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AUTHORS' ABSTRACT

The present research was conducted to determine the relative
importance of a variety of background variables and school effects on
curriculum assignment in public high schools. The emphasis was on the
sociological processes of selection and differentiation within schools,
and the role of education in facilitating or blocking social mobility.
A selection of the data from the Equality of Educational Opportunity
Survey were reanalyzed, both to compars schools and students in the
9th and 12th grades.

The methodological techniques utilized enabled one to develope
an explicit causal model of the process and to estimate the direct and
indirect effects of parental background, race and verbal ability on place-
ment, grades, and aspirations. An analysis of covariance was used to
separate the within school effects from processes operating between schools.

The findings were in general at odds with much of the polemics
of school reform, in which educational institutions are criticized for
restricting opportunity to lower class or non-vwhite students. When verbal
ability is assumed to adequately differentiate pupils, as a criteria for
placement, there is little evidence for discrimination within schools in
placement, and no evidence of racial bias. Differences in tested ability
accounted for most of the observed segregation within schools by race and
class, and in general the effccts of verbal ability were 3~4 times as
important as the combined effects of fathers education, occupational
prestige, and number of siblings in the family. Including test scores
in the equation revised the effects of race on placement, indicating a
small but significant advantage for non-white pupils. Such a finding
suggests schools may be responding to the higher aspirations of non-
whites for college attendance.

The literature on school effects and the distribution of
resources between schools has tended to suggest relatively small effects
in predicting differential achievement. The distribution of resources
within schools 1s quite difficult to measure, although a strong argument
could be made that students in the college preparatory curriculum are
more exposed to labs, libraries, better teachers, a more academic orienta-
tion, and brighter, more-motivated peers than students in other programs.
If such variables influence achievement even slightly, the effects within
schools would tend to augment these differences. Students were asked
how often they saw counselors, and how much encouragement they received
to pursue their education. The strongest relationship between perceived
encouragement and number of reported visits to the counselor was the
students curriculum. Neither social class nor race coatributed much
additional explanatory power. While these results are only suggestive,
they lend support to the notion that structural differentiation within
schools influences the allocation of resources and rewards by assignment.
Advantaged puplls would seem to receive somewhat more encouragement and
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to have somewhat more access to counselors; however, these resources
depend on curriculum assignment, rather than being allocated directly.
by social class or racial background.

The probability of being placed in a college prep curriculum
depends on how large the track is, as well as the individual determinants.
The present research concludes that differences between schools are not
particularly {important, and that most of the variance depends on differences

. between individuals, rather than schools., o

.

vesosmm . . -

i Several alternative models of placement are examined in order

| to determine how outcomes might change using different criteria, A system
which operated entirely meritocratically, in that achievement scores

i were the only criteria, would result in fewer non-white students in college
tracks.than at present, and very little redistribution by social class,

i An "open enroliment" model, which placed all students with college aspira-
' tions in the college curriculum would increase the proportion from about
50,2% to 65.1%, but would not substantially alter the composition by
gocial class and race. In general, the policy conclusions resulting from
this analysis indicate that educational institutions are utilizing test
scores much more than background factors, to differentiate and channel
pupils. If more equality of outcomes is desirable, one must question the
relevance of tests as a criteria, rather than focusing on schools as
agents generating inequality through perpetuating status differentials.
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e -ternat:.ve track- part:.cular attenta.on is devoted to the

,relat:.onsh:.ps between curr:.culum. on the .one. hand. and

. 'north

. .. SCHOOLS, GROUPING, AND smiwxmcanon IN URBAN HIGH SCHOOLS

!I.'he focus of th:.s studv 1s ‘on- tl'.- determnants and

LA .I;outcomes of educat:.onal group:.ng 1n pub11c h:.gh schools.
| 'l'he form of group:.ng to be 1nvest1gated is the ass:.gnment

- of students to a college preparatory curr:.culum or an al-

| -f"'-'f .'family background. race and ach:.evement. on the other.' 'l'he__.
"-"‘;f'effects of schools on student ach:l.evement and ass:.gnment
...{ .probabllrtles and the 1mpl:|.catlons of d:.fferent:.al school
pol:l.c:l.es and resources are also explored The effects of |
.;curr:l.culum ass:.gnment on student asp:.rat:.ons and grades are. |

exauu.ned. for each of forty-e:l.ght h:.gh schools in the urban

T campasms

; School:l.ng and Stratlflcatlon

'I'he framework of. the analys:.s 1nterprets schoolrng

L as a fundamental lJ.nk between background factors and adule




' Blau2 conslders educatlonal attainment as a cruc:.al variable

- and an overv:.ew of the analysls presented _ L ’ ]

o be ach:.eved w3 Publ:.c Schools are 1nst1tut10ns charged with

_status in the "sm..:.o-economc l:Lfe-cycle"l of the 1nd1v:.dual

T‘he study is conce:.ved as a contr:.butlon to research on

schools conducted in the past and an elaborat:.on of socio-

' 1og:.cal understand.l.ng regard.mg the educatlonal process.

'I‘he "bas:.c" model of strat1f1cat:l.on propbsed by Dunca and

med:.at:.ng the effects of background factors on J.ndJ.v:Ldual

occupatlonal atta:.nment In th:.s chapter the relevance of

strat:.flcatlon w:.th:.n schools m.ll be rev:.ewed and the

’ rat:.onale and research strategy for the present study dJ.s-

R cussed . The :unle.cat:Lons of prev:.ous research are assessed,

o schools are J.nstJ.tut:Lons wh:.ch perform a unique

o 'funct:.on in modern soc:u:ty. Education is both'a symbol

. of soc:.al pos1t1on and a means by wh:.ch hJ.gher position may

-9

1OtJ.s Dudley Duncan, "DJ.sch.mJ.natJ.on Aga:mst Negroes, "

The Annals, CCCLXXI (May. 1967). 87 o . -7

2Peter M. Blau and Otis D. Duncan, The American

. | Occupational Structure (New York: John Wiley, 1967),
o chapters v and VI j : L .

L 3Howard S. Becke* "Scho'ols and Systems of Strati-
'fJ.catJ.on, * in Education, Econom and Society, edited by A,

H. Halsey, Jean Floud, and C. Arnold Anderson (New York:

The Free Press of Glencoe, 1961), p. 23. ' o
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: o "pfoviding .'equ'al educational oppdftun_i.ty to students, "whilé
i | ,@ializiﬁg students ahd_ sé_r;ving ha_s_'cruc'ial intermediaries )

Lo dn vdisttibutingv.adﬁ]'.t roles 'émd statu's; " Nearly half a - ' "

. century ago, Sorokin discﬁssed the central 'dualism of edu-

. -
- . .-

... . Up to the last few years, the school was regarded ‘
. primarily as an educational institution. Its.social ) '
 function was seen in '‘pouring’ into a student a L R

. -definite amount of knowledge and,.to some extent, _

;. in shaping his behavior. The.testing, the selective,

- . and the distributive functions of the school were |

" almost completely overlooked, although these functions

.. - Oof the school are scarcely less important than that

. of "enlightment® and education. . . . At the present -

- moment it is certain that the school, while being a

'~ “"training and educational® institution, is primarily

© .a piece of social machinery which tests the abilities

i, -of the individuals, which sifts them,  selects them,

i and decides their prospective social position.4

. S cation.

o 3'_-‘»._'1'he confiict between the .de'mo‘cratic.mand_ate of equal edu-
| cational Opportﬁnity and the _cri‘tiéal' task of student '
o gelectipn and di’ffe_r‘en_tiati‘d_r; is‘_ihtrinsic to the’-Amer.;i.'éan

'_""'scl'\ool_vsy_stem.' While '_‘cohtesi mbbility"s is the American

- 4pitirim A. Sorokin, Social and Cultural Mobility * = -
(Nev York: The Free Press of Glencoe, 1964), Chapter IX, p.188.~
R .. SRalph H. 'Tﬁifner; "Sponsored and cdnte'st"M'obility, -

- and the School System,” American Sociological Review, .

© . Vol. XXV, No: 5 (Maréh, 1960).




) norm; schools are .delegated w:.th both creat:.ng and sponsor-
ing the talent needed for technolog:l.cal development and
1ndustr:|.al growth - -7 o
.'Schools are also ulewed byeducators | and laymen

al.tke as a. cr:.t:Lcal means of 3.nd:|.v:|.dual soc:l.al mob:.l:.ty.
'I’he critique of schools is frequentl;( argued from precisely ’
. th:.s prenu.se- that is, schools have fa:l.led or are fa:.l:l.ng
"_.to equal:.ze life chances for the ch:.ldren of the poor. As
Clark argues, "Amer:.can publ:.c schools have become :.nstru-

" ments in the block:.ng of econom:.c mob:.l:.ty and in the in-

tens:.f:.cat:.on of class d:.st:.nct:.ons rather than fulf:.ll:.ng

_ the:l.r h:l.stor:l.c funct:.on of fac:.l:.tat:.ng such mob::.l:.ty ad I -

. m.ll argue that the apparent contrad:.ct:.on between studies
| - of soc:l.al mob:.l:.ty and stud:.es of d:.fferent:.dl ach:.evement

_ 'must be v:l.ewed in th:.s perspect:.ve. s

School:.ng cannot :.nsure upward mob:.l:.ty, or determ:.ne |

- N

the extent of mob:.l:.ty. Schools must :.mplement the values

. of the larger soc:.ety, and select and reward on the bas:.s

- , 6Kenneth B Clark "Alternat:.ve Publ:.c School
.‘Systems,” Harvard Educatlonal Rev:.ew, XXXVIII (Winter,
. 1968), loi. . T o
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' of 'ach:levement. 'I'he "amount“ of soc:.al mob:.l:.ty des:.rable N

SR or poss:.ble 1.s not an emp:.r:.cal quest:.on. and the observed

. _':relata.onsha.p between background and ach:.evement is not

jnecessarz.ly 1.nd1.cat1.ve of a fa:.lure by schools. One must

’ 'quest:.on the mechan:.sms through wh:.ch the schools select

?'_"' and d:.fferent:.ate students. rather than only the observed

E f'.outcomes. in order to cr:.t:.c:.ze the process.

'.l'he pers:.stence of 1.nequal:|.t1es :Ln educat:.onal out- .

.\.

a "-comes is a necessary but not suff:.c:.ent cause to argue that

'-A'.'_'schools are in part respons:.ble for perpetuat:.ng soc:.al

class and rac:.al d:.fferences :|.n Amer:.can soc:.ety. Ach:.eve-

AP

ment tests are standard:.zed us:.ng nat:.onal norms, and not

_a spec:.f:.c subject matter taught in a g:.ven school in a
--parta.cular per:.od of t:Lme. 'l'hey.may well measure d:.fferences
V':in 1.nnate ab:.l:.ty more accurately than what 1.s e:.ther taught |
or learned in school 'I'he poss:.b:.l:.ty of cultural b:.as in .
all such tests is frequently offered ‘as an alternat:.ve to B

- .'a model of genet:.c d:.fferences.?' however. 1.f the tests are

7See I. Longe. "D:.fferences on B:.as in Tests of

, __'- : ;Intell:.gence," in Anne Anastasi (ed.), Testing Problems
.o in Persgective (Washlngton- Amer:_.can Council on Education,
o %) o ot e
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. on ach:l.evement Schools cert1fy students through gradu-

learned.9 Ekland has observed that the "cert:.flcat:n.on,"

B '._bd:l.fferences in school qual:.ty. ~ While ,\Hauser has argued

-_ _Eugem.cs Quarterly, XV (March 1968), ' PpP. -ll : _- -

“borhood Factors in Educational Performances in a Metro-

‘politan School Systém" (unpublished doctoral dlssertatmn,
Um.vers:.ty of M:Lch:l.gan, 1968) ..

R "t:l.on, and Occupational Mob:.l:.ty, *. American Soc:.olog:l.cal Re- -
v:n.ew, XXX (October, 1965). Pp.- 735-46 '

measuring’ individual differences 1n innate ability, the

e pers:.stence of rac:Lal and socJ.al class effects may be due

. to pers:.stent b:l.olog:Lcal d:.fferences, rather than the

’ ~product of educat:n.onal opportum.t:n.es, or discrimination

.W1th1n sc‘hools.8 'I'he degree to wh:.ch schools alter or

. effect patterns of ach:n.evement is not a relevant qutst:.on |

as long as the criteria reflect both scholastic aptitude

and scholast:.c ach:.evement

Secondly, the relatlonshn.p between soc1al mobility

and educatlon is a complex process, and only partly depends

at:Lon, as well as transfer knowledge, and the effects of

stay:.ng :m school may well be as :|.mportant as what is

or "sheepskln" effect, may be far more important than
10

8Oi::l.s Dudley Duncan, "Ab:l.l:.ty and Ach:l.evement,

: 9Rol:ert Mason Hauser, "'Fanu.ly, School and Neigh- _'

'IO

Bruce K Eckland "Acadenu.c AbJ.l:Lty, HJ.gher Educa-—
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' .tlon Process. American Journal of Soc:.ology, ILXXIV, No.
6 (May, 1969), p. 587. :

.,

- that achievement and years of school completed are redundant

measures of the schoolixig' process,ll they are not perfectly

correlated. The lJ.nkages between ac'h:.evement ‘and success

. in later life have not been clearly del:.neated, and the

12

-

evidence suggest the relationship is far from perfect.

Although grades are important determinants of admission to

both college and graduate school, grades and adult achieire- .
: /

ment are not highly associated .Hoyt coxicludes a detailed

survey of the llterature on college grades to later ach:.eve-

.- ment with extensive recolmnendatlons for 1mprovmg the evalu-

ation and selectim procedures m hJ.gher educatlon, since

present ev:.dence strongly suggests that college grades bear

o 11tt1e or no relat:.onsh:.p to any measures of adult accomplls'h-

ment.":“3 The most comprehenswe treatment of social mobility

Robert M. Hauser, "Schools and the Stratifica-

128ee Dav:.d E. Lav1n, 'I'he Prediction of Academic : .r

Performance {(New York: Russell Sage Foundation, 1965); and
Donald P. Hoyt, "The Relationship Between College Grades
and Adult Achievement. A Review of the Literature." . ACT
Research Reports, Nq. 7, .September, 1965; and C. J. Bajema,
"Interrelations Among Intellectual Ability, Educational

- Attainment, and Occupational Achievement." Sociology of

Educat:.on, XLIX (Summer, 1968), pp. 317 319. o

| l HoytlfP- 450
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( | ' " to date ut:.llzed years of school:.ng completed as the measure
. _. .of educat:.onal outcome. and found that father's occupat:.onal '

) prest:.ge contr:.buted only modestly to the occupat:.onal
_atta:.nment of the son when educat:.on was taken into account
The model of the strat:.f:.cat:.on process presented :mterpreted'
-education as med:.at:.ng and d:.m:.n:.sh:.ng the effects of back-
ground, and as be:.ng the crucial intervening variable in
intergenerational . txa'nsmission of status7 Equally important,
Duncan and Blau demonstrated."that most of the variation in |

educat:.onal atta:.nment must be expla:.ned by factors other

- ————e

3 " than status of or1g1n.14

| | 'I'he empirical linkages between achievement in

school and occupat:.onal atta:.nment have not been fully
explored both because long:.tud:.nal data is sparce, and be-
cause few studies have adequately spec:.f:.ed which "ach:.eve-
.ment" var:.ables are :unportant for success. Panel studies

| attempting to follow students through sc'hool' have rarely

. N Y ) ‘ ’ . ] ] L 3 ) i J ' .
succeeded in accumulat:.ng suff:.c:.ent data on a representa- --

tive sample of students to Just:.fy .1nferences regard:.ng the

.

"‘process of atta:.nment. Two large long:l.tud:mal stud:Les begun

S - 14Blau and Duncan, 'I‘he Amer:.can Occupat:l.onal
O S Structure. | - . P .
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;iz, - ’.' . 'in.fhe ear;y'éixties;willlperhﬁés rectify-the deficiehéy;

| | héﬁevef,‘the.data ig not as_y¢£ comélefe;ls Data assimi-
lated by Duncan for iilusffative éufpésés proviées an in-

'tfiguing soﬁrcé of mafefials, although it does not apply
tb.any particular population wiﬁh'ée:tainty. in géneral.
Duncan fouﬁd that.eariy intelligencé has # large direct_'
effect on educﬁtional attainmbnt; after controlling back-
grbund differences.-while intelligeﬁée measured later in life
has a less dirgcékrelationship to.occupafional success than

schooling. Duncan concluded that " . . . ability influences

1. TYIR

achievement insofar as it is iranslated into training or
. 8kill and is certified by a formal educational system."16
We cannot ascertain from these’rélationships,.however; to

ﬁhat'éxtent schools pérpetuate background'differences, or’

: ;SSee John C. Flanagan, et al,, "A Survey and Follow-
Up Study of Educational Plans and Decisions in Relation to
‘Aptitude Patterns: Studies of the American High School, "

. Cooperative Research Project Nol 226 (Pittsburgh, Pennsyl-

, - vania: Project Talent Office, University of Pittsburgh, :
7 1962); and William H. Sewell and Vimal P. Shah, "Socio- -
' . economic Status, Intelligence, and the Attainment of Higher
| S Education, " Sociology of Education, XL (Winter, 1967),

¥ . . pp. 1-23, ' L | - SR ‘

L4

'   ﬂ16Duncan.."Abiiity and'Achiévement,“ p. 9.
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:{ifasllitate ssC1ai ﬁoblllty; s1nce t;e'basls.sf selecflon |
'.f and evaluatlon‘ls nst questloned | Innumsrable studles show

~}f€hst.success.1h sdhool is relatsd to soc1al class back- |
-iisground yet quantlfylmg the mechanlsms Ehrough which back- .
:1f.fground affects achlevement is a large undertaklng.flhs

_(_:harters observes, AR .l:....'--. well

. Tb:éatégdrize'youth according to the social class

;s;{ﬂpbsltlon of their parents is to order them on the
"7 extent of their participation .and degree of success

" 4n the American educational system. This has been so

. .7 . consistently confirmed by research that it now can be

‘.. regarded as an empirical law. It appears to hold

__ff;:ﬁheﬁher the social class categorization is based upon

7.7 exhaustive procedures used in Elmtown or upon more
i~ . casual indicators such as occupation aincome level.

"S"falt seems. to hold in any educational institution,

" public or private, where there is some diversity in

‘% 'social class, including universities, colleges, and

... teacher~training institutions as well as elementary

. and secondary schools. Social class position pre- ‘
- :'; dicts grades, achievement and intelligence test scores,

_“g?"retentions at grade level, course failure, truancy,
... suspensions from school, high school. drop-outs,
. college plans, and total amounts of formal schooling.
- .. - It predicts academic honors and’ awards in the public

'”?.sdhool. elective school offices, extent of partici-

... pation in extra-curricular activities and in social

- affairs sponsored by the school, to say nothing of
_5?;a variety of indicators of "success" in the formal
" . structure of the student sOC1ety « « «  The pre-
. dictions noted- above are far from perfect. Inasmuch

- as social class position rarely. accounts for more

ff; than half the variance of school “success,”‘the'lsw‘
”}thqlds only for differences in group averages, not
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{ﬁf o - for dlfferences in 1nd1vrdua1 success.17

- .'3'-,’:;'?5";‘ ﬂ*-%-v e T R e

The problems of.lnterpretlng d1fferent1a1 achlevement are‘
,.monumental, and both the 1mportance of background and the
-'1mportance of res1dua1 factors can be overstated Ulti-
'-mately, the school system cannot be expected to guarantee

.4';equa11ty of educatlonal outcomes when the soc1ety cannot
"guarantee equality of status, and.utlllzes schooling as a
- means of e11te selectlon, I shall argue that . the process :
| of selectlon and dlfferentlatlon is cruclal in prov1d1ng for
':the translatlon of 1ntelllgence or background status’ 1nto
"adult roles and status. The 1nst1tutlonal mechanisms through
s ddwwyhldh the sortlng and selectlon occurs can perhaps rurnlsh
| ':eV1dence on how the process operates, and the role played |
‘bylschools, in elther fac111tat1ng or hamperlng moblllty._
"In order to evaluate the ”equlty of the process, the
} cr1ter1a of selectlon and dlfferentlatlon must be spec1f1ed,
fand the degree.to mhlch schools meet the cr1ter1a can be a '
Ay-ba31s for evaluatlng the extent to whlch schools prov1de'

opportunlty to all students..

The publlcatlon of the Coleman Report generated i

‘., ..

(R B
PR R

e 17W W Charters, Jr.,vand N L. Gage, Readlngs 1n,
.plrlthe Soclal Psychology of Educatlon (Boston- Allyn and
fﬁ{iBaron,,Inc., 1963), pp.'739-40 o . :
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some areas of the country, there are experiences over the

considerable cont_rqversy,la_ both because of what it demon-

- strated and because of what it failed to show. The per-

sistence of racial differences in student achievement was

well documented. As-~Coleniax§ states, "It appears t‘hat in

period of school that seem to widen the gap in achievement |

between Negroes and whites--while there are in none of

.the regions, experiences that decrease the d:i.ff.erence."]'9

The persistence of social class differences in achievement

was also notéd, and desp':i.te"thé difficulties in “inference

185ce Samuel Bowles and Henry M. Levin, "The De-
terminates of Scholastic Achievement - An Appraisal of
Some Recent Evidence," Journal of Human Resources, III
(Winter, 1968), pp. 3-24; and James Coleman's "Reply to
Bowles and Levin, " Journal of Human Resources,III (Spring,
1968), pp. 237-46; and John F. Kain and Eric A. Hanushexk,
"On the Value of Equality of Educational Opportunity as a
Guide to Policey" (Discussion Paper No. 36, Program on re-
gional and Urban Economics, Cambridge, Mass.: Harvard Uni-
versity, May, 1968.). Also, Glen C. Cain and Harold W.
Watts, "Problems in Making Inferences from the Coleman Re-
port, " and Replies - American Sociological Review, April,1970.

