful mechanism of the self-fulfilling prophecy,


in which merely applying a label has the effect of justifying the label (Cardenas 1996; Darley and Fazio 1980; see Figure 16.3). Recall the quote from early sociologist W. I. Thomas in Chapter 7 : “If men [sic] define situations as real, they are real in their consequences” (Thomas 1928: 572). If a student is defined as a certain type, the student becomes that type. The process unfolds in stages. First, a teacher is told that a student merits a label such as “spurter.” Perhaps the designation originates with administrators or comes from the scoring key of a standardized exam. The teacher’s perception of the student is then colored by the label. A student labeled a spurter may be coaxed and praised more often than nonspurters. The student then reacts to the teacher’s behavior. Students expected to perform well and encouraged to excel, perform better in class and on exams than other students. Finally, the original prophecy fulfills itself. The teacher observes the behavior of the student, notes the increase in performance, and concludes that the designation “spurter” is affirmed because the so-called spurters perform better by objective measures than the nonspurters. Further praise and encouragement follows. Teachers unaware of the overall effect will not realize that the label itself produced part of the greater performance of the spurters. The entire process tends to work in a similar manner but in opposite direction, if the student is initially labeled “slow” or “non-spurter” (Lucas 1999; Rendon and Hope 1996; Cardenas 1996; Perez 1996; Hallinan 2003, 1994; Gamoran 1972). The self-fulfilling prophecy is diagramed in Figure 16.3.


Schooling and Gender


Teachers hold different expectations about girls and boys in school, and it therefore comes as no surprise that the gender of the student affects teacher expectations, which affect teachers’ actual behaviors, which in turn affect the performance of these children. Tracking, particularly in high school, is significantly dependent upon gender. For example, there is a far greater proportion of young men in the science and math tracks than young women. Throughout schooling, from preschool to graduate or professional school, women are discriminated against in ways that men are not. This consistent and long-term differential treatment has had profound
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Figure 16.3 The Self-Fulfilling Prophecy


Source: Adapted from Taylor, Shelley E., Letitia Ann Peplau, and David O. Sears. 2003. Social Psychology, 11th ed. Englewood Cliffs, NJ: Prentice Hall.


consequences. Girls and boys start out in school roughly equal in skills and confidence, but by the end of high school, gender differences appear in some areas, especially advanced math and science. What happens in between has been documented in a comprehensive report commissioned by the American Association of University Women (AAUW) that summarizes the results of more than 1000 publications and studies.


This extensive research shows the following with regard to schooling and gender (American Association of University Women 1998).


1. In general, teachers—women as well as men teachers—pay less attention to girls and women. In elementary school, as well as high school, teachers direct more interaction to boys than to girls.


As a result, boys tend to talk more in class, and teachers interact with them more. The difference is particularly notable in math and science classes.


2. On national tests of reading and writing, girls perform equally to boys. But on advanced mathematics and some science tests, differences emerge.


The most dramatic gender differences appear on tests with the highest stakes—on the quantitative sections of tests like the Preliminary Scholastic Assessment Test (PSAT), Scholastic Assessment Test (SAT), and Advanced Placement (AP) tests.


Researchers explain this as the result of several factors, including course-taking patterns and bias in the tests. With regard to course-taking, young men and women tend to take the same number of math and science courses, but what they take differs substantially. In science, girls are more likely to take biology and chemistry; boys, physics. Girls also tend to end their math studies after a second algebra course; boys are more likely to take trigonometry and calculus, thus giving them an advantage on higher-level math skills (American Association of University Women 1998).


3. Some standardized math and science tests still retain gender bias, despite twenty years or more of effort to weed out gender bias by education specialists and testing organizations such as the Educational Testing Service, manufacturer of the SATs. Bias is especially prevalent in mathematical word problems. Certain problems are gendertyped in the sense that they employ words and concepts more familiar to men than women. For example, an SAT word-math question built on the concept of volume may ask the student to calculate the volume of oil in an automobile crankcase.


The same question could be asked about the volume of a household article, such as a pot on a stove. The question would be the same, but the testing results would likely be different because women (because of gender socialization) are less likely to be able to visualize a car crankcase and will therefore be less comfortable with the question.