. ngames S. Coleman, et al. Equality of Educational

~ Opportunity, Office of Education, U.S. Department of Health,

Education, and Welfare (Washington, D.C.: U. S. Government
Printing Office, 1966). -This report is hereafter referred

"~;to as EEQS. o :




'_'tfrom cross-—sectional data, .th'e popular critique of schools
c.ontinued | . | .

) T‘he single most important contribution of the Re-
port, and also the source of much controversy, was the
. triVial contribution to achievement differences made by
school resources, faCilities, or .other differences between
schools when individual hackground was controlled.. The

: implications of this Afinding .for both educational research
: and policy provoked conSiderable debate both concerning the

_'validity of the analysis, and the efficacy of concentrating
.. on schools in order to equalize achievement diffierentials.
IConSiderable SOClOloglcal investigation has concentrated on
schools, bot"i as learning enVironments and as institutions
| for the sOCialization of the young. The quality of educa-
tion has often been identi fied in school studies with the
qua.lity of the school.20  In part such emphasis is prag-
matic, Since school characteristics are often more amenable

.to change than student body compoSition. However, the recent

: For an extensive literature review and references
see: Edward L. McDi)l, Edmund D. Meyers, Jr., and Leo C.
Rigoley, "Institutional Effects on the Academic Behavior of
High School Students, " Sociology of Education, XL (Summer, '
1967), pp. 164-182. S | e L '




_ ( Ny _' . ; emp:n.rrcal l:.terature on schools strongly suggests that the

| . | Hpreoccupat:.on w:.th school qual:.ty is m:.splaced both be- |
jcause the largest proport:.on of the variance in ach:.evement,
however measured is w:.th:.n schools; and because dJ.fferences.
between schools are severely confounded with patterns of

soc:n.o-econom:.c segregatlon,. or school .composition.z_l

'l'he basic po:mt to be argued 1n the.present analys:.s,

how'ever, is that the effects of school resources and fac:.l:.-
tJ.es operate w:.th:.n schools, as well as between them. To

SR o the extent that any resource or fac:.l:.ty is dlfferentlally

allocated w:.th:.n sc_hools, the net effect on student ach:.eve-

NS g ey e o

'ment is necessar:.ly underest:.mated A ch:.ef means, by which
. : S

PORpee Sr s wr Sl

educat:.on is dJ.fferentJ.ated in scho'ols, is through tracking
R . ' and ass:.gnment pollcres. The comprehens:.ve publ;.c hJ.gh school
| is the norm in Amer:n.can educat:.on, "a pecul:.arly American |
: phenomenon . . . respons:.ble for prov:.d:.ng good ‘and appro-

. priate educat:.on for all young people within a democrat:.c

T NI e e e ey T

LAY AT g

| '.env:l.ronment which the Amerlcan people bel:.eve serves the .

.pr:.nc:.ples they cher:.sh “22 .' The manner 1n wh:.ch students

-

| lHauser makes a very slmllar argument in hls
~ “article, "Schools and the Stratification Process," in K .
- 'Amer:.can Journal of Soclology, LXXIV (May, l969), p. 587. o <

: 2James Bryant Conant, The Comprehens:Lve HJ.gh School
' (New York- McGraw-HJ.ll Book Company, l967), p. 3. o
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- are channeled and the mecham.sms of select:.on and d:.ffer- '

ent:.at:.on are cruc:.al to an understand:.ng of how schools

'funct:.on in the strat:.f:.cat:.on process. The large compre-

. hens:.ve ‘hJ.gh school typlcally ma:.nta:.ns separate curr:.cula

S for college-bound or vocat:.onally-or:.ented . Students, who

- receive qu:.te d:.fferent educat:.onal 1nputs. If access to

better teachers, counsel:.ng, and h:.ghly mot:.vated aca-

dem:.cally-or:.ented peers affect ach:.evement differentials

. between sc‘hools, t‘he effects operate between curr:.cula,

. _w:.th:.n schools as well ' 'I'he effects of school resources

N such as laboratoriee or lJ.brary volumes, are also neces-

sarlly unders‘-ated when only students in academ:.c programs |

are exposed to them. Inferences on the effects of school

- 23
. resources in a non-eXper:.mental study are hazardous, and

; assess:.ng the 1mport.ance of d:.fferent:.al allocat:.on within

"schools is not poss:.ble with data currently ava:.lable. 'I"he

"po:.nt should be made, however,_that the "effects" of resour-ces_

depend ult:.mately on who uses them, and not only onwhich

schools have them. . '

Y 2

B 23See William Sewell, "Rev:.ew, " American Soc:.olog:.-

= cal Rev1ew, XXXII (June, 1967), pp. 475-479; and Robert

- C. Nichols, "Schools and the Dlsadvantaged " Science
(December 9, 1966), pp. 1312 l3l4 R
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{, | _ R . Stratification within Schools

'.[‘he extent of educational grouping and the results
* and differences are quite relevant to the present study. In
elementary schools, ability grouping is a Widespread and
.~ ‘diverse practice; the extent depends in part on the size and
Astructure of the school with large, heterogeneous systems
. ' '. reporting the practice more.often than smaller schools or i
_ districts. - Age grading, for example, is a nearly universal
form of grouping, and ability grouping frequently is both
f between and Within classrooms. Data collected by the

National Education Association estimated that in school

TSR PSR T T LA O e a3 S gt Tt e

'districts enrolling over 300 pupils, 27 5/. of all districts |
carefully grouped all pupils between classrooms, while 24.9%

. reported random grouping.zé The remainder grouped only some
children or did not report (4 4A) | 'I'he same survey also indi- | .

,-

':cated that grouping was much more Widespread at the secondary

SN . 1evel With 85. 4% of the schools reporting ability grouping.
; _ f'It is also true that grouping between schools exists at the : -

" secondary level ‘and that most American <.chools offer a

: o S 4National Education AssOCiation, Research DiVision
oo Ablllty Grouping, Research Suxmnary, 1968-83, Washington, |




dlfferentlated currlculum Wthh may not be construed as

group:.ng .

educata.onal purposes, they glve an indication of the scope

of the pract:n.ce in Amer:n.can schools. Of those school i

dlstra.cts Wthh in 1962 had limited prov:rs:rons, 60. l/o of

. the. secondary schools were expandlng the serv:n.ce while only

/

9 dlstrlCtS or 2% of the sample were curta:n.llng grouping. 25

- National statJ.stJ.cs on the ch.terJ.a used to group students

is not readlly avallable-. for elementary schools, 88% . of

- standardlzed achlevement tests, WJ.th 81%
S recommendat:n.ons were also used

L :mcluded other aptltude tests, grades,

: parental desJ.res«

“the d:.str:n.cts reported uslng readlng scores, and 12%

report:mg teacher s
Other crlterla mentioned
social maturity, or
The larger the system, the more llkely |

was the dJ.str:Lct to report usJ.ng tested abll:n.ty as a cr:.terlon

o 'of group:.ng. No comparable data exlst for secondary schools, -

' although the student'

s deslres no doubt affect the curr:.culum

2 5Nat:|.onal Educatlon ASSOClatlon, Research DlVlSlon,

R Adm1n.1strat1ve Practices in Urban School District, 1958- 59

o Research Report l961-R10 Wash:n.ngton, D.cC.




. ass:.gnment of the pdp:.l iz not abJ.lJ.ty group placement
I. !l‘he extent of groupa.ng and the cr1tera.on used to
' group pupJ.ls as well as the research results of stud:.es cf
_.g‘;roupa.ng are part:.cularly rlevant to issues in tracking. The
'"’.llterature of the effects of abJ.lJ.ty grouplng is volumlnous, '
" but un.te contrad:.ctory. Early stud:.es in ab:.l:.ty grouping
ut:l.l:l.zed the non-experimental approach, often matching stu-
S o dents after group:.ng by 1ntelllgence or background The re-
o .' sults often favored ab111ty group:.ng, but then so did the re-.
: searchers, and often quite expl:.c:.tly. An early research |
P : B i summary by l?a.llett26 rev:.ewed 140 studles publlshed between
P | I1910 and 1928° 108 of these he c1ass1f1ed as "experimental or
..practJ.cal" w:.th the follow1ng dJ.strlbutJ.on of results-'

TABLE 1

S DISTRIBUTION OF RESEARCH RESULTS FROM EARLY
C S '~ EXPERIMENTAL STUDIES OF .ABILITY GROUPING

T T M NI I e e T, P

) Grouping Grouping '
- Favorable Detrimental Doubtful Total

Uncontrolled . o 88 .

. Partly Controlleda - - 1 . 0 ) -2
" Thoroughly Controlled = 2. . R | o 1 4

R R TP N B T P T e e s s e

. 26Roy 0. BJ.llett, ’I’he Admlnlstratlon and Supervision
- of Homogeneous Grouplng (Columbus- Ohio State University
Press, 1932) Lo S R o

s’. .
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( o Ruth Ekstrom surveyed the ]._ii:erature_ and found:

o 13 studies which found differences, having or approach-

! o ing significance, favoring homogeneous grouping; '

" . fifteen studies which found no differences in achieve-
L : . ment in homogeneous or heterogeneous groups, or

. . . ' which found homogeneous grouping detrimental; and

P | . five studies which gave mixed results, partially

Do . . favorable and partially unfavorable to homogeneous S
; L grouping, 27 ' S : . .

.In 1968,. the ﬁ;tiohal Edﬁcation Associaﬂ:ion28 re-
' o . viewed the mos.t.' rece.nt'vliteratu‘re énd éuMariz'ed the fifty
' best c_:ontrolled étﬁdies .publ.isheld.s'ince' 1960.‘ Their . re-

| sults are as follows:

-~

" TABLE 2

RIS

| RESULT OF ABILITY GROUPING, 1960 - 1968

L —

Bbility | __ |
Level of . Detrimental or -
Students Favorable Insignificant Mixed Total

R T L ST TR A S ST Tt ey e

B AT T e e R e 2 402

Academically o . :
Talented 18 17 | . 1l - 46

Average | AT L o 10 o 12 ‘33

| 27Ri1th_B. Ekstrom, Experimental.Studies of Homogeneous
~ Grouping (Princeton,_ New Jersey: Educational Testing Service,
- .1959)., DR 3 . S e

R e D

T
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O S ®National Education Association, Ability Grouping, p. 42.
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concepts,

and friendship c'hoices,32

~ Berkeley, University of California, 1967).

- Grouping in Seventh Grade Core Classes"

. of Kansas, 1962.)
.54 I‘ebruary, 1963 _

20

‘While most studies concentrated on achievement differentials,

- other attributes have also been 'exlplore'd, such as self-

31

need--ac‘hievement,30 feelings of self-worth,

and teacher-relations. 33

‘tions are virtually'impossible to make from this literature,
since so few studies utilized comparable measures or controls _‘

| and since very few have been"successfully replicated.

!

29Martln C. Olavarrl, "Some Relatlonshlps of Ab111ty
Group:.ng to Student Self-Concept" (unpublished dissertation,
Abstracts 28:2518A.

.30John w. ‘Atkins'on, and Patricia O'Connor, Effects

of Ability Grouping in Schools Related to Individual Differ-

ences in Achievement Related Motiviation. U.S.Department of
Health, Education, and Welfare, Office of Education, Co-
operative Research Progect No. 1283 (Ann Arboro Un:.vers:.ty -

~ of M:Lchlgan, 1963).

: 31Ernest Dyson, "A Study of the Relationships Between
Acceptance of Self, Academic Self-Concept, and Grouping"
(Philadelphia: Temple University, 1965). Dissertation
Abstracts 26, Septenlber 1965, pp. 1475-—76.

: 2Francls R. De1tr1ch "Comparlson of Soc:.ometr:.c
Patterns of Sixth Grade Pupils in Two School Systems: Ability
Grouping Compared with Heterogeneous Grouping," Journal of .
Educational Research, LVII (July-August, 1946), 507-13.

"The Effectiveness of Ability
(Lawrence: University
Abstract: Dlssertatlon Abstracts 23 2753-

33Wayne William Fick,

Generaliza-

-
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_ The most compre'hens:.ve study of abJ.lJ.ty groupJ.ng yet
undertaken concentrated on 51xth grade New York chlldren,.
and the following generalization was made:

The general conclusion which must be drawn from the
findings of this study and from other experimental
grouping studies is that, in predomlnately middle-class
schools, narrowing the ability range in the classroom

- .on the basis of some measure of general academic
aptitude will, by itself, in the absence of carefully
planned adaptations of content and method, produce
little positive change in the academic achievement of
pupils at any ability level.34

The flndlngs of the experlmental studles are not
i dlrectly relevant to the present study, and an exhaustlve
review of the llterature w1ll not be attempted The relation-
ship between researoh and educatlonal practlce is qulte
tenuous, since desplte the general lack of favorable results
.xreported, grouplng at all levels is 1ncreas1ngly found. The
‘paradox is perhaps partially explained by teachers prefer- .

ences. In 1960,'the_National Education Association polled

.a nation-wide sample of.teachers, and reported that 87;3%

of seoondary'scbool teachers favored grouping, 8.6% opposed,'

' 34M1r1am L. Goldberg, A, Harry Passow, and Joseph
Justman, The Effects-of Ability Grouping (New York:
_Teachers College, Columbla Unlverslty, 1966), p. 167




‘~'how schools actually grouped puplls, While grouplng has

about the stratlflcatlon systcm Whldh may be untenable in a

and 4.1% 'had no 'opinion.35

L Soclologlcally, the experlmental llterature is

-gperlpheral 1arge1y because the studles art1f1c1a11y grouped

puplls. The focus was on the dlfferentlal attalnment levels

| of puplls When grouplng was donc experlmentally, and not on

. not been shown to effect studcnts detrlmentally or pOSlthe-.

ly, little attention was focuscd on the actual outcomes of

'grouplng in practlce._‘

soclologlcal research relevant to grouplng practlces

': can be found in the early stratlflcatlon studles on communi-

"tles such as Warner s Yankee ClLy (1941), in Deep South (1941)

by Davis and Gardner, and in Holllngshead's Elmtown (1949)

- These classlc studies were baslcally descrlptlve and relied

upon the observations of 1nformants as we11 as colleagues~

while they prov1de a wealth of prop031tlons and insights,

the early studles were generally premlsed on assumptlons

more complex env1ronmcnt A hithy relevant summary of

'_early flndlngs on the role of thc school system 1n Yankee

14

'”*{’Clty. -0ld Clty. and Hometown can be found in Who Shall Be - .

'i

5 . - . . o . 5 o ‘ o
Natlonal Education A9q0c1atlon, Research Division,

”Teacher Opinion Poll Ablllty hlouplng "NEA Journal,IVII

(February, 1968), 53 T
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}fﬁlstandards, and concluded that

23

lilr Educated° by Warner, HaV1ghurst, and Loeb | Warner argues
:Eij'that "_f»f_‘ the soc1al class of a pupll and h1s famlly has

:'giﬁ;cons1derable 1nfluence 1n the ch01ce of hlgh school curricu-

‘;;t?fiﬁm," and that "the tendency for soc1al class standards to
.;';‘Lf;f-overrule ablllty leads to a good deal of reshuffllng or

.’"fif,attempted reshuffllng by the hlgh school teachers."36 In

-.\_ .

”'?f5an era in Wthh educators overWhelmlngly endorse un1versal-

IR istlc standards, it seems most pertlnent to 1nqu1re how

-

'?'u well schools carry out the mandate of equal educatlonal
-lwff fopportunlty. clcourel and Kltsuse (1963) studled Lakeshore .

-ﬁ;fﬂlgh School, a large suburban school with strongly academlc

C e e administrative declslons are cruc1a1 for the
.. . process by which students are qualified for college
. entrance. These decisions may be 1ndependent of the
.+ students" colle ge-going aspirations, and they signifi-
- cantly control the flow of students through the c
: several curricula of the ngh School 37

. such. assertlons requlre broader support and more preclse

113'quant1f1catlon than can be prOV1ded by case studles, however

36W Lloyd Warner, Robert J..HaV1ghurst, and Martln

_”ﬂdﬁ B. Loe, Who shal; Be Educated° (New York Harper and Brothers,
‘;j];1944), p._64 - R T

37Aaron V clcourel, and John I Kltsuse, The Educa-

;.gui't al Declslon-Makers (New York The Bobbs-Merr;ll Company,
--'-;.._1nc., 1963), P 23 , o |
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provocative the results. Arthur Stinchombe studied the re-

_ lations'hips between track.placement arid'rebellion'in a small

Western Higli So::hool.38 Although he could not control for

intelligence, he found track placement related to deviant

behavior after cor'xtrolling‘ for social class. The interpre- .

. tation offered was that the 'student had no vested interest

~-in the school, and rebelled to show resentment.

‘Theoretically, the process of stratification in
schools closely resembles that in the society at large.

Assignment to a curriculum represents the schools evalua-

tion of the student's potential as well as effecting his

_ chances of continuing his ‘e'ducatio‘n. Data collected by

39

Project Talent in 1960°° .of the high school seniors indicated

that 76.4% of the étudehts in the colle}ge prep track began

college the following fall, while only 15.2% of those in

another curriculum did so. Tracking can be viewed as a

form of segregation by social class and race within schools,

38Arthur I. Stinchombe, Rebellion in a High School
(Chicago: Quadrangle Books, 1964). ‘

A

3%50hn C. Flanagan and William W. Cooley, Project

. Talent: One-Year Follow-U Studies. U.S.Department of Health,
Education, and Welfare, Office of Education, Cooperative Re-
search Project No. 2333 (Pittsburgh, Penna: University of
Pittsburgh, 1966).
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' ii o .' . rerr;forc1r1§ and augment:.ng..seéreatloln betwees scnools. 'l'he
- .méeg-ree .of bias in asslgsment and t‘he eetermlnates of place-
: ment are .crltlcal to our understandlng of the mechanlsms of
o selectlon end dlfferentlatlon present in sc‘hools.. Whlle a
. .srated objectlve of groupmg 1s to ‘distinguish ability and
.p.ro.v:l.de 1nd1v1dua1 attentlon, it is necessary to assess how
'adequately schools perform thls task The criticism of
_schools as 1mped1ng social moblllty cannet be based on the
vpe:rsistence of achieven'tent'differentials alone; if schools

- discriminate by social class or race when ability level

'is controlled, the case agaihst-schools is more compelling.

The present study is concerned with the process and de-

terminates of curriculum assignments in forty-eight compre-

hensive public high schools. A model of the process of

stratification within schools will be presented, and

elaborated to include grades, and aspirations, as well as

background factors-and achievement. The prime objective

'is assessing the relative importance of social class and

race in placement.

An Overview

In the following chapter, the sample analyzed is




'descrlbed and comparlsons are made between the forty-e:.ght

~'schools selected and the complete Equal:.ty of Educatlonal

Opportun:.ty Survey, as well as census publ:.catlons. The

basic model and methodolog:.cal Justlflcatlon is presented
.in Chapter IXI. Chapter IV presents the results of the
'..ana]:ysis. regarding-" social class and curriculum assignment

in the forty-eight schools. The results obtained from

pooling the entire sample, confounding within and between

- school effects, will be compared to results oiata_ined from

the within school 'model, and results obtained when the co-

teem e

efficients are averaged across separate equations computed

for each school. The magnitude of interactions is explored,

.and several explanatory variables are introduced to explain

the observed'interactions. ' In Chapter V. the relationship
between race and curriculum assignment is explored. The
analysis by race was restricted to fifteen high schools
which reported a non-white enrollment exceeding 10% of the'
total school. An essentially comparable analysis of inter-
actions observed is reported. 1In Chapter VI, tne relation-
ship between curriculum assignment and access to counselors.

L4

is explored. The amount of encouragement a student receives

from counselors is related to track placement, ability and




" cations of the research.

e

i background factors.' 'Counseling is the only Variable- '

ava:n.lable in the present study to compare the differential

.allocation of a school resource between tracks. : chapter VII
| :explores the determinants of placement between schools..
 and .attex.npts to relate structura_l variables, such as sise

.and.’composition to differences J.n policies'. The ef'fects‘

- of schools on assignment are decomposed, to assess the'

importance of composition and context in assignment.

Chapter VIII presents the summary and conclusions ofthe

present 'analysis. as well as drawing possible policy impli-

37




‘Particular attention is devoted to.comparing the student

. distribution by class and race.

" attempted in the United States, including data on more

' CHAPTER II | Y |
. THE SAMPLE AND THE DATA

The present chapter shall focus on the units of

analyéis and the comparability of results with other studies.

- The Sample

The data for this analysis was a sample of high
schools selected from the Equality of Educational Opportunity
Survey conducted in the early fall of 1965. The Survey repre-

sents the most massive canvass of students and schools ever

than 645, 000 pupils in grades one through t.welve.l The
original sample design consisted of a 'stratified, two-stage
probability sample; the primary units for the first stage
were counties, straﬁified by.region and metr_opolitan loca-~

tion. The sampling ratios for the second stage were -

lSee Coleman, et al. EEOS for details of the Con-

gressional mandate. ,

28




n counties, stratified by region and metropolitan location.

: :'.l'he sample ratios for the second stage were established

according to the proportion of non-white students within

" :‘the urban and regional units, s:ane the number of non-white

students to be 1ncluded had been set at 450, 000 The largest

T~

21 metropolitan areas were included With a probability of

1. 00. while the remaining units were randomly selected

,. . Wit'hin each county and metropolitan area, a complete list

of all public secondary schools was obtained fro'n the State

- Departments of Education w:.t'h non-w'h...te enrollment in each

- school indicated. The secondary schools were then stratified
into five groups depending on the racial composition_ of the

~student body, and from .each of the strata defined by region,

nmetropolitan location; and racial composition. Students in
the lower grades were included if they were identified as

feeder schools to the high school selected All question-

naires and test 1nstruments were mailed the principal,

superintendent, and teacher forms were self-adm::.n:.stered

.' while the teaching staff was asked to test every student in

~ the school. No 1nformation is available on the adequacy or

comparability of test conditions, administration, timing,

_' or biases due to absenteeism. It can be expected that such

39
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differences influence the quality of the data.
The procedure has been detailed because despite the

'Carefu; Planning and execution, the data collected have been

' eriticized as being inadequate and not representative.2 The

major reason for such criticisms is the non-response rate

within sampled units; and the decision of several large

metropolitan disf:ricts,'" such as Los Angeles, Chicago,

Boston and éolumbus, not to participate. The original

sémple copsiste@ of 1,170 high schools, but only 818 or

70% returned uséble prinéiééi questionnaires and 67% or 780
schools réturned pupil data.3 | There were, in the final
sample, 689 schoolé which included both principal and
.student data. | Table 3 outlines the composition of schools

. : : S
in the original sample and the number responding.