The phrasing of the question is thus gendertyped.


Women tend to score higher on word-math questions of this type when gender typing is neutralized, even though the revised question may be conceptually identical. Subtle bias of this sort is a fixture on the actual SAT exams (Chipman 1991; American Association of University Women 1998).


4. Standardized tests in math tend to underpredict women’s actual grades in mathematics. Women tend to do somewhat better in math courses than their test scores would predict.


5. Teachers tend to treat Black women and White women differently. This is particularly true of Black and White girls during the elementary school years. Teachers tend to rebuff Black girls and interact more with White girls. The trend appears, surprisingly, to be independent of the teacher’s own race; namely, Black teachers tend to interact more with White girls, just as do White teachers.


6. Many textbooks still tend to either ignore women or stereotype them. In this respect, textbooks are gender-role socializers. In elementary school texts,
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Women outnumber men in this high school science class, which is the exception rather than the rule, according to the most recent studies.


male characters greatly outnumber female characters.


Boys are portrayed as building things, being clever, and leading others. Girls tend to be shown performing dull tasks and following boys. Even to this day, men are routinely presented as doctors, lawyers, and businesspeople; women as homemakers, librarians, and nurses. There is evidence that such gender typing is decreasing, but the decrease began only very recently, and it has not been eliminated.


7. As girls and boys approach adolescence, their self-esteem tends to drop, with the erosion of selfesteem occurring more quickly among girls than boys. This trend has been noticed in many studies of the social psychology of young men and women.


The trend is further exacerbated by the discrimination against women in the classroom, gender bias in standardized tests, and stereotyped presentations of women in presumably authoritative textbooks.


Stereotype Threat Effect


As has already been noted in Chapters 11 and 12, racial and gender stereotypes can affect behavior. To what extent can a negative stereotype one has about one’s self affect one’s own behavior and academic performance?


As with the self-fulfilling prophecy, to what extent do minorities and women internalize negative stereotypes about themselves and thus show such effects via their behavior and academic performance?


An answer has recently been provided by the research of Claude M. Steele and associates (Steele 1999, 1997, 1992; Steele and Aronson 1995; Aronson et al.


2002; McIntyre 2001; Brown and Josephs 1999). They note that two common stereotypes exist in the United States. First, because on average Blacks perform less well than Whites on tests of math and verbal ability, Blacks must have, or so it is believed, some inherent deficiency in math and verbal abilities relative to Whites.


Second, because women perform less well than men on tests of math ability, women must therefore have some inherent deficiency in math ability.


To the extent that Black students in high school or college may believe (internalize) such stereotypes, they may perform less well on a test if they are told that “this is a genuine test of your true ability.” This can activate


the stereotype in the mind of the person so informed and thus increase test anxiety, with the result of lowered test performance. White students who are also told this would be less likely to have the stereotype activated (because the stereotype is not about Whites), and thus be less likely to have their test performances lowered— they would be less threatened by the stereotype.
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searchers used focus groups of juniors and seniors at a major state university, supplementing the student data with several focus groups of Black parents whose children were attending college or considering application. The moderator for all the groups was also African American.


The resulting book, The Agony of Education (1996), provides a rich analysis of the experience of Black students on White campuses. The students and their parents describe the importance of education within the Black community but also report at length about “the Whiteness of university settings.” The students describe being treated as intruders on campus, while White students deny that racism exists. The students describe in poignant detail the stereotyping and discrimination they experience, as well as some of the positive changes that create a more welcoming environment. Throughout the book, Feagin, Vera, and Nikitah use their sociological perspective to understand the students’ and parents’ experiences and to make recommendations for change.


Questions to Consider


1. Is your campus predominantly White?


2. Are you a minority person? What proportion of students at your campus are minority? Keywords: Black students on White campuses


3. Regardless of what ethnicity you are, do you feel you are the recipient of negative stereotyping, by ethnicity and/or gender, on your campus?


Keywords: racism in education


We have included InfoTrac College Edition keywords at the end of each question to make it easier for you to find more to read on these topics. Go to


www.infotrac-college.com, an online library, to begin your search.