2See Samuel Bowles and Henry M. Levin, "The Deter-
minates of Scholastic Achievement - An Appraisal of Some
Recent Evidence," Sournal of Human Resources, III (Winter,
1968), pp. 3-24; and James Coleman's "Reply to Bowles and
Levin, " Journal of Human Resources, IIT (Spring, 1968), pp.
237-46; and John F. Kain and Eric A. Hanushek, "On the Value
of Equality of Educational Opportunity as a Guide to Policy,"
Discussion Paper No. 36, Program on Regional and Urban Eco-
nomics (Cambridge, Mass.: Harvard University, 1968). Also
Glen C. Cain and Harold W. Watts, "Problems in Making In-
ferences from the Coleman Report." and Replies, American

Sociological Review, XXXV (April, 1970), p. 228.

3EE0S, p. 565.




TABLE 3.
NUMBER OF HIGH SCHOOLS IN ORIGINAL EQUALITY OF EDUCATIONAL

- OPPORTUNITY SURVEY BY LOCATION AND RACIAL COMPOS.ITION
' ' (RESPONSE RATE)

0-10% 10-25% . 25-50%

_United States | 357 (.65;) o 69 (.77) : _'52 . 13)
Non-Metropolitan | 223 (.63); 43 (.84) 28 (.76)
North and West 78 (.81) 27 (.90) (;;76)
south = (.56) 6 (1.00) (1.00)

Southwest 27 °(.59) 10 (.67) 5 (.71)

Metrxopolitan (.70) 26 (.68) 24 (.71)

' Northeast o (.88). | (.67) 15 (.79)
Midvest _‘ ) (.67) (.43) 4 (.44)
Southeast (.53) (1.60) —
Southwest ' (.69) 3 (1.00) 2 (1.0(\)')

West 11 (.65) (1.00) 3 (.75)

Source: EEOS, Table 9, 6, 3, p.567.
L4
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( | R * TABLE 3.1--Continuéd

Lt o—.—%_
D .4 R .

.. 50-75% 75-100% . Total
17 (.68) 305 (.65) 780 (.67)
4 (.67) 239 (.64) 537 (.65)
3 (.60) 21 (.88) 150 (.82)
3 —— 177 (.60) 302 (.59)
"1 (1.00) 4 (.73) 85 (.68)
13 (.68) 66 (.69) 243 (.70)
6 (.75) 7 (.88) 80 (.82)
6.(.75) 6 (.67) 52 (.61)
== 35 (.65) 54 (.61)
——— 15 (.75) 31 (.74)
1 (.50) 3 (.60) 26 (.72)
42
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The dbjective of the ﬁresent'sfudy was to assess

'bdth the determinants of trackihg on the individual level

and’ the process of grouping as a phenomenon associated with

schools. Sihce.utiiizing all of the available data for high

school students would have involved exhorbitant computer

" costs, it was necessary to sample. The procedure Coleman

utilized was to seiect 1,000 students randomly from each

grade level for extensive analysis, and to weigh them by the
sampling ratios of the appropriate strata. The presentvre-
search design entailed both school and individual-level

analysis, so it was decided to selecﬁ schools and include

all students from those high schools selected. The criteria

used to select schbols for anqusis was somewhat arbitrary
in that it was not random; the purpose Qas to obéain a
strucgurally homogeneou; éample Qf.sdhools Qith data from
both principals and pupilé,.in order to be able to compare
policies across schools. More fhan two thirdé of the schqols
in'the Equélity of.Educétion déta bank were locaféd outside

of Standard Metropolitan areas. These rural schools were

-conéiderably smaller than the.average urban'school, and

more likely to have only one curriculum.. The decision was

made to limit the analysis.to urban schools, following

43
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"-“f'u'Coleman s definition of urban. The second criteria used

- ‘e -
e - ‘ ..-........._,..
cmar smae

Ul was structural Even in the urban sample, schools differed

S A, e m e - S n i 2 e - Y --.-.,.

. fconsiderably in grade composition- many smaller schools'

>

"f"included all twelve grades While larger districts main-

PR
~N—.~ .

'i.tained both Junior ‘and senior high schools. Initial analysis

,showed that an important determinant of tracking and group-

5ing policies was the size and grade composition of the

.o = . . PR

' sdhool, which confirmed other data sources. Schools Which

had a limited total enrollment or a small number of students p,

'_.inrany single grade were more likely not to track all stu-

'--. .

dents. Since it was desirable to have data on two different

_gradetlevels in:the'same'school, senior high schools which
did not inclndeuninth grades'were”eliminated £rom the
.~analysis. Schools Which'included grades below the ninth
were also'eliminated.. The reason tor this was that the
principals' responses‘to questions of policy, or concerning
facilities and teachers_in schools‘Which included lower'

. grades would not refer to high school students equally.

Ten high schools which the principal reported were voca-
tional schools or schools enrolling slow learners werehalso

omitted. The resulting sample consisted of 80 urban four-

year high schools, with a comprehensive curriculum which had

a4




fflseparately.

38

”fprrincipals' data.‘ Twenty-one of these schools were m1s51ng
4
-.jgdata on elther the n1nth or twelfth graders, ~and so they

hg'were also excluded Table 2 g1ves the reg1on and rac1al

.l

'*ﬁtcomposltlon of the 60 selected schools and a s1m11ar break-
,T}idown for all the urban schools 1n the complete survey. The-
'F*?twelve Southern schools were “also OMlttEd from the f1nal

.“analysls, although 1n1t1ally we cons1dered treatlng them

\

An analys1s of the poss1ble blases 1ntroduced by

;f,llmltlng the schools to four-year hlgh schools was attempted
f ;The Office of Educatlon reported that roughly one fourth of
all publlc high schools were four-year, 9-12 schools. In
drthe Equality of Educatlonal Opportunlty Survey, 207 of the

"htotal 818 principals. reported th1s grade compos1tlon. In
;the urban sample, one thlrd of the hrgh schools originally
ysampled had this grade compos1tlon., A comparison.of the

'. dlstrlbutlon of-all high schools and four-year hlgh schoolsh

- in the Survey showed no differences in location, class of

| 4'I'h:l.rteen schools were mlss1ng data on both 9th
and 12th grades; five schools lacked 12th grade data and
three schools had no.nlnth grade data. :

USRI Y Y
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pupils served, or racial composition. The schools selected

were, however, somewhat larger, employed more teachers, were

so;newhat more likely to have full-time guidance counselors,
'a&celerated cuzlriculums, and to track all students. These
differences were not unexpected, given the seiection cri-
teria, and it is not clear how important they are in the
analyé.is. If the original sample had been strictly random,
a . undom sglecti'on procedure would have enabled one to
generalize to all high schools, or to all schools of a cer-
t_ain type. Since it seems difficult to argue that the sample
is representative of any particular universe of schools, the
decision w.as made to analyze the selected 48 schools
separately, and ignore the sampling quotas and weights as-
signed by the Survey staff. The forty-eight schools repre-
sént twenty-seven differént standard metropolitan areas in
seventeen states or the District of Columbia.

Table 5 lists the urban areas inclui2d with the
number of schools and students included. It should be
pointed out that the schools are not necessafily representa-
tive of the region, state, or metropolitan area in which

they are located. The analysis of differences between

schools, -despite variability in many school characteristics,




TABLE 5

SCHOGLS SELECTED FOR ANALYSIS BY METROPOILITAN
' ' IOCATION, AND SIZE OF SAMPLE

ISchool' Location - No. of Schools Students Sampled
Sth 12th

W ENGLAND )
Portland, Maine 1 240 222
Boston, Mass. 2 492 425
Fall River, Mass, 1 480 300
D-ATLANTIC

TuBaltimore, Md. 1 63 423
Atlantic City, N.J. 1 756 602
Newark, N.J. 2 689 577
Trenton, N.J. 1 219 137
Wilmington, N.J. 1 255 162
Buffalo, N.Y. 2 635 585
New York City 3 852 2,086
Philadelphia, Penn. 1 539 531
Scranton, Penn. 1 252 461
Washington, D.C.J 1 528 392

GREAT LAKES
Chicago, Il11. 1 83 76
Peoria, Ill. 3 849 645
Evansville, 1Ind. 5 1,917 1,477
Detroit, Mich. 1l 105 360
Canton, Ohio 1 624 470
Cincinnati, Ohio 1 121 52
Green Bay, Wis. 1l 187 148 .
Milwaukee, Wis. 5 1,257 1,081

PLAINS
St. lLouis, Mo. 3 1,186 793
Omaha, Neb. ’ 1 212 580




TABLE 5--Continued

School Location No. 'of Schools Students Sampled
* 9th © 12th
FAR WEST
Bakersfield, Calif. 4 2,137 1,676
Sacramento, Calif. 2 838 1,039
San Francisco, Calif. 1l 312 227
Portland, Oregon 1 66 . 63
ITOTAL SAMPLE SIZE 48 15,894 15,384




revealed considerable uniformity in outcomes among stu-

dents. Ii: seems safe to argue that the selected schools
represent a cross-section of fou'r-l'rear urlSan high schools
located outside the South, with an ovef--representation of
schools in which non-white students were enrolled. The
foliowing section compares the'distf:ibution of students

to census publications.

The Student Data

The student data analyzed represenfs the total
number of students in ﬁhé forty-eight high schools selected,
6:: over 36,000 cases. It is pertinent to inquire how repre-
s:entative these studénts are of all high school students
in northern, public high schools. As discussed earlier,.
the racial composition o.f the sample can be expected to
differ from the total population, siﬁce schools were selected
differen_tially according to racial composition for the

Equality of Educational Opportunity Survey. We cannot

~ compare the distribution of schools or characteristies,

since relevant comparative information is not available.

Census data has been,compiled, however, which allow us to

make a few comparisons. To my knowledge, no rigorous
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compar. son has been made between the aistribution of re-
sponden£s in the EEO Survey with a national reference
group. o

: Table 6 p.r-esénts thé percentage disiribution of r.fe-'
spondents by race and sex in the fort':y—eight.-chools. and
a comparable distribuviion dompiled from census data on
school énrollment. The tabulations compiled from the Survey
represent the total distribution of both ninth and twelth
graders pooled. The most comparable census figures avail-
able were chosen, although they do ndt reflect a strictly
comparable population. The census figures refez.; to school
enrollment in fall vof_1967. not 1965; detailed figuves were
not available for the earligr yearA. The census figures are
for the total pdpulétic;n in a standard metropolitan statisti-
cal area of 250,000 or more; for. the entire country, includ-
ing the South, enrolled in a public high school in grades
nine through twelve. The metropolitan regions chosen for
analysis from the EEO Survey may differ from thez national
total, and we do not have information on tenth or eleventﬁ
grade pupils. The comparisons are, therefore. merely 'sug-.
gestive of difference;. 'I"he present sample includes approxi- '

mately twelve percent more non-white students than one would

51




TABLE 6

PERCENTAGE DISTRIBUTION OF RESPONDENTS BY SEX AND
RACE FOR SUBSAMPLE AND FOR CENSUS TABULATIONS
ON SCHOOL ENROLLMENT IN GRADES NINE
THROUGH TWELVE, OCTOBER 1967

Fo— —— ————— ————— —— —_——  ——— — ———————————
—_— —

_ EEOS
Sex and Race Sub-sample Census Tabulation*

white
male
female

Non-White
male
female

*Source: U.S. Department of Commerce, Bureau of the
Census, Current Population Reports, Series
P-2G, No. 120, "School Enrollment."
U.S. Government Printing Office, Washington,
D.C.,1969. Compiled from Table 12, pp. 29-
31. :




expect randomly, and an excess of females slightly over two
per cent. The racial differences were expected, while the
sex difference is less easily explained. It is possible

that differential absenteeism, or excessive unuseable instru-

ments returned.by males account for the .observed aifference .
in sex ratio.

" Table 7 presents a similar comparison of enr;ollmentf
data wit‘h tabulations from the census. The distributions
.are non-comparable in population base for the reasons citgd
a‘_bove.._ Additionally, the census figures include rural areas,
and are only compiled for dependent children in primary

families; the EEOS tabluation is based on the educational

attainment of fathers, not head of household.

It is apparent from Table 7 that the students sampled
reported slightly more years of school completed than the
‘census would suggest was accurate. The difference is no doubt
partially accounted for by including the Sout‘h~e§nd rural
areas, particularly for non-whites. However, it is also
probable that students over-ectimated the education of their
fathers. The concentration of responses in the category high
school graduate is particularly suspect, and the differences

between the census figures and survey are probably due to.

response error.

53
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These differences, altﬁough crudé at best, are in-
structive boﬁh to assess how adequately th4 30,000 students
analyzed are representative of the nation, and to estimate
tﬁe degree and direction of miéreporting. The reliability
of the data is discussed in more éetail in the Appendix.

The distributions presented suggest that the present schools
are atypical with respect to racé, although the composition
within racial categories probably rgflect'roughly the
extent of individual differences. The distributions'also

suggest that imisreporting is a significant source of error

in addition to non-response,
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&nei+: - THE BASIC MODEL OF WITHIN SCHOOL STRATIFICATION

The theoretical orientation of the present analysis

- - .
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is an explicit formalization of the process of stratification

-

- - fe e - - -— - .o o

within sdhoéls,.;nd the”éétetﬁinéﬁtslof placement. The
éfesént dhaptet:ﬁiiiltotus on the éubstantive and empirical
jﬁétifitétioh of.tﬁelmtael.ﬁresénted; and describe the vari-
ébies chbsen for analysis. The techniques of analysis used
&ill be tetieweé and the poétulated.model presented; the
iﬁplications of the causal assumptions employed will be
-examintd.

The substantive assumption embodied in the analysis
is that social stratification in high échools replicates and
reinforces the stratification system of the larger society.
The focus‘is on the institutionél mechanisms which channel
students ihto adult roles, rather than on the status system
within schools; no attempt will be made to formulate or dé- -
fine what constitutes social status among students in the

high school or adolescent peer culture.1 The high school

1 ,
In contrast to such work as James Coleman, The Ado-
(- lescent Society (New York: The Free Press, 1961).

46
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is viewed as an institution Which seiects, differentiates,

and‘socializés pupils for positions of relative status in
the larger society.

fhe mechanism.of selection of present concern is the
assignment of pupils to a college p:eparatory'curricula.
The educational differentiaﬁion implicit in placement serves
to stratify aﬂd segregate students within schools, just as
occupational status 1§ter reiﬂforces~§ocia1 barriers. Assign-
ment to a college curriculum is strongly reléted.to actual
college attendance, béth beéause the academic track prepares
students to meet college admissions requirements, and provides
encouragement and reinforcemeht from teachers,.peers, and
counselors for college aspifations. Plaéement may also be a
source of some prestige. if the educatiénal system functions
both as the institutional means for social mobility and means
of.elite selection, it is pertinent to inquire into the
mechanisms at work within schools.

The process of selection ;nd stratification can be
approached from two perspectives; Déscriptively, one can

assess the determinants of placement in a social system as

4

- a product of mechanisms operating within that system. An

evaluation or critigque of these mechanisms, however, requires

57
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f | a.‘comparat'i've frain.tework,‘ whet‘hc.ar.th'e‘:‘ focus is on .the norma-
tive fun.ctiohing of the proces.s, or on the effects produced.
The dynamiés of occupational mobility in a social structure
~afe ;Qgically distinct from a critique of the process, al-
though the latter presupposég a kno_wle‘c‘ige of the former.
The relat:'u;'e impor.;'tance of éscription or achievement, for
example, can be a.n;alyzed without reference to evalugtive
concerns. The implications of the postulated model of within
school stratification are great for both social and educa-
tiohal policy; however, thé analysis is basiéally descriptive,_
rather than evaluative.

The process is.not,v quite obviously, independent of
student desires. In the pfesent sample 6f stqdents, eighty-
four per cent of the twelfth grade studeﬁts stated that the
curriculum to thch they were assigned was of their own
choice. While this perhaps overestimates the degree of
cho:i.ée actqally pre.sent, schéols may serve merely to instru-

; mehtalize ambitions. The choice of an occupation also re-
flects :i.ndividual .vol:i.tions. as constrained by the demands
3 and 10pportunities of a labor market. The déterminants of |
‘ asé:i.gnment in the pre’sent framework reflect the de,scr:i.pi;.ive

operation of a social system, which can help or hinder the

-




(‘ " . 'ind'i.v'idual student; rather thaﬁ a diégression into e\falu-
a.tion. The critique of stratificat'io'n in a sqcial systen,l
r;ecessarily depends oh comparison, whether with a real or
ideal alternative. A c.ritiqﬁe of. curriculum structures could
be baséd on either the determinants of place;ﬁent or the out-
comes 'produced. One might critvicize the criteria and values

- prevalent or the societal consequer.lces of segregation by
ability. However, it seems virtually impossible to deal..
with such questions without implicit value judgementé and
speculation. The implications ofv the research for social
and edugational p.olic'y are postponed until tﬁe final cﬂapter,

where the discussion will involve an explicit comparison of

S ~, alternatives.

; | R ' " The Variables

The variables chosen for analysis reflect the sub-}
'stantive issues involfred in the analysis. The determinants
of placement in a coilege curriculum are presumed to be the
student's background and his ability level. The three
measures of student background chosen were: (1) the educa-
tional attainment of his father, (2) the father's occupa-

L4

' tional prestige, and (3) the number of siblings present in




50

( . _'the family. The survey asked students the following

. questions which were coded as indicated below.

. SURVEY QUESTION . CODED

l, How far'in school did your father go?

(A) None, or some grade school _ - 4
(B) Completed grade school | o 8
' (C) Some high school, but did not graduate | 10
(D) Graduated from high school” . 12
(E) Vocational or busineés school after |
high school _ ' 13
(F) Some collegé; but did not graduate 14.
(G) Graduated frc;m four-year | , 16

(H) Attended graduate or professional school 18

(I) I don't know . | -

2. What work does vour father do? You prc;bably will not

find his exact job listed, but check the one that comes

| ’ ‘ ' closest. If he is now out of work or if he's retired,

niark the one that he usually did. Mark only his main

job if he works on more than one.

(A) Technical--such as draftsman, surveyor,
medical or dental technician, etc. 76

s " R, - .
> — ot 2 o
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. ( . - SURVEY QUESTION CODED

(B) Official--such as manufacturer, officer
in a large company, banker, government
- official or inspector, etc. 77

(C) Manager--such as sales manager, store
manager, office manager, factory
supervisor, etc.

Proprietor or owner--such as owner of a
small business, wholesaler, retailer,
contractor, restaurant owner, etc. 69

' . - (D) Semi-skilled worker--such as a factory
: machine operator, bus or cab driver,
meat cutter, etc.

- . . Clerical worker--such as bankteller, book-
; : ' keeper, sales clerk, office clerk, mail
' carrier, messenger, etc.

. Service worker--such as barber, waiter,etc.

Protective worker--such as policeman, de- .
tect:Lve, sherlff, fireman, etc. 50

(E) Salesman--such as real estate or in- ,_
surance salesman, factory representa-

tive, etc. 75
(F) Farm or ranch manager or owner 47
(G) Farm worker of one or more than one farm 17

(H) Workman or laborer--such as factory or

mine worker, fisherman, filling
station attendant, longshoreman,etec. 31

(1) Professional--suc‘h as accountant,artist,
clergyman’ dentist, doctor, engineer,
lawyer,” librarian, scientist, college -
professor, social worker, etc. 89
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' SURVEY. QUESTION

(J) ‘Skilled worker or foreman--such as
- baker, carpenter, electrician, en-
listed man in the armed forces,
-mechanic, plumber, plasterer, tailor,
- foreman in a factory or mine, etc. .

(K) Don't know

-How many brothers and sisters do Jod have al-

- together? Include stepbrothers and stepsisters

or numbers of children as indicated.

and half brothers and half sisters, if any.
| (A) None | | -
(B) 1
(c) 2
(D-) 3 B
(E) 4
(F) 5 R .
G) 6 T
(=) 7 | |
(1) 8

(J) 9 or more

CODED

44

33

The educational attainment of father, and the number of sib-.

1i_.n§s present were coded as actual values in years of school
Coding the occupational

categories was problematic, both because the original survey
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askce  =students -tq resiaond to ce;nsus categories representing
father's occupation and beca;mse the survey miscodéd re-
sponses in one case, groﬁping responses of "cleriéal workers"
" with those of "service" and “"semi-skilled" workers'. The low
overall response rat.e is perhaps indicative of the confusion
students experienced in re5ponding.wi th occupat}onal caté—
gory. ‘Initially, the occupational categories Were coded
~utilizing Duncan's occupational presi:ige scale;2 however,
in viéw of the low response rate and the unsatisfactory
coding scheme adopted by the Report, it was felt an internal-
ly copsistent scale would be preferable. . The original Duncan
scale was constructed by regressing the prestige scores of
occupational categories on the éducational éttainment and
income of peréons ir; occupational categories. Since income

was not asked in the survey, only the distribution of re-

D ST T T T TR

sponses to educational attainment by occupation were ob-
'tained. For each occupational category, the proportion of
- students who stated that their fathers had graduated from

high school or higher education was calculated, and used to

T A g vy A MR g X s L S s gy

4

201::19 D. Duncan, "A Socioeconomic Index for All
Occupations, " in Occupations and Social Status, ed., Albert
J. Reiss (New York: The Free Press, 1965).
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code occupations.

If possible, it would have been more desirable to

include the proportion earning incomes above $3,5000 as well,

and to have calculated a code based on both values weigﬁted

by the multiple regression coefficients presented by Duncan.

| However, the data was not available, and it is doubtful that

the reéulting scale would have altered the results. The

-actual scale derived in this manner i:anged from 17 to 89;

the pi:'oduct moment correlation with the original occupa-
tional _prestige scale alssigned to individuals in the sample
scale was .93, indicating substantial agr.eement with the
original scale. The status of farm managers seems rela-
tively more advantaéed than expéctegi; sincg the present
sample cénsisted of urban students, the occupation of
fai:mer is no doubt quite. atypical of all farmers, and repre~
sents only a faction of the entire sample,

The rationale for utilizingﬂ such a scale was twofold.
First, it allowed an internally consistent; code to be
attributed to non-reépondents, who were a sizeable fraction
of the population stuydied. Secondly, it ‘accounted for 86.5
per cent of the variance between occupational categories

which would have been obtained had the more widely used
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(f. ' ‘ ' prestigé scale been adopted. A.complete analysis of ;ﬁe
propertiesiof fhis écale was not unaertaken, both becéuse
it was chosen and justified on pragmaﬁic grounds, réther

. than fér theoretical.cénsiderations, and becausé it re—.
'fleéts.the distrisutioh of responses in the present sample,
rather than in a random sample of adults. The methodology

'E of occgpational prestige scales has beeh well developed

; elseWhere;3 but perhaps two pointé should be méde. First,

. althouqh the codes are based on educational attainment,

{ | - they are derived from aggregate data, based on all students

in 'each occupational category, and then applied as scores

répresenting individuals. The logic is that the scores

represent the educational attainment of the members of a
ba;ticular occupational category, rather than properties
of individuals. The present scale is,not surpringly,

~ correlated more highly with educational.attainment than the
.occupational prestige scale; in general, the correlations

obtained with other variables analyzed were larger in every

3See Robert W. Hodge, Paul M. Siegal, and Peter H.

Rossi, ”Occupationalfprestige in the United States: 1925-
1963, " American Journal of Socioloqy, IXX (November, 1964),
pp. 286-302.
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case. This would seem to be the result of the improved

reliability of ppe scale. If many students were unsure

- of the precise occupational category which was relevant,

the responses may represent a subjective approximation to
the father's actual occupation. The scale thus reflects
the average educational attainment attributed to the cate-

gory, which could be considered the perceived status of the

occupation by students in this sample.

The measure of verbal ability chosen was the stu~

,dent's‘agtual score on the verbal achievement test adminis-—
‘tered in cdnjunction with the Equality of Educational Oppor-~

tunity Survey. The reliability of this test score was

estimated by the Educational Testing Service in Princeton as
.92.4 For most of the analyées presented by Coleman, this
text was selected as the most representative of differences in

individual ability and as the most reliable of the four tests

in ‘the complete battery. The high reliabilitf of verbal achieve-~

ment was the principal reason for its selection. Secondly, -

4Uames S. Coleman, et al., EEOS,.
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. studies of educational achievement have often concentrated

on.verbal skills, fétﬁe}.thaﬂ more specific abilities. 1In
order to compare results presently'compiled with other
studies, the anaiysis was restricted to the verbal achieve-
ment'séoré éf pupilé._

Gra&es and curricﬁlum in the'presént‘analysis aré,

self-reported responses. Grades refer to the average high

school gfades achieved in all courses during high sdhool;

-~

coded on a five poiht scale. The question regarding cur-
riculum was collapsed into two categories: those students

currently enrolled in a college preparatory curriculum, and

all others who respoﬁded to a particular curriculum.

. Aspirations in the present analysis.refer to edu-
cational'aspifations of students, coded as the actual number
of years of schooling aspired to by students.

The total number of 12th grade respondents and the

response rate for each question are given in Table 6.

No extensive analysis of non~linearity of variables

was undertaken; the variables analyzed have frequéntly been

used in social science research, and transforming values

would -have made comparison difficult. The dependent variable,

college curriculum placement,‘is coded as a dummy variable.

o —— ous s . e .. - ==
ez Rt ey — e o Ec
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C - : . TABLE 8

NUMBER OF RESPONDENTS AND PROPORTION
RESPONDING BY VARIABLE AND GRADE

.(N .in Parentheses)

- I
Variable No. of Reépondents
Ninth  Twelfth
Sex 98.6 (15,578) | 99.0 (15, 331)
Race 97.0 (15,321) | 98.9  (15,305)
Father's Occupation 81.4 (12,851) 84.9 (13, 146)
S Father's Education | 90.1 (14,230) | 88.6 (13,722)
No. of Siblings 98.2 (15,509) | 98.8 (15,303)
Verbal Achievement 100.0 (15,793) | 100.0 (15,483)
Curriculum Placement| 71.8 (11,344) | 98.2 (15,212)
Ability Group 62.4 (9,853) | 71.1 (11,007)
; ' Grades 94.6 (14,939) | 97.0 (15,016)
Aspirations 97.3 (15, 368) 96.3 (14,903)
Total Sample (15,793) (15,483)
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This violates an assumption of regression analysis, that

| the eri:o;'s are uncorrelated. The total effects estimated

are, however, not changed; as Boyle argues, %applying path

analysis operatidns to dependent dummy variables gives the

~same results as assuming equal intervals for that dependent

variable."s The analysis is oriented towards estimating
effects, rather than goodness of fit, so the violation seems
Jjustified.

The Technidues

The data reduction ar_:d interpretation of results
have involved primarily the te;chniques of path analysis and
an analysis of covariance. Path a\nalysis6 allows one to
utilize an explicit causa; framework to derive quantitative
results about _linear.' additive relationships among variables
in a system. The correlations between any pair of variables
can be decompd_sed by repeated applications. of the basic
theorem of path analysis: |

Snichard P. Boyle, "Path Analysis and Ordinal Data,®

American Journal of Sociology, LXX (January, 1970), 471.

szis D. Dutican, "pPath Analysis: Sociological

Bxamples, " American jJournal of Sociology, txXXit (July,
1966), 1-16. .
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where i and j denote any two variables in the system and the

jndex of runs over all irar.iables from which. paths lead

directly to X Antecedent, or predetei:mined variables are

thosé which are temporally or logically prior to outcomes

and which exert a measurable influence. | |
The _relationships postulated are in general presented

separately for the total sam;)le and "within schools.” The

model within schools is based on an analysis of covariance

which decomposes .the variance and covariance into orthogonal
between and within school components. Under the assumption
thét school effects can be interpreted as an additive constant,
the mean value for each variable in each school- is .subtracted
£from each student's score, and the values to be interpreted
are actually deviations from school me‘ans.7

In the present analysis, the within school parameters

were calculated in a slightly more compiicated fashion.

Tpor a complete discussion and derivation of the metho-
dology employed, see Robert M, Hauser, “Family, School, and
Neighborhood Pactors in Rducational Performances in a Metro-
politan School System,* {unpublished doctoral dissertation,
tniversity of Michigan, Department of Soeiology, 1968),

Chapter II. '
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( ‘ - Forty-eight d@my variables wefe added to the original data
tapes representing the school i.n ;vhich the student was
enrolled. PForxr each within school equation, fo:;:'ty-seven of
the dummy variables were entered first -into the equatidn
predicting an outcome, followed by the independent vari-

ables of interest. The regression equation

, 4
| vi:. - b, + bjxji+ b,g0; +D 9Bi +
. jg ~. .
PsoSs* & (Rq. 2]

'tefresents the determination of wverbal ability by the social
class background variables. The unstandardized regression
coeffi_eients. b“, b49,and bso, are identical to the co-

- efficients calculated from a model such as equation 3.

18 (0% 0)+b9( - .)+

"’ﬁ“'.j’ i3 = %3 15 = B.j

In order to derivé the standardized within school co;efficients, .
b'*. the unstandardized coefficients could be standardized

by the within school standard deviations, since

- ) 68(") - P *

= bt 4]
i Oy ™ ‘ tea

Aruitoxt provided by Eic:

EKC .
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-

However, the unstandardized regression coefficients from

both Equation 2 and Equation 3 are identical, implying

® L o Bb O xw
 Pyxon TPy | 3‘?{‘] ‘ 3‘;&—] [Eq. 5}
and | -
Oy . Oxw - O xwl0x . x =
Ox OY(W) O yw/0y r(yw)wj
) ~
1 - .
\/ o (2. 6]
1-8 ‘

yx

That is, 1;mltip1ying the standardized régression coefficient
obtained in Equation 2 by the ratio of the proportion of
variance within schools 0;1 the dependent variablé produces
| the appropriate coefficient. |
fhe within school correlation matrices were calcu

lated by a series of regreésion equations which regreéséd
all necessary combinations of variables including one in-
dependént variable and forty-seven dummy school vari.ables in
the equation simultaneously. fThe standardized beta co-
efficient for the independent variaﬂle. net of school
effects, was multiplied by the relevant ratio of withﬁ

school variances computed as above.

=
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( ‘ _ The di-éturbance terms for the within school model
were calculated from the sums of s;mares explained in
Bquation 3, and the prOportion of variance within schools.
Let Rz represent the sums of squares explained by
: Bquation 3, inclnding O, B, & and forty-seven dummy vari-

ables. I.et RB represent the variance between schools in

. | verbal, -or the proportion of variance explained by Equa~
tion 7. | |
V,.=2Dd + bx,. +e 13 (Be. 7

i3 o j=1 J i3
R: - R: is the proportion of total variance

g - uniquely explained by O, B,and 8. Multiplying the equation

. | R": thin yieldé the proﬁortion of within school

- variance explained by deviations on O; B, and §. There can
be no joint variance accounted for by the within school
de_viations. ard schoc;l effects, since the deviations are un~
correlated and orthogonal to the between school components
for'(.’. B, and 8. ‘ | |

‘!he procedure outlined above has only cmpnung con-

venience to recomena it; the results are identical to
those which would have been obtaihed had deviation scores

Y . ’ ‘ .- ”
EKC | . :

Aruitoxt provided by Eic:
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been used. For the present analysis, the coefficients were
calculated by hand. 'A;he only advantage would seem to be
thai: schbol means for every v.ariable do not have to be
conputed. in advance and entered as constants. This saves
c&sida&le recording time and a second pass through a
large data file.

The within school analysis involved the assumptioﬂ
that interactions between within school slopes were not

present. Tests lor interactions revealed that this was not

. the case for the schools in the present analysis, and

separate regressions were also computed for each school.

The correlation matrices, neahs. and standard deviations
for all variables in the present analysis are presented in
the Appendix. Purther analysis tended to confirm the argu-

ment offered by othet'anthors.e that interactions between

siopes were neither large nor substantially important. How-

ever, the processes within schools are typically presented
as hoth averége within school effects and parameters calcu-

lated by the analysis of eovafiam:e.

2

a!!.*msm-.-. ‘Sdmls and the Stratification Process, *

pr. 587-611.

.'74
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ie e

rig&e. A presents in diagramatic form the postnlate.d
relationships to be analyzed. The nodel presents background
factors, including fathers occupational prestige, and edu-
cational attainment, number of siblings, and race as pre-
determined variables; the correlations between these vari-
ables are accepted as given and not analyzed. Bach exerts
an ﬁtdependent effect on V, tl;e student 's verbal ability.

- Achievement as well as background factors influence curricu-

lum placement, C, and grades G. The determinants of aspi~
rations, I shall argue, are 1_argely the intervening school
variables, operating independently of social class back-
ground. The direct effects of social ciass, syrbolized by
the dotted arxrows in the diagram, are @te trivial for
students in the present sample of schools. .

- The arrows of principal interest in the analysis are
those labeled a through d, the direct effects of social class
on curriculum placement. The assigmment process vithin
schqols is determined in this lﬁdel. by the social class
background of the studlent and tested ability. 1f the unique

- effects of social elass or raeial background are large and

positive, one would argue that placement within schools

A | 7S
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( ' tends to operate to the advanéage of students from higher
| social class backgrounds. reinforeing. perhaps, existing

social class differences among students. The magnitude
oe effects on grades are also viewed in this perspective:;
grades are ‘an academic reward fon perfemance. and high
grades a prerequisite for admission to eolleée. lx‘f schools
differentially reward students, the ;:oseibility of deing
‘2ccepted into a college may ultimately depend on social
class backgronnd rather than ability. The causal assnnp-
tions of the model can de criticized, since ability was
tested during the final year »of schoul, rather than indica-
ting earl:ier' intelligence. The achievement level of pupils
84§ depend on learning during high school, and the per-
formance and exposnte implicit in grading and assignment

i R Aty et s R BT~ A S BN WS pas & 4 8 e U

would then tend to be reflected in d.ifferential achievement.
; o Bven more seriously, the assmption that enrricnlnn
influences aspirations assumes that placement is not determined
.by stnaent'aspiratiene. Very little is known about the fo:i-

sation of aspirations over time, or the relative importance

of school experiences in aevelopiné and reinforcing student
aspirations. Until the reciprocal relationships can be
‘developed in a causal framework, the model is clearly

EKC

u.m by ERIC.
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deﬁéient. it is quite likely that the aspirations .reportedA
by students at one point in time reflect both the success a
student has experiem-':ed in school, through grades and place-
uént. and the cumulative impact of early aspirations. .If
one wefe to view the school as a "neutral” institution
devoted primarily to effectuating aspirati.ons‘. formed prior
to entry into sc‘hoolh, the model might wei]. postulate the.
stu@ents aspirations as predetemineg, influencing the
grades and curriculum placement through individual motiva-
tions and attitudes. The alternative ra;:ionale adopted is
to view aspiration as results of school expefiences, and
representing tﬁe ‘i:.est guess® a student in the twelfth
grade may ﬁake about future educational attainment. It should
be noted that aspirations viewed in the perspective are
almost entirely determined by the inteﬁeh;ng school experi-
| ences, rather than background »va‘ri.ables. Until the theo-
-retical arnd 'enpirieal relationships are. c¢larified by longi~
tudinal analysis, the postulated model wvhich views aspira-
tions as a consequence of placement seems preferable to a |
model which allows them to de a prt;dictcr of school success.
The directions of 'ca\'asality. postulated perhaps overstate the
effects of ‘school experiences. The view of schooling and




-experiendeé in school implicit in the present analysié is
that of intervening variables connécting, mediating,'and

influencing uitimate'attainmenf.

Conclusions

The present chapter'has concentrated on the

methoddlogical and substantive issues involved in inter-

'p;eting and ordering the variables analyzed causally. The

reéponses and coding schemes gdopted~havé been reviewed,
and the techniqneé used to ;naiyzé within school effecfs
'p;esentéd. The logic and rationale for the presenﬁ analysis}
’hag ﬁeen discussed, and ﬁhe_issues of interpretatioﬁ raised,

wvhich wi;lhbe discussed in more detail later.




CHAPTER IV
SOCIAL CLASS BACKGROUND AND CURRICULUM PLACEMENT

The assignment of students to curricula reflects the
| sc%z&ls assessment of the student's ability, motivation and
| performance record, as well as student preferences and

B .-organization&-l arrangements in the high school. The selected .

sampl-e of high schools were chosen to be structurally homo-

_ gew,wq Since all. were four-'-year .high schools in the urban _

Ner#&i, students were presumably subject to the influence

and evaluations of t'n'e school for a constant period of time,

"Since the schools were structured to deal with all students._‘

~ over comparable periods of their educational development.

the effects of grouping and assignment policies should be
relatively comparable.
The present analysis concentrates on the determinants

"of placement for twelfth grade students. The model of the

process of assignment presented in t‘he preceding chapter

'.v->W:I.ll be applied to the sample _of forty-eight schools, and
“‘the results examined'; | "I"Ihe»'focus- of the present chapter is

~on the're,la'tive'impact of social class' background factors
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. on verbal achievement and on curriculum ‘auigmnen{:, when
verbal ability is controlled, In the first section, we
‘shall present the model of auigmnant for the entire sample
of students, pooling students in all _acﬁbols; This model
. 1ntentionaily confounds the 'effects- of placement between
and w.:l.thin schools; the parameters represent the total rela-
't:l.onahip between background factors, verbal achievement,
_. and curriculum placement for all students in the samp'la,.
independently of which school they a.;:tendad.
_ The effects of baakéround and ability on grades and
aepirations are also’ examined, and the importance 6f curriau-
lum assignment on aspirations :I..,s. asseased. |
The within school relationships were explored by an
analysis of covariance technique. proposed by Hauser; and by
separate calaulationsifar'eacﬁ school. The coefficients
from the within school model averaged across 48 schools are
.compared to the paxameters calculated £rom t'he within school
covariance model. The within achool model utilized in the
analyais of covar:'iance dapends on the as'samption '1':h.at school
- effects can be 1nterpre£ad'. as an a'dd.itive 'constantz tests
are computed for possible interactioas between within sahool |

albpes in the present sample.’ For compa:,'ison, ‘the basic
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model of curriculum assignment pooled across all schools is
presented for ninth grade students and for white students

separately. yinally, the implications of the process of

| within school stratification are assessed, and conclusions

drawn.

A Path Diagram of cﬁrriculum Placement

' The reduction and interpretation of the data was
accomplished by the means of path analysis. The total

sample of students, peoled across all schools, was first

analyzed. The correlations, means, and standard deviations

for the pooled sample are presented in Tables 9 and 10. The
resulting path diagram is.presented in Figiz-re 2. A precise
explication of the ﬁechniques can be found in Duncanl or in
Sewell Wrig‘ht.2 .The single~headed unidirectional arro&s in
Figure 2 renresent causal: influence, while the curved bi- |

directignal arrows symbolize unanalyzed correlations among

ll)uncan, “Path Analysis: Sociological Examples, !

. Ppo 1-16 .

' 2Sewell Wright, "The Method' of Path Coefficients,"

Annals of Mathematical Statistics, V, No. 3 (September, 1934),
Pp. 161-215; and: "Pa.t'h Coefficients and Path Regressions:
‘Alternatives or COmplementary cOncepts, * Biometrics, XVI,
No. 2 (June, 1960), pp. 189-202.‘ - -
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C ,- TABLE 9
TWELPTH GRADE

P | MEANS AND STANDARD DEVIATIONS OF VARIABLES FOR
. TOTAL POOLED SAMPLE AND PROPORTION
Lo . OF VARIANCE BETWEEN SCHOOLS

e e,

Proportion of

the Variance

Between Schools

1 sex - | 1.507 .501 6.703%

Race .787 409 33.014
Verbal Ability 36.633 12.834 18.126
Fafher's Occupation | 55.151 18,702 13.073
Father's Education | 11.656. 3,414 14.417
No. of siblings “ 2,860 2.263 8.204
Grades © 3,421 ,910 5.433
cﬁrriculum Place‘men‘t' .520 .500 10.827
Aspirations 15.014 2.'222; 10. 951

4 L o el
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TABLE 10
TWELFTH GRADE

ZERO ORDER CORRELATION MATRIX OF VARIABLES
_ANALYZED FOR TOTAL POOLED SAMPLE
" . ALL STUDENTS IN 48 SCHOOLS

1,0000 =0.0473 =0.0529  =0.0411

Race | 11,0000  0.3349  0,2391

Verbal ' .
Achievement : 1.0000 0.3087

Father's . .
Occupation S 1.0000

Father's
Education

No. of
Siblings

Grades
curriculum

Aspirations
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TABLE 10-CONTINUED

E 8 G c A
-0,0404  0.0342  0.0481  -0,0747  =0.1730
0.1767 =-0.2942  0.1200 0.1357 0.0691
0.3168 -0.2663 0.3791 0.5358 0.4639
0.5263 =0.1920  0.1910 0.3055 0.3067
1.0000 -0.1954  0.1922 0.3184 0.3355
1.0000 -0.1462  =0.2149  -0.1922
1.0000 0.3346 0.3290
1.0000 0.5959
| 1.0000

'5:§§§5 f f{vf'




' FIGURE 20

PATH DIAGRAM OF ASSIGNMENT PROCESS FOR TOTAL

TWELFTH GRADE SAMPL
OF VARIABLES). |

E.

(SEE TEXT FOR DEFINITION
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in achievement, by any means, the explanatory power of back-
ground is larger than in similar stt_:cli.ee.3 |
The hypothese.e to be tested concerned the relative
.magnitnde of effects between social class background, and
curriculum placement. The direct and indirect effects of
soc:l.'al‘class can be ccmputed into the proportion due to | .
social class background and verbal achievement, where the
total explained variance :I.n C is equal to the
2 = D r +p r + p_T +p X
c.voes “ev © " Teco co ce “ce ce “cs
where the components xepfesent_ the direct influence of verbal
ability on placement, the direct effects of social class
sumned over k backgronnd var:l.aiales, and the indirect effects.
of social class operating t'hroug'h the relationship between '
background and ver‘bal ability. The magnitude of these ef-
fects are presented in Ta‘ble 1l.
It is .clear frem the pattern of effects presented

that most of the variance in curriculum placement is ex-

plained by verbal achievement test scores, with social class ~

3S»ee for example, Hauser, "Family, School and Neigh-

‘borhood Factors in Educaticnal Performances in a Metropoli-

tan School System "

N 4 P i




TABLE 11

DIRECT AND INDIRECT EFFECTS OF SOCIAL CLASS

BACKGROUND ON CURRICULUM, GRADES AND
' VERBAL ACHIEVEMENT, AND THE DIRECT
EFFECTS OF VERBAL ACHIEVEMENT

-

PROPORTIONS OF VARIANCE EXPLAINED

Dependen
Variable

: | Direct Etfects Direct Bffects| Indirect Effects
t , of ; of of
Verbal Ability| Social Class Social Class

Verbal

16.5% -

|curriculum - 2.4 9.5%

Grades

1.3 . 2.5
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; | - blékground accounting for only a very .mu portion of the
variance explained directly. If the indirect effects of

social class played a large or s:l.gni!icant part in differen-

A T 8 A s g s SRR (ARG 7

.ti.al outcomes, one would expect the direct effects to be much
larger. 8ince the exact criteria :I.nvolvod in placement de-
.cisions is not clear from the school information abailable,
it is possible that other unmeasured variables do effect
the probabilities of assignment. The student's motiva-
tion and performance, as well as recemr';daﬁ..ons‘ from
teachers are also utilized for grouping decisions; however,
since such difference's betwcén pupils are perhaps more
highly related to diffefences in background than to ability
level, it is Aifficult to argue that the model of grouping
which included other criteria variables would demonstrate
larger effects due to social class. 'Similhrlsr. one could
argue that other unmeasured exoéenous faetorQ i.hfluonéed
'grouping. 'However, to make a case that schools or thé
selection and stratification' process within schools dis-
criminated against the lower class -student, ':';me would need

& measure of social ¢lass not highly related. to the variables

chosen. The evidence d:rqngly luggesté that grouping is

_largely determined by the ability level of the student,
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rather than bﬁckground factors. Stratification in schools
seoms to be determined by ability level rather than the

socia)l class background.