Source: Feagin, Joe, Hernán Vera, and Imani Nikitah. 1996.


The Agony of Education. New York: Routledge. •••


What is the experience of African American college students attending school on predominantly White campuses? This question is, according to sociologists Joe Feagin, Hernán Vera, and Imani Nikitah, clouded with misunderstanding.


Because of the many misconceptions that define Black students’ experiences, Feagin, Vera, and Nikitah wanted to get firsthand information about the experiences of Black students on White campuses. To do so, they used randomly selected focus groups, a method whereby several people participate in a collective interview conducted by the researchers. Instead of just answering questionnaires or answering interview questions singly, participants in focus groups are able to interact with each other, sometimes discussing particular issues at length and responding to each other’s experiences. This method can bring more nuance and subtlety to the data being collected. This team of re-


DOING SOCIOLOGICAL RESEARCH


The Agony of Education


Results show that this is just what happens. Figure 16.4 shows the results for a test of verbal ability based on the GRE (Graduate Record Examination), a test similar to the SAT for college students who contemplate graduate education.


Black college students who are simply told that the test is a “genuine” test of their true verbal ability (the diagnostic condition) perform less well than Whites who are also told the same thing—even though the Whites and Blacks compared


start out equal in their average test scores. This is the stereotype threat effect. If the groups of both Blacks and Whites are told nothing (the nondiagnostic condition), then they perform about the same on the test. Note that nothing is said to the students about Black and White test performance specifically, only that the test was designed to be a “genuine” test of verbal ability.


Stereotype threat appears to operate in the same way with regard to the presumed female–male difference in math ability test performance. As Figure 16.4 shows, when a group of both women and men are told that the math test being given to them is a “genuine” test of their true math ability (the diagnostic condition), the women do much worse than the men. If a group of women and men are told nothing (the nondiagnostic condition), the women and men perform about the same. Other studies also find that merely checking a box on a form indicating “female,” such women score lower on math ability tests than women who check no such box (McIntyre et al. 2001; Brown and Josephs 1999).


These results suggest that stereotype threat, as reflected on standardized test performance, might operate for a woman–man comparison in a similar manner as with a Black–White comparison. It suggests that at least part of the long-believed female deficit in math ability may stem simply from what they are told before they take the test and less from inherent differences between women and men in math ability.


Recent evidence shows that an internalized positive


stereotype can increase test performance. Our culture contains the stereotype that Asians will perform better than anyone else on a cognitive mathematics test, such as the math SAT. Hence, if the stereotype threat principle works, then Asian Americans, when “primed” about their ethnic identity (for example, being required to check off a box identifying themselves as Asian American to the test givers who never actually see them), should get a somewhat higher score than Asians not so “primed.” This is precisely what happened in a study by Shih et al. (1999).


We do not know what the result would have been if Asian women had to simultaneously indicate both their ethnicity and their gender. Checking “Asian” would tend to push the test score up, but checking “female” would tend to push it down. Perhaps their score would end up somewhere in between. Preliminary findings in a study by Lau (2002; Lau and Taylor 2003) do show such results for Asian women checking both “female” and “Asian.” Studies such as these not only offer convincing evidence that self-stereotypes can affect test performance, but also that the effect can be negative (score decrease—by activating a negative stereotype) as well as positive (score increase—by activating a positive stereotype).


School Reform


School reform is an ongoing theme in the history of education in the United States. Currently, new challenges face the institution of education. Increasing diversity in the population, economic competition with other nations, inequalities plaguing the schools, and fiscal constraints also pose challenges for those who want a strong system of education in the nation. How should


THINKING SOCIOLOGICALLY


What are some stereotypes of different racial–ethnic, gender, and class groups in your school or college? How does the concept of stereotype threat explain the educational experiences of each group? What evidence of the expectancy effect do you see in thinking about the success of different groups?
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Figure 16.4 Stereotype Threat, Race, and Test Performance


Source: Adapted from Steele, Claude M., and Joshua Aronson. 1995. “Stereotype Vulnerability and African American Intellectual Performance.” In Readings About the Social Animal, 7th ed., Eliot Aronson (ed.), pp. 409–421; Steele, Claude M. 1999. “Thin Ice: Stereotype Threat and Black College Students.” The Atlantic Monthly (August): 44–54; and Aronson, Joshua, Carrie B. Fried, and Catherine Good. 2002. “Reducing the Effects of Stereotype Threat on African American College Students by Shaping Theories of Intelligence.” Journal of Experimental Social Psychology 38: 113–125.


the nation respond to these challenges? Many solutions are debated, and new methods of organizing and delivering education are being developed. Here we examine some of these changes and challenges.