! Pigure 3 expands the basic model of within school
stratification presentad to include grades and aspirations,
The causal ordering of grades and curriculum is ambiguous,
slnce. both variables measure t‘ho. result of processes opera-
ting throughout the high school career. Both are presented
as determined by background variables and student ability
level. In the present analysis, the student's educatiorial
aspirations are treated as if determined by the processes
within the school; the model is probably deficient to thé
extent that little is known of the formation of aspirations
or how they change over tims. A more precise causal model
might allow the relationship between aspirations and other
school outcomes to be roci.procals howaver, the assumptions
necessary to render such a model solvable do not seem tenable
with the present aata.? Logically, the student's responses .

to the question "How far do you intend to go in school?" could .

‘Beo Otis D. Duncan, Archibald O. Haner. and

Alejandro Portes, "Peer Infl ences on Aspirations: A Reinter-
pretation, "American Journal of Sociology, :.xxrv (Beptember,
1968)' ppo 119"1370

0
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be .interpreted as the best pr-edié:{:ion. the student could give

in the twelfth gfades as to how far he will pursue his edu-

cation. The responses to such a question would then reflect .

the cumulative experiences in the home and in school; this

’ .argumeni: is the justification for ordering the variables as

presented. The paths between social class background and
aspirations were deleted from the model; the effects were,

without exception, trivial. No measure of social class

contributed more than one per cent to the variance explained

in aspirations when curriculum, grades, and verval achieve-

ment were included in the equation; the total R2 increased

by only 3 per cent when all three variables were added
sumultanéously to Ehe equation. The beta coeffiéients for
several alternative models are presented in 'I‘a]'ole. 12, The
small additive effects of .social class background on aspira-
tions when intervéning school factors are included, have

‘been noted in the lif;erature. Sewall and Shahs found that

5Wi11iam H., Sewell and Vimal Shah, "Social Class,
parental Encouragement, and Educational Aspirations,"”

. American Journal of Sociology, IXXIII (March, 1968), pp.

559-572; William H. Sewell and Vimal Shah, "Socioeconomic
Status, Intelligence, and the Attainment of Higher Educa-
ton," Sociology of Education, XL (Winter, 1967), pp. 1-23:
William H. Sewell, "Social Status and Educational and Occu-

pational Aspiration,” American Sociological Review, XXII
(February, 1957), pp. 67-73. ' _ .

. et
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TABLE 12

STANDARDIZED BETA COEFFICIENTS FOR THE
- DETERMINATION OF VERBAL ACHIEVEMENT, GRADES,

ey

' CURRICULUM, AND ASPIRATIONS FOR
' TOTAL TWELFTH GRADE SAMPLE
FORTY~-EIGHT SCHOOLS
W
EQUATIONS INDEPENDENT VARIABLES IN EQUATION R2
!
o] E ‘S vl ¢ o A
*| v ono,E,S .172|.188 | -.197 .165
V on O,E, S,C,G'.-A 0072 0071 -0116 0180 0319 0147 0383
G on O,E,$ .112/.113 | -.103 .058
G on 0,E,S,V .054].050 | -.036 }|.337 . .153
G on O,E,S,V,C 0038 0031 -,027 0260 0168 0172
G on O,E,S,V,C,A 0030 0017 -0025 0238 0106 0136 0183
’_? C on 0,E,S .173].199 | -.143 .147
C on 0,E,S,V .095).114 | -.053 ].457 321
C on O,E,S,V'G 0087 0107 "'0048 0411 0134 0336
c on 0,E,S,v,6,A |.050|.047 | ~.033].282].071 .404| .453
: A on O,E,$ .166(.226 | -.116 .149
§ A on 0,E,S,V .102].159 | -.043].372 | .264
4! A on 0,E,S,V,G .093(.148 | -.038].319].156] . . .285
| A on 0,8E,8,v,6,c |.055].10L| ~.017].140].008].436 411
A on G,C,V «1731.107]|.467 .394
. ¢

ON'Q\]e‘ V = o]q“
ses* O
ot = o ’15.

3
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TABLE 13

; : STANDARDIZED BETA COEFFICIENTS FOR THE
i - DETERMINATION OF VERBAL ACHIEVEMENT, GRADES,
S | v CURRICULUM, AND ASPIRATIONS
' | . TWELFTH GRADE
NET OF SCHOOL EFFECTS

/
; EQUATIONS INDEPENDENT VARIABLES IN EQUATIONS R2
E ol B | s | v c| c| a
E V on O'E'S olll 0145 -.155 ' . v 0255
| V on 0,E,S,C,G,A | .030|.041 | -.088 .193[.295].150] . .s1
G on O,E, S .096].111 | ~.084 .092
G on O0,E,S,V .056{.058 | -.027].368 . .193
G on O;E,S,V,C 0042 0040 "0019 0298 0153 0209
G on 0,E,S,V,C,A | .035|.028 | -.016].276 .100|.123] .217
¢ on 0,E,S .142|.180 | -.120 (197
conoO,E,S,V .0911.113 | -.049].459 .354
c ono0,ES,V,6 |[.094].106 |-.045|.414.123 .366
C on 0,E,S,V,G,A | .051|.050 | -.028(.285|.068 .394 .471
&2 0,E,S .134|.205 | -.106 .202
".laono,E,S,V .002].150 | -.047|.379 .309
|aono,e,s,v,ec |.084{.242|~.044].328].240] | | .325| .
A on O,E,S,V,G,C 0049 0097 "0025 0154 0089 0419 0437
A on v,G,C " | | .174|.098|.447 .423]
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" socio-economic background contributed 1ess than six per

cent in t'he prediction of college plans when :Lntelligence
and parental encouragement were controlled on a sample of
high school seniors in Wiscon.sin.

| The very strong relationship ‘between aspi.'rations |

and curriculum placement in Figure 3 should be noted. The

. direct effects account for roughly one-fourth of the total

variance to be explained in aspirations. The relationship
documented cannot be strictly interpreted as causally due
to the effect of curriculum placement, since students who
do not aspire to attend college would be more likely' to
drop out of the college prep curriculum before reaching
the twelfth grade. At one point in time, the student re-
porting himeelf in the college track would be likely to
Treport college aspirations, whenever formed; the linkage

between changes in either aspirations or curr::.culum are not

- elearly causal, nor temporally distinct for groups of stu-

dents. The magnitude of the direct effect, however, suggests

. that curriculum is considerably more important than either

- ability or grades in the determination of aspirations. The

1 4

2 when curriculum is included in the prediction

of aspirations is 12.6 per cent, when all other variables in

R




. . either the postulated model of placement is invalid because

87

. the analysis are included.

While the data lend little eupport to the contention

that the mechanisms of selection operating in public high

_ schools are discriminatory, alternative interpretations

are consistent with the results presented. Plausible argu-
ments could'be. offered that the pooled sample of students

confounde possible interactioné between schools, sex or

: racial groups, and that the parameters of placement are
: distorted. Second, the analysis is restricted to twelfth

. grade students and may misrepresent the effects of group-'

ing prior to this time. It is possible thet the postulated

" model understates the effects of social class on placement

by concentrating on students late in their educational
careers; if placement effects achievement, perhaps the
cumulative effects of discriminatory grouping throughout

the educational system resuit in largely meritocratic out-

' comes in the twelfth grade. The criticism is twofold:

achievement test scores reflect the outcomes of grouping,

or the social class effects are understated since the cumu~

[ 4

" lative bias reinforces differences between socialiclasses

in achievement. Third, the possibility exists that an
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unmeasured determinant of grouping distorts the relati.onships

- presented.

The alternative explanations can partially be

._ countered with the present data. Differences between

schools are treated in éreater detail later in the present'
chapter, while a complete discussion of race and curriculum

placement is postponed until Chapter V. Equivalent models

.0f the determinants of grouping, however, can be calculated

for males, for white students, and for ninth grades in the

present sample of schools. F:.gures 4, 5, 6 and 7 represent

the results of equations computed for all students pooled

. .' across all schools. 'l‘he path diagrams for whites and male

students are ‘quite similar to the original model of place-

. ment, and’ do not alter the n.nterpretation offered previously.

The determination of placement for only white students in
the present sample increases the predictive power of the
model, but does not change .the relative magnitude of efrects.
Figures 6 and 7 represent comparable models of
placement in the nmth grade, separately by race. Ninth

grade students in t‘he high schools studied had been enrolled

. in the high school barely two months prior to testing and
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FIGURE 4. PATH DIAGRAM FOR THE ASSIGNMENT PROCESS FOR
TWELFTH GRADE MALES IN TOTAL SAMPLE. (SEE
TEXT FOR DEFINITION OF VARIABLES.)

14



FIGURE 5. PATH DIAGRAM FOR THE ASSIGNMEN’I' PROCESS FOR
WHITE 12TH GRADE STUDENTS IN TOTAL SAMPLE.
(SEE TEXT FOR DEFINITION OF VARIABLES )

L 4

Ch




!

- !

(*STTAVINYA 40 NOILINIIZA ¥OJ IXEL FAS)
°8711IdAd JLIAM FAWID HININ JO TIdNYS TYIOL

Jyod wzoggmmﬂ NV LNIWNOISSY WINOIWNAD ‘SIAVAD
‘EI00S IVHIIA JO NOIILVNIWNELAA SHI VO WVIOVIA HIVA °9 SuNSId
o | _

R

e g




(°STTAYIVVA 30
- NOILINIJIQ ¥OJ IXAL JHS) °STIdANd SITHM-NON ‘IaAVudD HININ JO
TIdAVS TYLOL FHI JO SNOILWVNIASY ANV INIWNOISSV WOTADIWIND

‘SEAVED ‘TIODS TVHUIA 40 NOILVNIWMUELEQ JHL ¥Od WWNOVIA HIVA

C e >N

°L SN0OYA




[ ot et st o sl e e cem eew e el i e i wmat e e A e et A g e e b x meme Te e
e s AT I, LTSS R . [ PEU Lo . . N .

) . St et w3 1 15 s e e A YV £ Pt e < ees e < 15 oo o ot R I ETI T T

O

93

filling in the questionnaires administered by the Equality
of Educational Opportunity Survey. Many of these students
had probably not been assigned to a curriculum yet, which
would agc;ount for the large proportion of non-responses to .
the questlon regarding placement. Nearly th;l.rty per cent of
the students surve&ed replied that they d4id not know which
curriculum they were in. Aan ektehsiQs analysié of the
determinants of grouping at the ninth grade' was not under-~
taken for this reason. 1Ideally, to test the effects of
f p;acement on student ach:le'vement. 1ong:ltudinal_data is ‘needed.
The ninth grade results are offered only for comparative
purposes.. I£ the ach:l;vement of pupns was an outcome of
grouping in high. school, one would expect the ninth grade
relationship between achievement and curriculum to be
smaller than the twelfth, which it is. The direct effects
of social class on placement, however, are also conaiderably
smaller; only the path between fat‘her's occupat:lonal prestige
and curriculum is larger than the cquparable coefficients
for the twelfth grade. If schools reinforced the ébinty
diffétences. between pupils by selective assignment, one
would expect the relationship between background and ability
C.) to increase between the ninth aﬁd twelfth grade; in fact,

102
EKC

Aruitoxt provided by Eic:
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‘the sums of squares explained by background decrease sllghtly

R? =

.244 and .214), despite the increased rellablllty of
scores for twelfth grade students. The overall conclusion

to be reached from the comparison of ninth and tWelfth grade

- 8tudents is the similarity of the effects. 'At both grades,

the largest d;rect effect'ie tﬁe path between verbal ability.
and curriculum; the eet'effech Of social class on cﬁrricue
lum.ere relatively trivial ih comparison, and differeeees

in placement due to soéial.class seem to operate.almost |

entirely through the effects of verbal achievement.

Curriculum Placement Within Schools

The within sdhool model of currieulum placement was

calculated in a method sllghtly dlfferent from that suggested

) by Hauser, although the results are identical. The covariance

model is based upon the decomposition of the variance such

that

222

- 9 - . :
(yij Y.j) +Ejnj (y j - ;’..)2 ' -
' [Eq. 10]

3oy,

where jz(y:i.j - y j)z is the within school component. \
Equivalently, the formula | '
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Eq. 8 could be wr::.tten c = C. + c

95
-:ZZ(Y - 17 -."-."'::..'.._-- Lomtoemzegroond dEssrszss oglLD0 UL
A T IR
SolTesd Sl 2249 Fij -4, X,. = X .. R
J 3 3) (J‘J .J) .
e an(;c -x ) (y 5." Y ) _[Eq. 11]

- T e o e

holds for the covar:.ance. In t'he notat:l.on of Walker and Lev,

“w e ea s

yyt. vyw yyb and Equat:.on 9

-~

as-c =C + C

. T'he w:.th:.n school correlat:n.on would
- XYt xyw yyb S

be expressed by cXYW

a . | In the enalys:n._s of co-
xchyyw S . S

‘variance, -each variable is partitioned into orthogonal com-

pbnen-ts, representing the within sehool and between school

Variances.6 The model specifies that the relationships

between variables within groups are treated as deviations

from group means. Since the compohents are orthogonal, an
effect must operate through either the differences among

individuals within groups o:"through differences between

| groups.

The within school correlations can be calculated by

6Ralph H. Turner, The Social Context of Ambition

(San Francisco: Chandler, 1964).

104
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computing the standardized regression coefficients for a

regression equation of the form:

Y. = b +b. x. + 4 b.S, + e,
i o 171 i= ii i

. w'hei:e'bi (i = 1,47) represent dummy variables for the schools

' : . ok
in the sample. The standardized coefficient, bl' is equal

to the within school correlation, rxy when standardized by

-

-~
. " c ) ’ . o v [y [} (] '
-.\/xxw : - or the proportion of variance within

schools or the independent variable divided by the proportion
. of variance on the dependent variable. These calculations

' were performed for each of the variables analyzed; the re-

sulting within school correlations are presented in Table
12. fThe path coefficients estimaté_d for the within school
model were computed by standardizing the unstandardized

coefficients from a multiple regression equation which in-

. cluded all the predetermined variables and the 47 dummy

school variables, as described in Chapter IIXI. The model

of curriculum placement within schools is presented in

r

Figure 8.
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estimated for gross effects does not change the interpreta- |
tion of the results. .The direct effects of soc:|.al class
background on curriculum placement are still quite small

v -

wh:Lle the w:|.th:|.n school varJ.ance in curriculum placement is

- ~

largely explained by the relationship between verbal abllJ ty-
. and curriculum The path dJ.agram allows one to decompose the
total variance in curriculum assignment explained into direct
and indirect effects. 'l‘he path between curriculum and verbal
achievement accounts for slightly more than 80 per cent of
the explained variance in placement; the remaining 20 per
‘cent of variance can be attiibuted to the direct and indlrect
. effects of social class background factors. The direct ef-
fects of social class account for less than three per cent
of the variance explained in curriculum placement within
schools, while the effects of background 0perate largely
through the:x.r assoc:.ation with ven.bal achievement The de-
composition of' effects_ within schools is quite comparable to
that previously presented for the total pooied sample, except
the relative importance of verbal is greater.

The analysis of covariance requires the assumption

that school effects are additive, or equivalently, that the
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within school slopes do not differ.” In order to assess the

magnitude of interactions between slopes, regressions were

.c':omputed separately for each of the schools in the sample. "

Separate correlation matrices for each school are presented

'in the Appendix. The sums’ of squares expiaihed in each -
- equation were summed for a variety of combi_i.nations of inde-~
pendent_: and dependent variables. The total sums of s‘q_uare's‘

is .equal to the sums which would have been obtained had we -

fitted one equation aliowi:j'{gl a unique slope for each vari-
able within every schéél._..'l‘he full model for the determi-

nation of verbal achievement by social -class_ background |

'yields a total sum of squaq:'es'éxplained by fitting 192

parameters. The gquétiori wh:'géh c_ohstraips" the: within school...
slopes to be equeil‘ can'be_ .c;n'tpar'ed. The .rest.ricted model,
which fits 50 p'aramei:ers,ié oi.:‘ the fol'lov.v'ing'form: |
47 I
v;. --._bo.+Z b, 'xij 4By 0, +byg B+ b S, + ;.
. [Bq. 12] |
wher;e V is thé individual verbal test score, x ié éhé effect
of being in a particg.lax" school represented by}forty-se.ven‘

dummy variables, and o, E, apd S are social class'background

factors. The R2 computed for the restricted model in
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Eq'; 10 can be compared to the full model with an F-test of

-.the. following-form, for t‘hé :above examples

2 2

F(192,-15,384) = Rru1l = Rrestricteq) 7 (192-51)
. . . . . o . | N 2 :
(1 = Rg,q) / (15,384-192)

[Eq. 13]

—~e—.

The sums of squares between schools in the dependent variable
are ‘subtracted from the_total sums of squares explained in
Eq. 10 to yield the R for the restricted model. Since the

sample size is quite large, the F-test in every case was

significant. Equally important, however, is the percentage

~of variance added by estimating a unique within school, slope,

or the magnitude of interactions px‘esenf. Table 13 presents

the total sums of squares in verbal achievement in the full
and restricted model for a series of multiple regressions.
Similar tests for the significance of interactions were per- .

formed for the model predicting curriculum, grades and

aspirations.' The school equations for the analysis were-

computed by a step-wise routine which added one variable at

éach s'tep in each school; the order of entry was arbitrarily

set, and the sums of 'square's due to interaction were computed

at each step. Table 14 summarizes the results.
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TABLE 15

PROPORTIONS OF VARIANCE EXPLAINED IN WITHIN SCHOOL
N DETERMINATION OF VERBAL ABILITY BY BACKGROUND
FACTORS, FULL MODEL, RESTRICTED MODEL,
AND INTERACTIONS.

Independentj r? - ». 1.22. Proportion 'of.:
Variables - full . .Restrictecti Variance Addec?
Veno _.056_: | 034 2.2%

0. 8 ..oz‘al_.; 022 5.9 %

o, E,-.sll 110 L .072 - 3.6%

111
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TABLE 16 &

PROPORTIONS OF VARIANCE EXPLAINED IN WITHIN SCHOOL
DETERMINATION OF CURRICULUM, GRADES, AND '
- ASPIRATIONS BY FULL AND RESTRICTED.
MODEL AND PROPORTION ADDED BY
INTERACTIONS PRESENT

e || Presericeen | Eroportion me
lcono .0628 - 1.0506 1.2
Cono, E .0966 - .0758 2.1
Cono,E s .1158 0886 2.7
leonv,o0 B, s |.2432 .1895 5.4
G on vV - .1s0 131 1.9
GonvVv, o0 .159 .140 1.9
Gonv, o E .165 .149 2.6
Gonv, o0 E, s |.l68 .l49 2.9
A on Vv .186’ .161 2.5
A on Vv, 0 .212 .182° 5.1
AonvV, 0, E .234 .197 3.6
A on v, 0, E, .246 .234 1.1
A onvV, 0, E, 8,c|.383 .321 6.2
A on C ' .325 .280 4.5
A on C, G .347 .296 5.1
Aonc, 6 v .369 .324 4.5
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An examination of Table 16 reveals that no single

'regres51on equatlon which would allow the within school’

slopee to vary 11dependently accounts for more than 7 per.
cent of Lhe total varlance in the dependent varlable.
Whether this is considered a 1arge or small amount dependg
on ones'perspectlve. Since the maximum amount of variance
whlch.lnteractien effects could explain is the total be-

tween school variance, the interactions between slopes in

 the present sample account for between 5.2 and 85.1 per.

cent of the variance possible It is reassuring to note
tnat thalnteractlons present between social class variables
are added to the equatlon- the proportlon of total varlance 
due to 1nteractlons is typically less for the multlple
Yegressions Whlch include more than one background vari-

able. A reason for this could be a differential reliability

B between“schools in the measurement of any one background

effect.

 The within school parameters for eaeh school from
the several different regressions were calculated. The zero-
order correlatlons between slopes were computed for two

reasons. First, if differences between within school slopes

e e e ot i e e e st ot s oo
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were meaningful, one would expect the sopes between two dif-
ferenf background variables to be related. A reiatively steep
siope obtained by regressing achievement on father's occupation
ﬁigh£ be- due to sémpliﬁg variability; however, if all three

background variables were éystematically larger for particular

‘'schools, one would conclude that the effects of social‘class on

verbal ability were different in the particular school involved.

The correlations across schools of the within school first-order

equations are present below. The subscripts refer to the slope

of the variable within the school involved:

| PABLE 17
" INTERCORRELATIONS BETWEEN SLOPES

*Insignificant finding
The intercorrelations are not significantly different
from zero except in the case of the relatiohship between -

verbal ability on education and verbal ability on number of
114

D T g

Verbal on Curriculum on
Background Background
r ' p . )
oe . .261%* : . 208%
r .
os . -.183% : ~-.017%
Tes -.41 o -.109%

’r’f‘_._.. Lt
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siblings. 'In general it would'seem that a relatively steep

L

within school slope on-one measure of individuai status did

not predict a similar felatiohship between a different pre-

“dictor of status.

The partial slopes from the within school multiple

~regression equations predicting v and c were also inter-

correlated. The intercorrelations were also inSignificant

In fact the correlations tended to be negative. This fact

‘tends to support the contention that interactions between

.the slopes of background variables were related to differ-

ential reliability or measurement error within a school If

a particular background measure was highly'unreliable or

- measured relatively inaccurately within a particular school,

the effect would tend to increase the relative importance
o f other variables within tﬁe»equations for that school;
This tendency, however; was not systematic enoudh to insure
large intercorrelations between partial slopes.