Reducing Unequal Funding


One persistent issue for reform in education is the problem of unequal funding for different school districts within the same city, urban versus suburban schools, public versus private schools, and even greatly differing funding for education across different states within the United States. Some states, such as Connecticut, Minnesota, Alaska, and New York, spend considerably more per pupil on education than states such as Tennessee, Mississippi, or Louisiana.


Major differences in funding often occur between school districts within the same state. School districts are funded primarily through property taxes. Because wealthier school districts contain more expensive real estate, such districts receive more funding. This constitutes an inequity among the school districts. Many aspects of public education depend upon funding, such as textbooks, the availability of computers, smaller class sizes, laboratory equipment, and teacher salaries.


Gross inequities in funding translate into inequalities in such necessities. As a consequence, the quality of education, to the extent that such is determined through funding, varies widely from district to district. As racial and ethnic minorities continue to migrate to American cities, schools are now re-segregating with levels of segregation now higher than in the mid-1980s (Frankenberg and Lee 2002).


A proposed alternative to combating the new racial– ethnic resegregation of urban schools is the voucher system in education. Vouchers are essentially individual scholarships given to parents that can be used to defray the cost of a child’s tuition at any school—public, private, or parochial—with the stipulation that the voucher is not awarded on the basis of religious criteria. The plan draws from public tax funds to pay part or all of the cost of schooling for their children. The voucher system, however, has fallen under legal attack in a number of communities, on the grounds that giving vouchers to attend parochial (religious) schools may threaten the doctrine of separation of church and state as guaranteed by the U.S. Constitution (Meeks et al. 2000).


Back-to-Basics, Charter Schools, and Multiculturalism


During the 1980s and 1990s, two educational reform movements became prominent. One movement stresses a return to a traditional curriculum delivered with traditional methods. The other movement stresses multiculturalism.


The two movements are not in opposition but can be complementary (Orfield and Kornhaber 2001; Meeks et al. 2000; Gates 1993).


The back-to-basics movement emerged from the dissatisfaction that professional educators felt about declining student discipline, rising functional illiteracy, and teacher incompetence in elementary and high school, all detailed in a widely read 1983 report called A Nation at Risk, released by the American Commission for Excellence in Education. In that report, the blame was
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become the most successful and widespread teacher-recruitment effort for needy communities in the history of the country. The heart of the idea was to train young persons who, like herself, were excited about being trained as teachers in poor, rural as well as urban communities.


She obtained foundation grants to set up the first teacher training institute.


The success of this new venture was overwhelming: Over 2500 applications were received from which she and the new organization selected 500 recruits to attend the new training institute. By the year 2000, over 5000 newly trained teachers had completed two years in classrooms in schools all over the United States. Now, at any given time, there are approximately 1000 corps members on the job in the classroom in the United States. As testimony to the ultimate success and practicality of the program, several thousand graduates of the program have continued in the teaching profession or have become administrators and lawyers in disadvantaged communities. Teach for America has truly been a force of social change in society—and it shows what a dedicated person with just an idea can do.


•••


Back in 1986, Wendy Kopp was a college senior with an idea, which she wrote up as her senior thesis paper.


She wanted to make the world a better place by creating an ethnically diverse corps of dedicated, energetic new teachers who would go out into the poorer communities across the United States and teach children who were at risk of failing.


She was told that the idea would never work, that it was too idealistic and impractical. Even her own senior thesis faculty advisor tried to talk her out of it! But she persisted. Naming her new organization Teach for America (of which she is president), it has now


FORCES OF SOCIAL CHANGE


Teach for America


placed on the education system and the curricula, not upon the students. Many schools have therefore been led to place greater emphasis upon the three R’s: reading, writing, and arithmetic. Freedom to choose from a variety of elective courses has been somewhat reduced.


Discipline has been increased in some elementary, junior high, and high schools. There is also a push for stiffer standards in grading. This has carried over to colleges and universities, where “grade inflation” has come under recent attack. Grade inflation occurs when an excessive number of high grades are given or when the average grade for a course edges up from the unadmired C level toward the B level once reserved for aboveaverage performance.


Many elementary schools have discontinued the practice of “social promotion” (passing students from one grade to the next regardless of their performance or grades) and have returned to the old practice of requiring students to repeat a year if their performance was unsatisfactory. In addition, many states now require teachers themselves to attain a minimum score on a standardized test called the National Teacher Examination (NTE), produced by the Educational Testing Service (ETS) of Princeton, New Jersey. Finally, the U.S.


Department of Education has in the past several years advocated a national program in competency testing for high school seniors.


The multiculturalism movement is more recent than the back-to-basics movement and has made considerable progress to date. Its main goal is to introduce more courses and educational materials into school curricula on different cultures, subcultures, and social groups.


Thus, programs such as African American Studies, Hispanic or Latino Studies, Jewish Studies, Caribbean Studies, Women’s Studies, and Gay and Lesbian Studies have made their way into elementary, high school, or college curricula. The driving principle behind this movement is the belief that traditional curricula tend to stereotype women, minorities, lesbians and gays, and working-class persons, thereby giving an inaccurate picture of these groups and of society.


Multiculturalism in lower grades is supported by African American and Ethnic Studies Programs on college campuses. Established in the late 1960s and early 1970s, some of these programs have been dissolved, but others have thrived, establishing these areas as legitimate fields of academic inquiry. Women’s Studies programs have similarly battled and won, and they have now established their institutional legitimacy on many college campuses. Currently, there are more than five-hundred Women’s Studies programs across the country. More recently, Latino Studies and Gay and Lesbian Studies have entered the college curricula.


The multiculturalism movement has followed on this success with initiatives to make courses in these programs standard requirements for graduation at many schools.


The current interest in the establishment of charter schools in some U.S. cities reflects the trend toward.


In charter schools, public taxes remain the financier of the school but the responsibility for the running of the school and making policy decisions is delegated to the private sector. In this respect, the movement toward charter schools is a form of privatization. They are thus owned and managed by a private entity rather than by a traditional school board. They are chartered to produce noticeable achievement gains, with state and federal funding based on results. They are tuition-free (Meeks et al. 2000).


Home Schooling


Parental dissatisfaction with public schooling has within the last ten to fifteen years led to increasing interest in home schooling— parents and tutors educating their own children in the elementary years and junior high school years. Home schooling is seen as an alternative not only to traditional public schools, but as an alternative to what some parents perceive as overburdened schools. Some home school their children for religious reasons, trying to avoid the secularism of the schools and teaching their children academic skills and religious beliefs.


Some estimate that over a million students are home-schooled each year (Cloud and Morse 2004). There are both advantages and disadvantages to home schooling. Among
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The multicultural classroom is one place where youth can learn about cultures other than their own.


the advantages are that parents, and tutors, can spend considerable time teaching one on one, a situation rarely possible in traditional public schools. As a result, so it is argued, home schooling accelerates the student, who thus ends up ahead of where she or he would have otherwise been in a public school. A recent study claims that home schooled students at the high school level, on the average, outscore students in traditional high schools on the SATs by about 80 points (out of a maximum of 1600). Even William Bennett, former U.S. Secretary of Education, is an advocate of home schooling.


Home schooling has its downside. For example, there is no overarching organization—no leader, no ideology—to guide the home schooling movement.


Another disadvantage is that some parents and tutors often leave glaring gaps in the child’s knowledge of certain subjects, while still other subjects are over-taught.


For example, one home schooled 17-year-old could handle high school level calculus but could not perform simple multiplication or long division. She also lacked other simple arithmetic skills. Going back to pick up such skills is often found to be exceedingly difficult.