The substantixe importance of interactions between ”
variables is at least as reletant as their.size. Differences
between schools can be ditided into th categories: additive

effects and non-additive effects or interactions. The

analysis of covariance involves assuming that all differences
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between schools can ke interpreted as an additive constant;

however, differences between schools in the within group

. slopes are also socio'logically relevant,

Several authors have argued for the interpretive
presence of such interactions. Turner’ found that the corre-
lation between background status and aspifations was lower
in lpw .status schools. The difference might be due to
differences in the distributions rather than differences
in slopes, however. chenu'au'x8 argued that students who re-
ceive high grades in schools where academic achievement is
valued are relatively more intelligent than students in
schools where academic achievement is not valued. ‘While we

cannot identify _whic'h schools value academic achievement

from the pres:at survey materials, the argument rests on the

assumption that the regression of grades on intelligence

differs between schools. Udry9 argued that the importance

9'rur'ner. The Social Context of Ambition.

8.'Ia\me:s S. Coleman, "The Adolescent Subculture and
Academic Achievement," American Journal of Sociology, LXV
(FJanuary, 1960), pp. 337-347.

[4

gaohn Udry, "Community Context and Academic Achieve-
ment, " American Sociological Review, XV (June, 1950),
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of social class in predicting academic performance was re-
lated to how homogeneous the communify was, and to what
aegree class lines had crystalized.

In order to support or reject the substantive issues

" ‘involved, regressions were run predicting three within school

s;opés. The unstandardized within school regression'co- ..
eéfic:i_.ent predié;:ing grades from ;\rérbal achievement,' grédes
from father's 6cclupation, and aspira‘t;.ions from father's
occui:ation were computed separately for each schbol_.

The ‘hypothesis that the within school slope of
aspirations on father's .occupation varied with the sc;gial
class composition of the high .school was tested by dichoto-
mizing the schbols into tho.se which fell above thé average
between school mean on father's education, and those which
fell below. The significanée of the difference b-.tween the
two groups was tested by an F-Ratio, which would be equiva-
lent to a i:-test fc;r the difference in means. |

Equivalently, the difference between the two groups
of schools in avefage within school slopes of grades on

verba! ability was tested. The hypothesis was that the mean

within school slope beiween grades and verbal ability would

117
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be larger in relatively higher status schools. A high status

school by this definition is one in s;v_hich the mean father's

education falls above 11.1 years. - Although the status

measure is not precisely equivalent to the value 'placed on

" academic achievement within che school, the variable should

be a reasonable pfoxy
A final hypothes:Ls prov:Lded by Udry was that the

wz.th:.n school slope of grades on fathcr s occupat:.on de~ -

pended on the homogenelty of the school. The variable

which most closely approximated this concept was the within

school standard deviation of father's occupation. Again,

the. technique employed was- to enter the'variable for each
school, inspecf the distribution, .and del‘.ine a dichotomous
dummy variable which took a 1 for evely school falling alaove
the between school mean. | The sighificance of the difference
between the two groups was tested by the F;-value computed

for the regression .of the dichotomous variable on the within

school slope. The technique devised is equ:.valent to a t-test .

for the 51gnifz.cance of mean d:.fferencc.s- additionally, the

'simplz.c:.ty of the approach recommends it. Dichotomizing the

variables in this fashion allows one to group schools with

ease, Information is lost in the process, however. In
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order to test the significance of the linear relationships.

between *he size of within school slope, zero-order corre-

lations were also computed.

Table 18 summarizes the results of this analysis.
In only one of the threc examples did the dichotomy account
for a significant portion of the variance in between group

slopes. The relationship between the within 'sqhool slope

. of grades on father's occupation and heterogeneity of school

was confirmed. The schools which were more heterogeneous
tended to' also have a steeper within school slope between
‘grades and father's occupation. The linear relationship
was also positive, although barely significant.

The significance of such a finding ‘is .relatively
difficult to ascertain. The interactions between the within
school slépes of grades on father's occupation secems to be
related to heterogeneity of the schooi, albeit not highly.
The hypotheses which were chosen to test were selected for
theoretica.l and substantive reasons. The number of such
interactions it wo.uld be' possible to test is huge, and

perhaps one could construct plausible ad hoc interpretations

[ 4
for significant differences. Such a procedure, howcver,
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. seems completely undesirable and hazardous. The ‘finding of

. the present example m.a.y} well l':e.qui".te spurious, and repre-
sent only gtatisti:cal artifra'tct.‘ . The Eﬂéoret';ical rafionale )
. ‘for differences between schools ié not sufficiently )
: csphisticated to warrant such attémpts.
A more ‘elegant;. tééﬁ for the substanti;ve importance
| | | 10

.. 6f interactions was ‘pz-'oposed by Hauser. The within school

. slopes were calculated for subroupgs within Aea‘c;.h school, én& '
t‘he ,slopes.correlated across séh_oo’l.s. The presence of |
consistent or substantive;y impoftant interactions would bé
demonstrated if the slopes correlat':ed.' The correl.ations
calcuiated .fo;' sex and éohort_: .'groups in Nashville séhools

'hwere very smail. ﬁanser argued that the small associations

" were inrdicative of random differences which could not be
interpreted. The canparabl.e test with present data .was not
possible; however, the small differepces obs_erved do not
seem to indicate large effects.

A final tactic was adopted to test the poss:lbie

lonauser. "Family, School, and Neighborhood Factors

'in Bducational Performances in a Metropolitan School
System, " Chapter 1I.-
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o effects significant interactions might have for the present

..-analysis. For each school. the set of four recursive
' ."equations needed to complete the basic model were computed
C " The path coefficients representing the school-level pro- :

: "_‘cesses involved were .tabulated. and the_.average_ unweighted

~ ..

'effects calculated.; The results of this exercise can be
'described as the average within school effects, although

X the procedure cannot' be justified statistically. Figure 9

presents the results in an illustrative diagram. If effects

»calculated in this manner are compared to the wi thin school

model calculated by the analysis of covariance. the two

' 'models are quite similar. No .path estimated by averaging

. the effects across schools deviated by more than .03 from

the covariance model. The conclusion would seem to be that

although significant interactions 'are present, which per-

‘haps have some substantive importance, thev do not alter or

distort the estimation of effects based on the analysis of

covariance.

Conclusion

’

Tn this chapter the determinants of curriculum place-

ment, aspirations and grades have heen explored. The total

-model based on the complete sample pooled across schools was
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- i:r'.e;sented. and comp‘ared to the results obtained for nales
E and for ’w.hite students separately. The deternlinants of
assignment within schools was anaiyzed. and the adequacy

of -the assnmptions reqnired for- the 2nalysis of covar'ianc.e

" tested. 'I’he substantive importance of the interact:.ons

present were exanuned and several hypothes:.s tested for

) s:lgn:.fi.cance. 'I'he within school model estimated by the )

analysi.s of covar:.ance was contrasted to the s:n.mple un- :, .

wei.g‘hted averages of effects across schools. The conclusion

reached was that the presence of small s:.gn:.f:.cant J.nter-

actions did not alter the pattern of relatz.onshz.ps within

schools. R '. R
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CHAPTER V
' RACE AND CURRICULUM PLACEMENT

The influence of social class backgré:und on curricu-

lﬁ;n placement was examined in the preceding chaptar. In the

. present chapter, the effects of race and social c¢lass will

be explored. The process of placement and the determinants

-

of within school stratification will be analyzed; the degree . -

of racial segregation within schools resulting from place-

. R

ment is assessed. The first section shall presenf the model

‘of placement within schools; calculated only for integrated

- schools in the preseni: sample. Second differences between

schools and interactidns will be analyzed. Finally, we

"sha].]'. examine curriculum placément by race for the entire

sample.

L .

Curricuium Placement Within Schools

The sample of forty;eight schools selected from the

‘Equality of Educational Opportunity Survey included eighteen

schools with more than ten per cent of the student body

116




‘non-White: three of these sdhools had no white students

"as "inner city." Aall flfteen principals and slightly more

" surveyed The analys;s of racial effects within schools

vas restrlcted to the fifteen 1ntegrated schools, since only

the populations in these sdhools show some variability with

. respect to race. Separate regress1ons were computed for

eadh sdhool, and the effects averaged- addltlonally, the

C .

covarlance model whlch assumes no 1nteractlons between with-

in sehool slopes was analyzed

The flfteen schools to be analyzed were located in

" thirteen different metropolitan areas and all but two of
' these schools were located within the limits of the central

.eity; five of the principals defined the school locations

Ehan 92 per cent of the teachers in these schools were white.

The location, sample size, and proportlon non-white in the

student body are presented in Table 19. Since no data exists

te test the representativeness of either the schools or the

stndents. inferences to all inteérated‘sdnools are limited.

The schools constitute the total populations of four-year

urban high schools located in the North, with racial compo-

sition varying betweén 10 and 98 per cent non-white, surveyed

by the Equality of Educational Opportunity. Since few studies
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TABLE 19

INTEGRATED SCHOOLS

LOCATION BY SIZE AND PROPORTION WHITE

s

v.. . .

NO., Of . .
Twelfth Proportion

School Location Graders White

Mid-Atlantic .

' Atlantic city, N. J. 602 .72
‘Baltimore, Md4. 423 .61
.Newark, N. J. 320 .22
New York city. ~.193 «50
Philadelpha, Pa. 531 .89

| Washington, D. C. 392 . .88
-Wilmington, N. J. 192 "o 74

Great lLakes
Capton, Ohio 624 .70
Detroit, Mich. 105 .52
Evanswille, Ind. 263 .74

" " 145 .87
Milwaukee, Wis. 361 .86

Plains
Omaha, Neb. . 212 .69

Far West ,

Bakersfield, Calif. 461 .69
" " 478 .68
| Total Sample 6,459 .68
1.7
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.- PABLE 20

TWELFTH GRADE

MEANS AND STANDARD DEVIATIONS OF VARIABLES FOR TOTAL POOLED
SAMPLE AND PROPORTIONS OF VARIANCE BETWEEN SCHOOLS

, ©  INTEGRATED SCHOOLS

Variable

-
[Exy] :
Proportion Variance

Mean S.D. Between Schools
Race 682 465 12.806
Verbal Ability 35.702 13.475 23.632
thher's 'Occupatiox:l 54.272 18,959 12.841
Father's Education |11.575  3.541 11.59
No. of Siblings 2.971  2.354 1 6.313
Grades : 30423 : .896 3.510
.Curriculum Placemex:lt .525 .499 12.893 -
Aspirations 15.116 2.245 13..861

128
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Students who responded to' any choice other than B were coded

non-white; the non-vwhite sample, 1n this case, was .88 per
c.en'l: Negrp. 'Race was coded as a dummy variable, for the
purpos’c; gf analysis, grouping all non—white_s together.

' _The procedure Qés quite similar to.the analysis of

the determinants of social class background. Table 21

. presents the zero-order correlation matrix for all students

witilout regard to schbol; additionally, the within school
correlation matrix, calcualated by the method outlined in
Chapter II, is presented in Table 22. The qc;rrelation
matrices for each school separate_iy are presented in the
Appendix. "I"he sténdardized regression coefficients for
seyeral alternative equations are presented in Table 23.
The model of curriculum placement including race for the
complete poolefi sample of integrated schools. is preéented
in Figu,re' 10. The inclusion of race substantially increases
the explanatory power of background characteristics on

verbal ability. The unique effects of race are larger than

any other single measure of social class, accounting for

A

. 6.8 per cent of the variance, and slightly more than one-

’

fourth of the total variance explained. The effects of race
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TABLE 23
STANDARDIZED BETA COEFFICIENTS FOR THE DETERMINATION CF

VERBAL ABILITY, GRADES, CURRICULUM AND
ASPIRATIONS, TOTAL SAMPLE OF FIFTEEN INTEGRATED SCHOOLS

| ——-‘——=

EQUATION INDEPENDENT VARIABLES XINCLUDED R%
o E S R vi e C A
V on O,E,S .217|.175]-.212 "~ 1.202
V on O,E,S,R | .164|.159]|-.142] .258 . 257
i C on O'E'S 0175 0202 —'0152 0163
 |c on 0,E,s,R | .162].198-.142] .063 . | .166
C on O,E,S, '
R,V .080].118}|-.071| -.066 |. 501 .352
Cc on O,E,S,R, ,
v,G,A .037].059|-.044{~.024 |.336].049 .359 |.448
|6 on 0,E,s .119}.126|~.094 .066
G On O'E'S'R 0103 0122 -'0073 0077 0071
G on O,E,S, ‘
R'V 0051 0071 —0029 —0004 0314 ' R 0144
G on O,E,S,R,
V,C,A .032].045|-.015| .015}.229 .074|.115].161
A on'V,cC,G .213].095].427 .379
A on V,C,G,R 4 ~-.053|.2341.096].426 1.382 | _
A on O,E,S,R | .182}.224|-.131]~-.009% .166
A on O,E,S,R, :
V,C'G'A 0078 0106 0042 —0091 0199 0082 .387 0405

- * Beta coefficient less than twice standard error of
b-weight. :
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on c#rriculum are positive, demonstrating a net adva'ritac;;e
to white students, until verbal ability is entérea :i.nt6 the‘
équation. As Figure 10 illustrates, the direct .effects of
race on cu:z'riculum placement are negat_ive once student's
ability level is taken into consideration. 'I‘hé proportion
of variance ih curriculum explained by..race is not large,
smaller in all cases than any other background. variable;
however, the direction of the effect is notéwort'hy. The
data indicates that non-white students are| more likely to
be placed in a college pfeparatory curricul{lum than white
students of comparable social class background and verbal
ability.

The primary_impo::tance of verbal ability in the pre-
dic_tion of both grade_s and curriculum is also evident from
Figure 10. The direct effects of verbal ability c';tccount
for 25 per cent.: of the variance in curriculum, and nearly
10 per cent of the variance in grades. The effects are

decomposed in Table 24.
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TABLE 24

EFFECTS OF SOCIAL CLASS AND VERBAL ABILITY ON
CURRICULUM AND GRADES, POOLED SAMPLE
OF INTEGRATED SCHOOLS

, Verbal Total
Social Class Race Ability Joint

Curriculum - .026 4 ,004 « 250 .072

lerades | .008 " .099  .037
*Insignificant

 The conclusion that social class is not strongly related to

placement or grgdes is relatively ﬁnambiéuous. It would
seem that integrated.sbhools.are no more likely to dis-
criminate in.favorlof.advantaged studenﬁs_than ail schools
studied; and that the effects of race are trivial.

The consequences of curriculum placement in the

postulated model are large. The relationship between back-

ground and aspirations is relatively trivial when curriculum
placement is introduced as an intervening variable. The
direct effects of curriculum placement are large, accounting

for slightly ovef half of the total variance explained.
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Several studies,1 including the original anélysis by Cole-
man,lha§elfound'£hat noanhite students aspire to continue
their edﬁcation beyond what wouid‘be predicted on the basis
of test scores. .The non-white students in.the present
sample do.not aspire to more education than white students
of comparable background; however, when verbal ability is
included, thé effects of race do favor non-Whités_to some
eitent.

The within school model of curriculum placement,

" calculated for students in the fifteen integrated schools,

is presented in Figure 11. The patq coefficients for the

i

within school model were estimated'ﬁy techniques equivalent

to the analysis of covariance, as described in Chapter III.

The covariance model assumes the within school slopes are

equal; tests for the significance of interactions were

computed for the basic equations utilized and are preéented

-in_Table-24. The method again involved adding the sums of

-

1. o SO

R. P. Boyle, "The Effect of the High School on Stu-
dents' Aspirations," American Journal of Sociology, LXIII (1966),
582-639; Daniel Armor, "The Racial Composition of Schools and

-Cdlege Aspirations of Negro Students," Appendices, Racial

Isolation in the Public School, U.S.Commission of Civil Rights,

11, Appendix C2 (Washington, D.C.: U. S. Government Printing
Office, 1967), pp. 143-165; Nancy St. John, "De Facto Segre-
gation and Interracial Association in High School," Sociology

of Education,,XXXVII (1964), 326-344.
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TABLE 25

PROPORTION OF VARIANCE EXPLAINED
BY CALCULATING SEPARATE WITHIN
SCHOOL SLOPES, WITHIN SCHOOLS
- MODEL, AND VARIANCE ADDED
DUE TO INTERACTIONS

INTEGRATED SCHOOLS

REGRESSION | R? |R? R? PROPORTION
EQUATION FULL|RESTRICTED | SCHOOL EFFECTS | ADDED
V on O,E,S 124 .202 .236 6.8%
VonoO,ES, | .

R .174|  .356 .236 5.5
C on O,E,S 159  .256 129 3.2
Cc on O,E,S, '

R .174|  .280 .129 2.3
Cc on O,E,S, _

v .240|  .328 .129 4.1
C on O,E,S,

V,R .254]  .362 .129 2.1
Aon CV,G .403 .507 .139 2.5
A on C,V,G,

R .416| .s28- .139 2.7

AonO,E,S,

R .226|  .324 .139 3.1
A on O,E,S,

R,C,V,

G .424| 531 .139 2.2
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squares expiained in  the ind.ividual school regressions and
cgmparing the proportion of variance added by inte.ractic'ms. |
Since the sample of students involved is largé, each F-ratio
computed was significant. The additional varianée, although
significant, never exceeds 6.8 per cent of the total. ﬁ‘he
largest .interactibns present are in the determination of
verbal ability. The su_bstantive, importance of intefactions
among the present sample ;af schools is problematic. It seems
not unlikely that interactions are in part due to racial |
composition Qf school. The largest effects are.present when
verbal ability is regresseq, which also has the strongest :
net association with racé. In the case of all dépendent
variables, the proportion of variance due t;_o interactions
decreasga.s._wwbendrace is.'included in the equation. With these
considerations in mimi, an analysis of intera.lctions equiva~
lent to that presented in'Chapter IV was foregone. | Several
within school slopes were utilized to test the effects of
racial composition, however, and they will be discussed
when the analysis focuses on differences bet"neen schools.

The standard:i;zed beta coefficients, net of school

effects, are presented in Table 25. The within school path
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TABLE 26

STANDARD1ZED BETA COEFFICIENTS FOR THE
DETERMINATION OF VERBAL ACHIEVEMENTS, GRADES,
. CURRICULUM AND ASPIRATIONS, NET OF SCHOOL EFFECTS

FIFTEEN INTEGRATED SCHOOLS

e — — ——
EQUATION - INDEPENDENT VARIABLES INCLUDED R2
0 E S R v G C A
V on O,E,S .138.113]~-.170 .318
vV on O,E,S,R | .099].107|-.109] .225 .356
C On O,E,S . 0129 0169 "'0128 0214
Ccon O,E,S,R | .120|.168|-.115] .o048 .216
con O,E,S,
R,V .072|.116|-.062]| -.061].485 .368
c on O,E,S,R, . '
v,G,A .035].038{-.037] ~.018].329|.050 .460
G on O,E,S .1131.124|-.084 .085
G on 0,E,S,R | .097|.121]-.062] .092 .092
G on O,E,S,
R,V .062|.083]-.023] .011].360 .175
Gon O,E,S,R,
v,C,A .045|.056|~.011| .030[.279 .075! .118].193}
A on V,G,C .1651.414 {.097 .403
A on V,G,C,R -.065].187}.412 {.099 .407
Aon OE,S,R | .134].191]-.110|-.034 .226
AonO,E,S,R,
v,6,c,A | .064|.099|-.043]|-.098].170].381 |.084 .424 ’
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coefficients were computed from these values for the recur-
sive equations specified in Figure 11. The within school

model does not alter the basic findings discussed for the

" . pooled sample. The effects of social class background on

curriculum placement are relatively small wvhen verbal skills
are entered into the equation. The decomposition of within
school effects on curriculum and grades is presented in

Table 27. The geﬁeral pattern of relationé‘hips are quite

. similar. The effects of background are relatively less impor-

tant, while the effects of intervening within school variables
on aspirations are slightly magnified. The direct effects of

verbal abilify decrease within schools.

TABLE 27
DECOMPOSITION OF VARIANCE EXPLAINED BY SOCIAL CLASS
RACE, AND VERBAL ABILITY, INTEGRATED SCHOOLS

Verbal Total

Social Class Race Ability Joint

Curriculum ' .0230 .0037 . 2061 . 0417
Grades | .0103 .0001  .1024  .0322
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The unique effects of verbal achievement account 'for
slightly less than two-thirds of the total within school
variance explained in curriculum; thé determination of
grades is alsc; largeiy due to.t-..he direct effects of .ve.rbal
a.chie'vemen.t . |

The within school effect of race on curriculum is

of particular interest, since it is not in the direction

" hypothesized. A negative coefficient represehts a net ad-

vantage accruing to non-white students in placement, when

verbal ébility is controlled. Several alternative expla-

nations seem plausible. If t'hé _srﬂall effect is real, it

suggests that n'on-.wh'ite students were being assigned to a

" college preparatory cu'ra_:icul'um despite ability differences.

'Per'haps counselors or administrators tended to assign the best

non-white pupils to the 'college track, even though their

" tested ability was less. It is conceivable that the aware-

n.es's of racial discl;imipétion resulting from the civil rights
movement se..nsitized.school officials to the situation of
non-white pupils; pe:.;haés as éarly as 1965, militant black
students were demanding placement in college curricula. An

alternative explanation, which does' not depiét schools as
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quite so respo*xs:.ve, would be that- ab111ty was st111 the

prime determlnant of placemenL. Non-whlte ability, however,

' was not as adequately measured by standardized test scores

as that of whites; While t'l'.lere 'is e\fidence ‘that suggestsv

a cultural bias to test' seores.,.z. ..t'he argument is usually made
t‘hat thi.s results 1n down grading n‘o‘;x-;vlrite I‘auiails.B, No
study to my knowiedge finds evidence of results favoralc;le to
non-white pupils net of differences.};n t‘e.st seores. Nor do
laost studies of racial differences suggest Ameritan institu-

A

' 'I‘he possibility also exists, it should be noted,

that the observed relat:.onsh:.p is spurlous. It is possible

t'hat non-white students systematlcally exaggerated their

actual placement The argument has frequently been made that
non-whlte asplratlons are overstatements, or at least illu-

sions. There is no reasonable method of checking this

2A Anastasi (ed ), Testing Problems in Perspective,’
(Washmgton° American Council on Education, 1966).