Other problems often uncovered are low rates of reading speed and emotional problems arising from lack of social interaction with school-age peers. As one homeschooled student sees it, he missed out on this important association with peers and suffered crushing boredom during his years of home schooling from second to eighth grade, noting that his “best friend was the mailman” (Mathews 2004).


No Child Left Behind Act


Fueling the fire of controversy over school reform is the No Child Left Behind Act, signed into federal law by President George W. Bush on January 8, 2002. This law was put into place as an attempt to close the “achievement gap” between advantaged and disadvantaged students by means of increased funding to schools in poorer areas, improvement in teacher qualifications, and improved methods for testing students.


It was intended to be seen as the first major federal legislation to improve education since the passing of the Elementary and Secondary Education Act of 1965.


The intent of the No Child Left Behind (NCLB) Act was to assure fulfillment of the most fundamental goals of our educational system—that all children, regardless of race, ethnicity, socioeconomic status/family wealth, gender, religion, or disability, would have equal access to a good education.


Components of the NCLB Act were intended to be the following: 1. increased funding to schools in the poorer areas and states of the country; 2. ensuring that ideally every student would be taught by highly qualified teachers; 3. holding schools that receive federal funds accountable for raising the achievement levels of their students—especially by disaggregating their achievement test data, that is, by reporting data school by school rather than by entire school districts.


In this way, it would be difficult for a school district to “hide” the data for an under-performing school; 4. providing special test procedures for students with certified disabilities.


While these are laudable goals, it is nonetheless true that after its inception, the NCLB Act has been opposed by many educators, federal legislators, and even many state legislatures. The reasons have been: the administration having provided funds far below what was initially promised to school districts; difficulties in measuring teacher effectiveness fairly across different school districts and states; administering tests that were simply too difficult for disabled students, thus virtually guaranteeing their failure; and a failure in the means by which schools were to have been held accountable. Sadly, at least one analysis (Meier at al. 2004) argues forcibly that the No Child Left Behind Act should be called instead the “Many Children Left Behind” Act.


High-Stakes Testing


Prior to the 2002 No Child Left Behind Act, in 1997, then-President William Clinton proposed a voluntary nationwide program of reading and mathematics testing.


The tests were to be achievement tests, not traditional “ability” tests. Thus, the testing program was to have measured what is actually learned by the student and was not presumed to measure some abstract “potential” or “ability.” The tests were “high stakes” in the sense that one’s score on the test was to be used for purposes of (a) track assignment, (b) whether or not to promote the student to the next grade, and finally, (c) whether or not to award or withhold the diploma at graduation. Such tests were to be designed for elementary school, middle school, and high school.


The idea was that accountability for educational outcomes should be the shared responsibility of the states, the school districts, educators, parents, and students.


Although the ones being tested were the students, nevertheless the responsibility for outcomes was not to be shouldered by the students alone. Considerable data regarding the validity of such tests was to be provided, particularly as regarding the matter of whether or not the tests were equally valid for all racial–ethnic groups, social class strata, and for both genders (Huebert and Hauser 1999). To date, such data have yet to be produced.


In particular, one recent high-stakes test—the


442 ••• CHAPTER 16 Education


Texas Assessment of Academic Skills (TAAS), a voluntary test given to fourth and eighth graders in the last several years—is, according to one source, “harmful by its rigid format, its artificial treatment of subject matter, its embodiment of discredited learning theories, [and] its lack of attention to children’s cultures and languages” (Orfield and Kornhaber 2001, p. 147).


The Future of American Education: New Technology in the Classroom


Among the tasks of educational institutions in the United States is preparation of the young for a rapidly changing world. Technological changes are taking place, and education is both cause and effect in the process. Education must therefore look toward the future and newly emerging technology and social structure, instead of relying heavily on past curricula and programs. With increased diversity in the schools, the public will need to be vigilant in seeing that all students have the technological skills needed to compete in today’s world.


Current projections are that, by the year 2008, approximately 70 million students will be enrolled in public and private schools (U.S. Census Bureau 2002). These demographic trends indicate that the proportions of Blacks and Hispanics in the population will increase substantially and thus place pressure on schools to adapt to the needs of a more racially and ethnically diverse population. The educational system needs to adapt to the changing social, ethnic, and gender diversity of the U.S. population, including developing and using technology to meet diverse needs in the population.