Kenneth Polk, "Tracking in Public High Schools, "

Trans-action, Vol. 7, No. 9 (October, 1970) .
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- possibility with the data at hand; nor do we have race-
specific reljabilities from comparable analyses. Howevef,
the equations within each sc’hopl exhibit a similar.pattern
for every' integrated school studied. The coefficient for
.rac‘e in. the equation regféssing curriculum piécement on
bac;kgrbund and ability was negative in every.school, and
the coefficient was larger than the standard error in all

'.1')ut two of the smaller schools. The effect of race is not
large, but it would seem to be quite consistent. Whether it
represent.s an actual tendency for nc:m-white pupils to be

X ‘ févored in tracking within schools is difficult to say. At

least one cénclusion seems quite tenable; curriculum assign-

ment is not facially discriminatory in the.present sainple' of

S§hools when verbél ability level is confrolled. Racial

segregation between curricula within schools would seem to

i:esult from ability differences rather than policy or dis-

crimination. fThis finding sharply contradicts recent polemics

on the subject of race and tracking.4

T R e e e T LN

T 4Ibid.; Hobson v. Hansen, 269 F.Supp., 401 (1967),

pp. 405-518.,

’
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Curriculum Placement Between Schools

Several intrinsically interesting questions concern-

~ing the racial composition of the school and processes

with schools deserves attention. The interactions between
race and placement, achievement, and aspirations within

schools have been alluded to earlier. 1In the present section

.u're will analyze theé differences among the fifteen schools

‘selected for analysis. Several authors have concluded that

the aspirations of non-whites are more "realistic” when they

attend integrated schools.5 While this finding cannot be

‘challenged with the present data, we will explore two

possible reasons for the observed differences; the implicit

argument is that non-white students are more aware of the
achievement gap between races when confronted with white
students in the.classroom, or, alternétively non-white
'aspira"cions ‘depen_d on a sizeable majority of other students

of the same race enrolled in the school. These two notions

‘can be explored, albeit crudely, by comparing schools in

5Armor, "The:Racial Composition of Schools and
College Aspirations of Negro Students,” pp. 143-165.
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the present sample. The comparative advantage of non-white
students in placemeﬁt will be. analyzed, and possibie expla- |
nations entertained with respect to racial coﬁ\pogition.
Since we are limited to a comparison of fifteen schools, 'the
analysis cannot control for a variety of.vari"ab].es simt.zl'-f
taneously. The technj.que adlcaptéd i;"quité cdmparable to the
analysis develépéd in C‘hapter.IV... The linear relationship
will be descri:bed first;. éecond we will analyze the signifi-'
cance of the relations‘hips analyzed by .E;J.:bitrarily grouping
schools 'and presgnting F-ratios for the significance of
. relationships. |

The ya;:iables in the analysis are of two types .(a)
.school means and (l?) within sc:hool slbpes, or unstandardized
regression coefficients calculated fr;)m within school equa-
tions. The sc'h'bol l;\eans include mean verﬁal ability, mean
prophrtion assigned to a coileée ﬁrack, mean aspirations,
and propoftion white in the school. Three within school
slopes or the coefficients of race in three within sc‘hool‘
multiple regressions were calcuated. 'I‘h.ey include the co-
ef.fici.entl in the following equations:

V=0+E+S+R | [Eq. 14]

A

O+E+ S +R | (Eq. 15]
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C=0+E+S+V+R ': . [Eq. 16]
The partial élope in the first ééuéfion we have defined.as
the "verbal gap," siﬁce.it represents the net increment in
Qérbal scopé attributed to White.pupils aftér social class
backgréund is controlled. The coefficient in equation two

is defined as the "aspirations gap," for similar reasons.

" The coefficient in equation three is termed “"discrimination

gap, ” since it ﬁapresents the magnitude of the race effect

.

a on curriculum, net of verbal ability and social claés{

" These six variables were each trichotomized in

‘order to test for non-linear effects as well. The sums of

squares expldiﬁed by entering two dummy variables were com-
pared with both the zero-order linear relationship. No

alternative.measure.madé the relationship significant when

it would not otherwise have been so. The correlations ob-

tained when computed on a three point scale were also

. typically smaller, but will be ﬁresented as the measures of

‘association tested. It should be remembered that thc two-

tailed test of signiﬁicéhce for a correlation based on

- fifteen cases, calculated by

¢

r2 (n-2) - [Eq. 17]

: . | F __ =
.. . . 0975. 1 - rd.
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yields a minimum value of .514 for a zero-order correlation

to be siénificantly different from O.

+ Table 28 presents the means, standard deviations,

and complete correlation matrix for eight variables examined.

A)

B)

C)

' The size of the senior class is the final variable examined.

The hypothesis to be tested can be summarized:

That the "verbal gap" in a school would be inversely
related to the "aspirations gap"; that is, schools in
which non-whites were further behind in verbal skills,

non-whites would downgrade aspirations. The mechanism

'would explain why studies have found lower aspirations

for non-whites in integrated schools than in segregated
schools.

That the proportion white in a school would be in-

versely related to the "aspirations gap"; that is,

non-white students would form higher aspirations in a
more "supportive" environment, in which there were

higher proportions of non-white pupils.

That the degree of pro-discrimination for blacks would

14

" be positively related to the proportion of white in

the school, and positively related to the aspiration
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Aok

.aspiration gap. That is, :i.n. s'chools. in which the
aspirations gap was low, a low racial coefficient
on curriculum placeﬁnent would x.'esult, suggesting
perhaps that schools respond to»high aspifations.

in non-whites through tracking.

T'a.ble 29 summarizes the sums of squares explained
for the four propor.tions, for the linear relationship and
for the trichotomy. = All of the relationships were in the’
péestulated direction; howeve;, only one relationship was
@ignificant. The only association which :i..s strongly related
is tﬁe degree of pro-discrimination for non-whites, or the
;racial advantage, and the aspiration gap. This suggests
that the more non-whites exceed whites in.aspirations within
schools, the more likely are they to .be édvantaged in place-
ment. This could be due tb eithei: a congig:tent tendency for
schools to respond to high .aspiratj_on in .1.1.<.'>n—whit.:es, or
perhaps systémétic overestimatior; of non-whites to the aspira-
tions and placement questions within schools. The per cent -
wﬁite in the schovols is strongly related to no other vari-

able examined, except, the mean verbal score and propoxtion

college prep. The "verbal gap" is negatively related to




PROPORTION VARIANCE EXPLAINED

143

TABLE 29

Total Relationship

(15 categories)

.Trichotomy of

Both Variables
(3 cCategories)

A) Verbal Gap and

Aspirations Gap

B) Per Cent White
and Aspirations
Gap

C) Racial Advantage '’
and Per Cent
White

D) Racial Advantage '

and Aspiration
Gap

.1094*
..0077*
.0367%

.6488

.0772%
.0411%
.0210%

.4468

*Insignificant

451




the degree of racial advantage, which. suggests that the
more closely matched are white and non-whitg students with-. o
in schools in_ veri)al ability, the less pro-discrimination
for non-whi'tes is found. This could also.be a function of
the _reliab:_'.lit'y of verbal scores within schools. If one
assumes students are trac.ke;:d by a m.o'x.'e general measure of
ability .than one test, the "ver.'bal gap" m.a.y not measure ’the

actual differences between whites and non-whites within the

school, while the racial advantage results from a more

accurate assessment by counselors; the degree of associa-

tion resulting would reflect only that our measure of "verbal
gap" overestimated the actual spread of scores. The "aspira-

tions gap" does not seem strongly related to either the

proportion non-white in the school or the disparity between

whites and non-whites in ability. This 'suggests that more
subtle mechanisms are at work in the formation of aspira-
tions than either relative ability level or degree of inte-

gration. The "aspirations gap" is'more related to the mean -

aspirations level in the school than to either racial compo-—

-sition or "verbal gap, " ‘however insignificantly.

The variables defined relate to school characteristics, |

not those of individuals. Since we are only dealing with a
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" small non-random sample of schools, inferences are guite
limited. The pursuit of school characteristics seems in
this case to be relatively futile, especially since the

effects noted are relatively trivial in magnitude.

Race, Ability and Placement

‘One further analysis was undertaken, which included
all the twelfth grade students in the sample, pooled across
all schools, rather than relationships in integrated schools
alone. For whites‘and non-whites separately, curriculum
placement was regressed on ability, ‘and social class.

. Table 30 presents the results, including both the standardized
and unst'andard'ized regressioﬁ coefficients. The objective

- .was to examine the relati;:nship bei:ween cul;riculum and place-

ment for each race, and compare the relative advantage to
non-whitez.;*. at different ability levels. Figure 12 contrasts
the zero-order .;celationship between placement and ability by
race. The racial differences discussed are more clearly

" illustrated when comparing slopes. Non-whites at each ability

A.le'vel afe slightly more likely to.be placed in a college prép

curriculum, but the relative advantage narrows as ability

scores increase. The relative advantage is greatest when
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" PABLE 30

- © " REGRESSION COEFFICIENTS OF CURRICULUM
PLACEMENT ON VERBAL, BACKGROUND

TOTAL SAMPLE BY RACE

\ ) E_—— s R? ]
White, Raw Form
conV . .022 . .292
C on O,E,S | .005 | .032 | -.038 | .148
c on V,0,E,S | .019 | .003 | .017 |.-.020 | .331
Non-White, Raw Form L
Conv - | .or7 213
C on O,E,S o . .003 | .023 | -.019 | .084
C on V,0,E,S | .016 | .002 | .018 | -.011 | .248
White, Standardized
Cconv ' .540 |. | .292
C on 0,E,S | .208 | .172 | -.148 | .148
Cc on V,0,E,S o .461 | .101 | .114 | -.078 | .331
Non-White, Standardized | |
.Cc onV ' .462 .213
Cc on O,E,S : 2112 | .175 | ~-.109 | .084
Cc on V,0,E, S .417 | .060 | .133 | -.060 | .248

154




147

IOV A9 XTILVIVYAIS
JY00S IVHEIEA NO LNIWIOVId WATIADIWAND JO0 STAJOIS NOISSTYOIY

: - 9Teds JIUSWSADTYDY TeqIaA . *CT F¥NOIJL
09 0S %% A 0¢c : 0T
. 7/
4
0 d
4
Ve
Ve
7
7 .
P
\ \ P N L ]
_ /.
93TYM-uON "~ T T T .
. 7/ \ S *0 . %
e 7 54
: p |
7
- o
» wo
] 00°1
JuauwsoeTd doxg

637100 FOo AITTTqRUOxd




148

ability scores are quite 1ow.. The. mean non-v.vhite scores is
A28.3, compared to a white mean of 38.9, which is alI suf-
ficiently large gap to explain the racial advantage; if

ten péints were added i:o non-w}}ite sc_'ore:s, as a credit for
"cultural bias" in 'ability.tests, white students at evéry
ability level except the 'very' lé_ﬁest.'would have an advan-
tage. 6ne would wonder why no;l-wﬁite stuge.;:s receiveé less
- return for ability than white pupils in placement probabili-
i:iés. Perhaps this is a more fruitful appz;'oach to the study
_.of racial differencgs in schools, at least until we are

rélatively more certain that the metrics of ability are

comparable between races.

Conclusions

The present chapter has examined the relatiohship
between placement and race in the fifteen integrated schools.
Within school relationships have been compared, .and an analysis

. of differences between schools undertaken. The finding that
non-white pupils were advantaged has been discussed from a
e variety of perspectives. The ge;ueral' conclusion would seem

[ 4

S ' to be that racial discrimination in placement is not
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prevalent in the sample of high schools studied, and perhaps
curriculum assignment for non-white students is based on
"ability" which verbal achievement tests do not adequately

measure,

-’



CHAPTER VI

CURRICULUM ASSIGNMENT AND COUNSELORS

In the present chapter the role of counselors in
relationship to assignment is explored. The rationale and

relevance of counseling in the . high school is examined, and

the implications for grouping are discussed. ~The variables

-

dealt with in the present study are described. The focus of

the analysis is on the determinates of access to counselors

‘and encouragement;the relationships between background,

abiiity and counseling are of special importance.

The High School Counselor in Context

The role of the counselor in high schools is rela-
tively recent and still ambiguous in many cases. With the
growth in size and diversity of educatiopal uinstitl.ztions, a
couﬁselor 6r a counseling staff has developed within schools,
with oftenv autonomous decision—makn:.ng powers. As Corwin
staﬁgs, | B

School counsélors perform a key coordinating role

insofar as students are concerned. Teachers request

150
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counselors to transfer undesirable students from
their classes, and students ask that they be trans-
ferred into an easier course or one at a more con-
venient hour. Attendance officers also assist with
coordinating students' schedules. They trace down
a student who is absent from classes, and they may
rule on the eligibility of students to participate
in curricular and extracurricular activities,

School counselors serve, as Cicourel and kitsuse put it, as
"validating agent“2 and both evaluate and plan vocational
choices and careers; Counselofs write_ietters of recomménda-
ﬁidn, evaluate test réédlts, giVé'advice; and ofteﬂ.ﬁave
disciplinary or academic sahctions at their disposal in the

authority structure of the high school. 1In the school which

Cicourel and Kitsuse studied, the role of the qdunselor was
‘largely determinate in curriculum assignment, even though

students in principle had opfions and choices. Counselors

were responsible for classifying sﬁudents, and identifying
individual problems. Cicourel and Kitsuse argued that often

discrepancies between tested ability and performance were

Ronald Corwin, A Sociology of Education (New York:
Appleton-Century-Crofts , 1965) ,p. 22.

Aaron V. Cicourel and John I. Kitsuse, The Educa-

tional Decision-Makers (New York: The Bobbs-Merrill Company,
Inc., 1963).
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~ defined as "problems," such as "underachievers." The

problem was ﬁerceived'as that of the individual, not due
to lack of reliability or validity in the test instrument.
Behavior problems impiied lack of adjustmeﬁt,not boredom |
with school, or classes.

While counselors are nominally e#pected to advise
étudents,:and providg them with information, the professional-
ization of the guidance counselor has more éftén involved
evaluation §f students; and interpreting standardized tests,
as well as advising. Corwin argues that the role of confi-
dant or truéted older friend is conflicted when the person
also has power and authority over decisions which effect
futures, and is expected to evaluate student potential.3 The
nature and relationship of a particular counselor to stu-
dents is no doubt largelf a function of ‘the structural
arrangement in the high school, and the allocation of re-
sponsibility. Armor's analysis of counséliﬂg éonducted with

Equality of Educational Opportunity Survey data showed some

3Corwin, A Sociology of Education, p. 22.

14
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consisten; differences bgtween.schools with respect.to
accessibility of counselors.4 Schools in metropolitan
sareas, and in schpols outside of the South and Southwest
typically had more guiaance counselors per student than
those located in rurual areés or in the-South. Using a pro-.
cedure of averaging the number of full-time-equivalent
guidance céunselors per student on the basis of school en-
rollment and racial'composition, the.analysis showed that
urban Negro students in every geogr#phical strata had a
lower student/counselor ratio tﬁan white students: which
.would imply that Negro students were not disadvantaged with
respect to acéess. Armor also argued that the counselor's
task was to increase the correlation between ability and
aspifationslof students. Comparing students by sex, race,
location, racial composition of ﬁigh school, and presence

of a Negro counselor; the correlations between reading com-

prehension and college plans were typically higher for stu-

e DL R R

dents who had seen a counselor two or more times during the

last year, than for those who had not.

4David Armor, Chapter 8.3, EEOS, pp; 529-544.,
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The definitive sociological study of ‘the counselor

has yet to be written; the present‘study shall concentrate

‘on only two aspects of students' relationships to counselors,

~ the self-reported number of visits to counselors, and the

amount of positive perceived encouragement to continue edu-
cational training. Counseling in the present framework

is viewed as a service to students, and a logical mechanism

- through which selection and placement occur. The counselor

-

also frequently . has informatiqn and application forms for

'collegé, knowledge of scholarships and other competition for

funds and admi'ss;i.on. While the counselor's recommendation
t:.'o college'may not insu.re admission, it ma;y influence the
marginal.case, particulariy if the counselor ‘has recommended
good students_ in the past. ,Counseiing is, ih one sense, a
resource which schooisprovide to stﬁdents; the allocation of
a counselor's time'and the amount of encouragefnent offered
are-in somé' sense a measure of the school's investme‘nt in the
student's fu.ture'. If the coun'seloi: differential;y aliocated

his time or encouragement to students based on the social

.class or race of the ‘student, one would argue that the

counseling process within the school was discriminatory to

some degree. Since counseling is also a process of seletion,

462
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one would expect the coun'selo;:' to encouraée bright students
to aﬁtend college more ‘of‘ten than he would encourége less
taiented pupils. Perhaps the counselor should also dis-
courage stﬁdents who do not have thé famiiy résources to
finance an expensive education; while the encouragement
outcomes of éopnseling mi'g'ht show Apositive effectg for

social élass, perhaps the. cox_m.;,el_or_ was_o.riénted towards

. .t]%.e reality of the costs of education. '_ The present analysis
- will concentrate on the detefminan_ts of access to counselors,
and perceived éncouragemeht. The focus will be two-fold:

on counseling as a mechanism for selection, and on counsel-
ing as a school.A.resource differentially allocated £o stuélents.

The two perspectives are not uhrelated, and both have impli-

cations for assignment to a college preparatory curriculum.

The Var'iables and the Strategy

Seniors surveyed in the Equality of Educational
Opportunity Survey were asked two questions about counseling’

which will be treated in the present analysis. The questions

and percentage distribution of responses is given below.

L4
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TABLE 31

- QUESTIONS AND PERCENTAGE DISTRIBUTION OF
) " RESPONSES REGARDING COUNSELING

1) How many times did you talk to a guidance counselor
. last year? S

Response

A) Never . .‘ ' . 11.01%
B) Once ' ' . , . 16.58
C) Two or three times 44,05
‘D) Four or five times | ' . 17.34
.E) Six or more '10.99

X | ' 2.49

.-S.D. 1.79

(N = 14,807)

2) Has your teacher  or counselor encouraged you to take
further training after high school?

A) Yes, to go to college 53.09%

B) Technical, business or ,
other training o 22.41
C) No . 24.50
X - | 2.33
sS.D. : | .84

(N = 14,884)
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Urifort;_unately we "h.ave no data from either the pfincip;stl's
questionnaire or teacher's responsés to determine who served
as counselor, or the hature of the role within the context
of the school. The principal’'s were asked how mariy counse-
lors were employed by the school, but it is not clear from

the responses whether the role of counselor was autonomous

within the school or whether a teacher actually did most of'

-~

the counseling. Data on counselors was restricted to infor-

mation teachers provided, and only for those teachers who

-stated that they spent more than six hours per week counsel-

ing students. It is unclear wha”t the forme';tl or informal .
structure of the.counseling sérvice entailed. ‘The number of
counselors J-:eported by the principal correlated quite highly
with. the total number of students enrélled (r = ..77), acrosé
the forty-eight schools studied. For these reasoﬁs, the
data to be analyzed was restrict-;ed to student responses
regarding éounseling. All princ-ipals :i:n the present, sample

of schools reported at least one full-time equivalent coun-

selor. -Although the question asked students regarding en-

couragement specified either a counselor or a teacher, the

counselor often serves both roles. I shall continue referring

s s ey e oo
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to a counselor, although some students may have intended
counseling which was not limited to a professional staff.
. The relationships to be examined are between cur-

riculum placement, verbal ability, grades, social class

background, and race. We would like to assess the relative

magnitude of the various variables in predicting the accessi-

bility of the counselor and the amount of encouragement

- offered to students. Orde'ring the variables in a causal

éequence presents some difficulty, since the relationships

between grades, ability, p.lacemeni:, and counseling are not

temporally distinct. The tactic proposed is to assess the
relative importance of ba;:kground variables and verbal
ability in predicting encouragement ar;d nu@ér of..visits to
the counselor, and then entez.:'ing the intervening variables
such as grades and curriculum. The lbgic is that. if the
social class background variables are nc;t, difectly related

to access or encouragement, the effects of differences in

" placement, or grades, should reduce the relationships sub-

stantially. If the background variables persist, then we
can conclude that counseling is differentially allocated
within schools on the basis of social class. Second'ly, we

shall examine the relative magnitude of the determinants of
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bofh access:l.bility‘and encouragement.. _ .If the student's cur-
riculmﬁ placement is trongly related to either frequencif of
co'ntact” w'ith.c‘ounselor or the amount of encouragement re-
ceived, ;vh'en ability, and.grades., are éontrolled, the con-
clusion .seems Eenabie that_'cpa.:riculum placement is a
mechanism of differential allocatiop of school s.ervices, at
least the school resource o.f counseling and advice. The
postuléted model is i:resented diagramatically in Figure 13.
The. arrows in the model s'hou.ld not. be iﬁterpreted as lit-
erally causal, since the vari.ables cannot be unambiguously.
ordered; The model is presented only to demonstrate the
direction of the present analysis when assessing the de-
terminants of counseling. The patﬁs of prime concern are

shown in Figure 13 as the dotted lines between background

- and counseling. We have argued in Chapters IV and V that

background effects, such as social class and race, weré only
slightly reléted to experiences in school, once verbal
ability was controlled. These paths ar.e -not included in
Figure 13, although the effécts are ndt zero.