By way of technological change, the increased use of computers in schools will continue to have consequences for both curricular and extracurricular activities.


In the same way that the Industrial Revolution of the nineteenth century had a dramatic impact on education, so education is now being changed by the advent of the computer and the “information revolution.” Because computers are used widely throughout the occupational spectrum, use in schools has greatly increased and will in all likelihood continue to increase. Current computer use is related to race and class: 65 percent of White students use computers in schools compared with 55 percent of Black and Hispanic students. Looking at usage by social class, students in high-income families are more likely to use computers in school.


Student use of the Internet is also related to race.


White students are more likely to have used the Internet in the prior six months, use the Internet on a home PC (personal computer), and use the Internet at other locations (Kerbicov 1998). Differences that once existed by gender have virtually disappeared, although men are more likely than women to use computers in college and beyond.


In current parlance, this “digital divide” is along the lines of race and class and less along the lines of gender.


Finally, a digital divide has also developed between professors and students at many two- and four-year colleges, as students become more adept than their professors at searching the net.
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Chapter Summary


What is the importance of the education institution?


Education is the social institution that is concerned with the formal transmission of society’s knowledge. It is therefore part of the socialization process.


How diverse are college enrollments and graduations?


Although the overall percentage of U.S. high school and college graduates has increased dramatically since the 1950s, the increase has been unequal across racial and ethnic groups. Blacks lag behind Whites, and Hispanics lag behind Blacks in both high school and four-year college graduation rates.


How does education affect, or not affect, occupational and income attainment and mobility?


The number of years of formal education that individuals have has important, but in many ways modest, effects on their ultimate occupation and income. Social class origin affects the extent of educational attainment (the higher the social class origins, the more education ultimately attained) as well as occupation and income (higher social class origin means, probabilistically, both a more prestigious occupation and more income). There is evidence that the social class one is born into has a greater effect on later occupation and income than does educational attainment. This limits social mobility in the United States, but even more so in countries such as Japan.


Reviewing is as easy as 1 2 3 .


1. Before you do your final review, take the SociologyNow diagnostic quiz to help you identify the areas on which you should concentrate. You will find information on SociologyNow and instructions on how to access all of its great resources on the foldout at the beginning of the text.


2. As you review, take advantage of SociologyNow’s study videos and interactive Map the Stats exercises to help you master the chapter topics.


3. When you are finished with your review, take SociologyNow’s posttest to confirm you are ready to move on to the next chapter.


In what ways has education increased social inequality instead of reduced it?


Although the education system in the United States has traditionally been a major means for reducing racial, gender, and class inequalities among people, the educational institution has also perpetuated these inequalities.


Test biases based on culture, language, race, gender, and class have not been substantially reduced in standardized tests. Despite scientific evidence to the contrary, books such as The Bell Curve argue for the presence of a cognitive-elite class based on inherited intelligence.


How do tracking, labeling, and teacher expectancy affect women, minorities, and working-class persons?


Tracking and labeling continue to affect minorities, women, and the working classes disproportionately.


Women are especially underrepresented in high school science tracks and classes. Students are subject to the


labeling effect, which affects both teacher expectations and student performance. Teacher expectancy effects


and the self-fulfilling prophecy work to the detriment of minorities, working-class persons, and women. Women are consistently and routinely short-changed by the entire education system in America by a relative lack of interaction from teachers, gender bias on standardized tests, lack of predictive validity in science and math on the standardized tests, differential treatment of minority women by both White as well as minority teachers, negative gender stereotyping in textbooks and readers, and many other aspects.


How does stereotyping affect academic performance?


Stereotype threat affects the actual performance of Blacks as well as women on standardized ability tests.


Positive stereotyping (as with Asian Americans) can increase test performance, and negative stereotyping (as with other minorities and women) can decrease it.


What are current issues in school reform?


New social policies regarding schools are fueled by public concerns about educational quality and cost. Charter schools, vouchers, and home schooling are all new ways to school children. Multiculturalism is also needed to reflect the nation’s diverse population, as are new technologies needed in an information-based society.
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Researching Society with MicroCase Online


You can see the results of actual research by using the Wadsworth MicroCase® Online feature available to you.


This feature allows you to look at some of the results from national surveys, census data, and other data sources.


You can explore this easy-to-use feature on your own, but try this example. Suppose you want to know:


Is the amount of education one has related to job satisfaction?


To answer this question, go to http://sociology.wadsworth .com/andersen_taylor4e/, select MicroCase Online from the left navigation bar, and follow the directions there to analyze the following data.


Data File: GSS Task: Cross-Tabulation Row Variable: LIKEJOB?


Column Variable: Education


Questions


Once you have your results, answer the following questions:


1. What percentage of respondents reported they are very satisfied with their job?


__________%


2. What percentage of respondents reported they are very dissatisfied with their job?


__________%


3. Which educational group is most satisfied with their jobs?


__________%


4. Describe the differences you found, if any, among respondents with different levels of education. How do these results meet your expectations?


The Companion Website for Sociology: Understanding a Diverse Society,


Fourth Edition


http://sociology.wadsworth.com/andersen_taylor4e/


Supplement your review of this chapter by going to the companion website to take one of the Tutorial Quizzes, use the flash cards to master key terms, and check out the many other study aids you’ll find there. You’ll also find special features such as GSS Data and Census 2000 information, data and resources at your fingertips to standardized ability test 431 stereotype threat effect 439 teacher expectancy effect 435 tracking 434
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help you with that special project or do some research on your own.


Suggested Reading and Web Resources


Crouse, James, and Dale Trusheim. 1988. The Case Against the SAT. Chicago, IL: University of Chicago Press.


Based on hundreds of studies, this book concludes that the Scholastic Assessment Test (SAT) is unnecessary and harms students from non-White and lowincome backgrounds, as well as some women. The book recommends dropping the SAT and relying on courses taken and course grades until more appropriate tests can be developed.


Feagin, Joe, Hernan Vera, and Imani Nikitah. 1996. The Agony of Education. New York: Routledge.


This is an engaging account about the experience of African American college students attending predominantly White institutions. The poignantly told experiences challenge stereotypical notions about Black experience on White campuses and suggest pathways for positive change.


Fischer, Claude S., Michael Hout, Martin Sánchez Jankowski, Samuel R. Lucas, Ann Swidler, and Kim Voss. 1996. Inequality by Design: Cracking the Bell Curve Myth. Princeton, NJ: Princeton University Press.


This is a clearly written and comprehensive critique of Richard J. Herrnstein and Charles Murray’s (1994)


The Bell Curve. The authors give attention to definitions and measurements of intelligence, problems with the data in the studies used, race and intelligence, types of inequality in society, and other conceptual and methodological issues important to understanding the public debate about The Bell Curve.


Jencks, Christopher, and Meredith Phillips (eds). 1998.


The Black-White Test Score Gap. Washington, DC: Brookings Institution Press.


This anthology is a highly readable and well-balanced account of aspects of the Black/White test score gap on the Scholastic Assessment Test (SAT) and other tests. It contains complete discussions of test bias and its different types and forms, the role of socioeconomic background and parenting, teacher expectancy, stereotype threat effect, and other causes of the test score gap. A number of policy issues are also discussed.


Sjulmana, James L., and William G. Bowen. 2001.


The Game of Life: College Sports and Educational Values. Princeton, NJ: Princeton University Press.


The book addresses a major issue in higher education: the influence of college and university athletics on the fundamental goals of higher education. Based on surveys of athletes, professors, and college and university administrators, the work represents an impressive study of the issues, pro and con.


American Association of University Women


www.aauw.org


This organization, which promotes equity for women and education, regularly produces reports about gender and education. Their reports are often the basis for changes in social policy.


National Center for Education Statistics


www.ed.gov/NCES/index.html


This division of the U.S. government collects and publishes reports on the condition of education, including students, faculty and teaching staff, school expenditures, and other useful compilations of data.


U.S. Census Bureau


www.census.gov


From the U.S. Census Bureau home page, one can find data on educational attainment, including detailed tables showing such things as educational attainment and race, sex, age, income, and family status.
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