The zero-order correlations are presented in Table 32,

for the entire sample of s,tuden_ts. The standardized beta

-467.
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TABLE 32

ZERO-ORDER CORRELATIONS BETWEEN SOCIAL CLASS BACKGROUND
AND NUMBER OF TIMES SAW A COUNSELOR LAST YEAR
' AND PERCEIVED  ENCOURAGEMENT

TOTAL POOLED SAMPLE

Predetermined No. of Visits ’ Perceived
Variables In Last Year _ Encouragement
Sex -.048 -.090
Race .045 .068
Father's : .
Occupation .120 .214
Father's - |
"Bducation 111 : .233
No. of Siblings -.038  -.140'
Verbal Ability 120 .376
Grades .077 . 288
Curriculum .150 | .460.
Aspirations .161 .469
School Effect :
(% between) 1226 .0561
i
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coefficients are presénted in Table 33, for all the variables

in the'SPecified model and for other eéuations teétea. .The
values'afe presented for the total sample, as well as tﬁe.
coefficiénts calculaped for the within schools model. The
within school correlations and path coefficients were ob-
tained from comparable equations éfter first entering the 47

dummy variables for schools and standardizing the coeffi-
cients by /cxxw . Oor the square root of the propoxrtion of
cyyw . :

the square root of the proportion of variance within schools,

‘on the dependent and independent variable. Since counseling

is definitely a within school process, the analysis was

Yestricted to the within school coefficients.

'The analysis of counseling gnd race consists of only
tﬁose fifteen schools with.mére than ten per ceﬁt of the
student body reporﬁing'non;whité racial background. The
path coefficients -and diagrams which include race are calcu-
lated only for the students in tﬁese schools, and the find-
ings are diécussed separately. The models presented are the
Wifhin school effects, derived ffom the above procedure; the
technique assumes'insignificant interactions between within

school slopes, which has been discussed previously. The sums

170
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TABLE 33

STANDARDIZED BETA COEFFICIENTS
PREDICTING NO,., OF VISITS TO COUNSELOR
. AND PRECEIVED ENCOURAGEMENT BY SOCIAL
CLASS, ABILITY, GRADES, AND CURRICULUM
FOR THE TOTAL SAMPLE, AND WITHIN SCHOOLS

EQUATIONS .

TS TED TOTAL INDEPENDENT VARIABLES | ,

POOLED SAMPLE o E S A\ G C R

T on O,E,S .061 | .090 | -.009%* 1 - | .o1s

T on O,E,S,V [ .047].075| .007* |.084 -1 .024

T on C,V,G ' : - |.050].019 |.117 | .025

T on O,E,S, ' ' . |

v,c,éc | .037]|.063| .013* |[.034 |.014%|.099 | .031

NonOES . |.115].155|-.088 | | .073

N on O,E,S,V | .060]|.095|~-.025 |.320 | . 159

N on C,V,G - - .181 |.117 |.363 ] .235

N 6n O,E,S, | | : | |

v,G,c | .023|.052{-.004% |[.133].113 [.326 | .250

NET Or

SCHOOL EFFECTS ,

T on O,E,S .045 | .070 | -.004* a .131

T on O,E,S,V .036 | .056 | -.002* | .079 .136

T on C,V,G ~ |.o038}.104 [.023] .139
z» T on O,E,S,
o V,C,G .026.| .045| .003* |.030 |.018 |.091 | .142
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TABLE 33--Continued

EQUATIONS ,
TESTED TOTAL INDEPENDENT VARIABLES ,
POOLED SAMPLE 0 E S v G C R
NET OF .
SCHOOL EFFECTS
N on O,E,S .105 | .144 | -.057 .097
N on O,E,S,V .062 | .086 | -.033 | .336 .186
N on C,V,G .156 ] .119 | .334 | .268
N on O,E,S,

v,C,G .026 {.043| -.015 | .146 | .115 | .321 | .271

*Coefficients less than twice standard error.
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of squares added due to interactions never exceeded 4.1 per
cent in any equation predicting either dependent variable,

T e e

and a detailed examination seemed unnecessary.

Social Class and Coﬁnseling

The ‘relationship between the number of times an
individual saw a guidance counselor during the preceding year
and the respondent's social class background accounts for
leés than one per cent of the va;iance within schoolé in

number of visits to a counselor. When curriculum placement,

grades, and verbal abiiity-are controlled, the net increment

to within school sums of squares expléined is less than 0.3
per cent. It is possible.thaé the trivial association pre-
sent is indiéativé of a cﬁrVilinear felétionship between

background statué and puﬁﬁér of visits £o a counselor. One

could argue that the low status student may have seen the

counselor concerning behavior problems, rather than college

admissions or other vocational advice. For the total pooled
sample, the correlation ratio between father's occupational
status and visits to a guidance counselor, assuming five

£

categoric variables, was only .162, while the linear rela-

tionship was .120. The increment in sums of squares is

173
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sighificant, which indicates the relationship is not si:rictly
linear; howéver, .the coefficients from the equation did not
demonstrate the predicted curvilinear pattern. ‘;’he equatiqn
to test for linearity fit four dummy variables, omitting the
category "never." 'I‘hé coefficients, then, represent deviations
from this cateéory; each was. pgsiti§é, and the unstandardized
coefficiénts increased for each number of wvisits. If the
relationship to status were curyilix{éar, one would expect
the parameters for }'Joth. mgny visits/ and few’ visi'ts to be.

lower. On- this basis, it was decided to ignore the non-

"linearity observed since it did not seem to be readily inter-

pretable, and data on w:hy a particular student saw a guidance
counselor ~v\}as not avéiléble. .

The effects of social class on access to a counselér
are hot large; wheﬁ verbal ability ish includéd, the combined .
unique effects of social class account for slightly over 0.4

per cent of the variance. “The unique effects of social class

when grades, curriculum, and ability are included are less

than 0.3 per cent of the variance in number of times a stu-
dent saw a counselor. The total variance eXpléined within
schools is only slightly less than 2.0 per cent; it would

seem that _the differences between schools in number of times

174




a student saw a counselor account for approximately six times

as much of the variance as measured variables within schools. -

The focus was on the relative explanatory power of social

class, however, and not the total proportion of the variance
attributed to it. _The effects of social glass are much less
important, in the presénf sample of schools, than grades,
verbal a;bility or curriculum; the uniquc_a 'effects of curricu-~
lum, accounting for 0.8 per cent of the variance, would seem
substantially greater than the effects of background. Cur-
riculum assignment is the single largest predictor of nuﬁber
of times a student saw a counselor, oﬁ aﬁy measured variable
included in the equation. While it is difficult to argue
that the model begins to account for the.observed variance
aﬁong studentsg, the conclusidn .that social class is not a
strong predictor seems tenable. The time a guidance counse-
lor spends with a student depends to a greater extent on the
curriculum placement, grades, and ability level of the stu-
dent than on social class backgx;-;und. The strength .of the
association between curriculum assignment and number of visits
would seem to indicate that the counselor's time is differ-

entially allocated between curricula, independently of grades

Oor ability level. The causal relaticnship is not completely

a5
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clear, since students may have visited a counselor in order
to transfef into the college prep éurriculﬁm. Since we
have no information regarding initiation of visii_:s, the
coimse'lor',s time may depend on student's seeking advice,

rather than being called in for advice. Although the issue

of allocation of counseling time cannot be viewed as con-

sciously discriminatory by curricula, the effects would

“seem to operate to the advantage of the college prep pupil,

even when ability leve, grades, and social class background
are' controlled.

| The amount of perceived encouragement a student re-
ceives to contiﬁue education bey.ond high school i.s the
second major.counseling variable to be considered. The
objective was to assess the relative importance of social .
class background. in predicting percei§ed encouragement.

The distribution of responses shown in 'i‘able 28 revealed
that the distribution was not normal; the possibility of
transforming the variable was rejeéted, since it is not
clear that the underlying distribﬁtion is normal. The re-
gressions were computed on the variable as it exists, coded
as a three-~point scale, violating the aésurﬁpfions of

normalcy.
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Social class accounts fof slightly less than 5 per
cent of the variance within schools in perceived encourage-~
ment, and the unique effects of social class when ability
is_controlled account for less than 2 per cent of the vari-
ance. The combined effects of social class add less than
0.3 per cent to the withi.n school variance explained when

ability level, grades, and curriculum ass'ignment are entered

- in the equation. The effects of social class, although

persistently significant, seem quite small when intervening

variables are considered. For this reason, the direct

effects of social class were excluded from the model ae—
pcting the determination of encouragement and number of
visits to the guidance counselor. The model preeented in
Figure 14 is based on the set of recursive equations which
do not include direct paths between social class background
and either encouragement or number of times the student saw
a counselor. The equatibns in standard form for tﬁe solu-
tion of the model are: |

(6.1) V=p

voO-i-p

veE +p

(6.2) C=p O +p

co’ ce

P O-i-p E+p + p V+p U

(6.3) G
go go gs gv gu g
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(6.4) N = Png G + P . C + P,y VvV + Pou Un

(6.5) T + Ptg G + P C + Py VvV + Ptu‘ Ut

where it is assumed that

r =r =r =7 =r = 0,
uv uc - ug un ut

-

or that the residuals are 'uncorr.'elated.

The model represents relatiqnships wfh.,ich must be
in'terpreted as causally ambiguous. While most students are
as;igned to a curriculum prior to entering their junior year
and grades are cumuiative throughout their high school years,
it is not clear that. these events are prior to encourage-
ment and visits to a counselor in the junior year in every
case. The purpoée of the analysis is illustrative; the ob-
jecﬁive is to assess the relative strength of the prede-
termined variables in ].predicting counseling outéomes. The
conclusions of the analysis are that social class has only
a trivial relationship to either access to counseling measured
by number of visits and perceived encouragement. Social class: ’
effects appear slightly stronger when comparing the po.oled

equations, which suggests that differences between schools

magnify the social class differences somewhat. However, the
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net impression is that sociél. class background.l;xas only a
trivia'l relationship to. counseiing once grades, curricuium,
and verbal ability are controlled.

Secondly, the association .between curriculum and
counseling is. quite strong. To the extent that counseling
represents a service or resource allocated within schools,
the stude.n.t‘s placement is a moré imporfant; determinant of
the differential all.ocation than either grades or abiliﬁy
level. : The implié:atio.n of such a differential by track
suggests curriculum assigr‘nﬁent is the mechanis;in within
schools fog: selective encoﬁragement and counseling. While
the process within schools does not seem to reflect the
social class background of students, mechanisms of selection

and differentiation are important to an understanding of the

- part schools play in determining adult roles and status.

Race and Counseling

The analysis of the determinants of counseling by
race and social class involved only those fifteen schools
described. The zero-order correlations between counseling

and other variables are given in Table 34, while the complete
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TABLE 34

ZERO-ORDER CORRELATIONS BETWEEN
PREDETERMINED VARIABLES AND NUMBER
OF VISITS TO COUNSELORS, (T) AND
PERCEIVED ENCOURAGEMENT (N) FIFTEEN
INTEGRATED SCHOOLS

W—— —— — e e e ]

VARIABLES ’ T s N
Sex '  -.067 ~.112
IFFather's , :
Occupation : .078 . 225
Father's . )
Educ'ation ' .11l3 « 256
No. of
Siblings -.052 . -.158
Verbal '
Achievement .094 391
Curriculum - .138 .457
Grades _ .088 .283
Aspirations . .158 " .470
School Effects

(% between) .097 . 066

¥ -~
“RIC : “81
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matrix for other variables. was bresented in the 'preceding
chapte:;.' The standardized beta c?efficj.ents for the .an.alysis
are presented in Tables 35 and 36. The pat_ﬁ coefficients

to be pr.esented were calcﬁlaﬁéd by standardizing the co-
éfficiénts calculated wit'l.rlin schobls by the équare root of
the ratio of thg proportion of variance wi‘thin schools in
the indépendent variable ﬁo proportion o.f variance within
schools on the dependent v;ariable. For example, the re-

gression eguation

where X is a dummy variable calculated for each school, pro-

" " vided three within school partial coefficients. The formula

B* = B*% ‘/
VO.esw vo. @8 X coow
' : J _ ‘/ cVVW . ' -

provided the estimate of the within school effect of father's

s

occupatioh on verbal achievement which would have been obtained

from the covariance model which subtracted school means from
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_ TABLE 35

. . STANDARDIZED BETA COEFFICIENTS PREDICTING
NUMBER OF VISITS TO COUNSELOR (T) AND PER-
CEIVED ENCOURAGEMENT (N) BY SOCIAL CLASS,
RACE, ABILITY, GRADES AND CURRICULUM FOR
FIFTEEN INTEGRATED SCHOOLS

——

EQUATIONS

. INDEPENDENT VARTARLES

i

TESTED TOTAL 9
POOLED SAMPLE .0 . E S R v G C R
T on O,E,S,R | .017%[.096|~-.022*| .o0l2% .0l4
T on O,E,S, : ‘

R,V .008%|.086({~.013*%| .003*| .060 .017
T on C,V,G .01l1*%1.117|.049].021
T on C,V,G, )

R .002*| .008*{.115].049(.022
T on O,E,S, ‘

R,C,V,G [-.003*]|,071|-.005%|-.004 |-.006*|.043].1203}.026
N on 0,E,S,R | .100 [.173|-.081 | .043 .086
N on O,E,S, .

R,V .044 |.119|-.032 |-.045 | .343 - .173
N on C,V,G .159 |.126].329]|.248
N on C,V,G, '

R ~.012%| .162 |.125].3271(.249
N on O,E,S,

R,C,V,G | .013%].073|-.007*|~.024%) .149 |.120].312].254

*Regression coefficient less than twice standard error.
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TABLE 36
- STANDARDIZED BETA COEFFICIENTS PREDICTING
. ‘ NUMBER OF VISITS TO COUNSELORS (T) AND
PERCEIVED ENCOURAGEMENT (N) BY SOCIAL
CLASS, RACE, ABILITY, GRADES, AND CURRI-
CULUM, NET OF SCHOOL EFFECTS
EQUATIONS INDEPENDENT VARIABLES
TESTED TOTAL 2
POOLED SAMPLE 0 E S R v G C R
T on O,E,S,R | .018%|.075/~.032 | .013% | .106
T on O,E,S, :
R,V .010*| .066|-.024% -.005* | .078 .110
T on C,V,G .031 ].030].110} .113
T on C,V,G,R L0lL* | ,027*].029%,110] .114
T on O,E,S, ,
R,C,V,G .002*%] ,053]~-.017*} .001l* |.021*].024{.098| .116
N on O,E,S,R .070 |.150|~.064 .041 113
NonOEL,S, :
R,V .036 |.114}-~-.027*|-.035 .338 . 186
Non CV,G .144 |.126}].331] .263
‘ N on C,V,G,R -.008*% |.147 |(.126].330(.263
N on O,LE,S,
R,C,V,G .006%}].068}-.005*%}-.,017* |.141 |.119}.317|.267
*Regression coéfficients less than twice standard errors.
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each of the indivi@ual level relatiénships.

Figure 15 summarizes the within school procsses
estimated in this manner, for the fifteen integrated schools.
The .coefficients for.race were excluded from the calcﬁlations
since they were not significant when verbal ability,grade
point average, and curriculum assignment were controlled.

The significance. tests were calculated for the minimum number
of éases available in a gi&en equation, although all correla-

tions were computed by assuming a pariwise deletion of missing

‘'observations, to preserve information. The degrees of free-

dom for the entire equation, however, is based on the number
of cases with fe5ponses on every vériable. The significance
level accepted for a parficulér coefficient was chosen to be
an F-value exceeding 4.00, implying that the coefficient was
at least twice the standard error; The effects of réce are
without exception insignificant, although the criteria is
relatively stringent. The direction of the race coefficient
should be noteé, even though the effects are insignificaﬁt.
Non-white students perceive more positive encouragement from
counselors when background, ability level, grades, and

14

curriculum are included than do white students. Non-whites
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tend to see counselors, however, slié‘htly less than white

—

students, regardléés of background or intervening variables,
aithough the effect is trivial. The conclusion to be

reached on the basis of the present sample of high schools

is that neither the counselor's time nor encouragement are

allocated differentially by race. If raciél discrimination

2n high schools is present, it does not seem to be reflecf;ed
in either how often a non-white student sees a counselor or
the perceived encouragement when the student's verbal ability
is controlled. In fact, for two students differ;‘mg only on
racial background, the non-white student is likely to per-
ceive slightly more encouragement than the white student.
The within school effects of race are less tﬁan the direct
effects of any other background variable on both number of
visits to a counselor and encoura.gement. In general,
neither the social class nor racial backcvound of the student
predict the differential allocation of counselor's time or
encouragement; when the effects of intervening factors sﬁch
as curriculum assignment, ability, and grades are controlled,

background factors are only trivially related.

3

>
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Conclusions

The relationship between backgroufxd and access to
counseling has been explored in the present chapter. While
the variables chosen are no-doubt. crude approximations of
subtle process within schools, the results provide little
evidence that social class, background or race are critical
determinants of differential ;ccess to counselors or per-—
ceived encouragement, With regard to encouragement, the
popular conception of the alienated lower class pupil would
not seem upheld in the present analysis; less than 3.0 per
cent of the variance within schools in perceived encourage-
ment is explained by social cl'aés, and w;l'aen other variables
are included, such as verbal ability, -th;a unique cffects
are quite trivial. The findings with regard to race suggest
that it is even less important than social class in account-
ing for the variance. While it is apparent that the largest
portion of the variance is not explained, one would expect
background differences among students to be relatively more
important in explaining stratification within schools, or
the structure of rewérds, such as grades, and encouragement,

if schools were perpetuating social class differences through

A 88
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selection. The allocation of counseling services is differ-
ential with respect to curr:c.;ulum,lt seems reasonable to
argue thét other resources within the school are also dif-
ferentially allocated as well.

- : The determinant of stratification Qithin échools,
'tzu.owchzver-, is”primarily verbal achievement, rather than back-
ground.. A description of SCh0.0ling as réinforcing back-
ground differences, rather than encouraging mobility, is not
éupportcd with the present data. A more realistic appraisal
is t’hat the mechanisms of selection operate primarily
through a'student's ability level,and when ability is con-
1':rolled, the rewards and feinforcement offered by schools

is not strongly related to social class, background or

race,

189 . .




CHAPTER VII
CURRICULUM PLACEMENT BETWEEN 3CHOOLS

The focus of the analysis prior to now has been pri-
marily on the determinants of curriculum placement at the
individual level for twelfth grade students. Equally inter-
esting questions can be asked concerning the determinants of
grouping Letween schools. The prob;bility of. being placed
in a college prep curriculum for any student, depends both
on the individual-level determinants and on the school pro-
portion assigned to a college prep curriculum, within the
school in which the student is enrolled.

Although assignment probabilities depend primarily
on verbal ébility, and only slightly on the clas background
of the pupil, perhaps the socio-economic composition of the
high school determines the size of the track, and thus the
probability of placement in a college track. While .thc

-

composition of the college track is certainly more select

than the school, we should like to estimate how schoc;ls

differ in the degree’ to vhich students are segregated by
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social class and race due to differential placement.

In the first section, we shall consider the effects
of composition on mean verbal score and on proportion
collecje prep. Secondly, the residual scrres will be
analyzed and the effects of different tracking policies

explored.

Composition and Context

The variables involved in the between~schools anal-

ysis dre schiool means, and curriculum means within schools.

'The dependent variables we are coricerned with are mean verbal

score for the school, and proportion college prep. The in-
dependent variables méasuring social class composition are
mean father's education, mean number of siblings,. and mean
Scupational prestige of fathers. These values were computed
separately for each school and constitute the variables :
utilized in the between school analysis. Table 34 presents
the means, standard deviations, and correlations uséd in the
analysis.

‘The between schools analysis. consists of two dis-

tinct components; the decomposition of the variance between

composition effects and residual, or contextual effects, and

«
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" riculum placement. If the subscripts i, j, and k represent

an analysis of the residuals in terms of policy and struc-

tural differences between schools. The model for the in- )
terpretation of differences between schools is based on a

similar decomposition by Hauser;1 the additive relationship

v, =C, + rj Eq. 18
5 5 J. 1Eq ]

expresses the decomposition in raw form of the variables
analyzed. Two separate decompositions were obtained; the
effects of school differences in SES on verbal achievement

and the effects of SES and achievement differences on cur-

students, schools and variables, respectively, the value Cj
is equal to the composition effect, standardized by the

within school net regression coefficient in raw form of Vj

- 21
* - — -
V., = V, b X ., =X Egq. 19
3RV by B gomx ) (B 19)

*
That is, Vj represents the amount by which mean school verbal
achievement would change if the school means on predetermined =
variablcs were shifted to the grand mean for all schools and

students. The variables can be standardized to obtain:

lHauer, "Schools and the Stratification Process,"
American journal of Sociology, LXXIV, No. 6 (MHay, 1969),

pp. 587-6ll.
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J— [Eq. 20]

The standardized coefficients can be interprcted as the paths
in a di.agram such as shown in Figure 16. The model allows
one to decompose the between school variance into a propor-
tion due to composition, a joint proportion, and a residual

variance. The equation for the complete determination of.
the effects on V, would be ‘

1= P> + P> 4+ 20p r p [Eq. 21]
_ ve vr “ “ve cr vr

The path between R and V is normally assumed to be the con-
textual effect; as Hauser argues, howcver, the ecffects oper-
ating through R include all the unmeasured determinants of V,
as well as any structural difference between schools. The
assumption that Yoy = O.is not required in the present ex-
ample, since the within school slbopes were used to cstimate
| the values of cj.

Table 38 prgsents the results of this decomposition

for ecach of the social cla.ss background veriables individu-

ally. The adjustments wers computed from the actual within

school. slopes present, and standardized across all schools.

184




187

c *3ONVI¥YA TOOHOS

NIaMILILE .H.ﬁmQHmmm dEL SI "¥ OXRV LOIJ3F NOILIS
=0dW0D FTHIL SI 'O JUIHM ‘IONVIWVA STOOHOS NITIMIIL
ONISOdNWOOdad TIAOW JO0 NOILVINISIUAAY DILVWVUOVIA

#3997 | &
’ Jt\ooauv = w
NU3(,)
JOOtom
19337 'y

polLISOgwOT) U

9T TENOIJI

195




188

v €8 8- z- v 61

9°zL 8°€- z°z¢

€°16 6°€ . 8°g

y°08  2°8 vTT AL 7] z- €z T°¢€ s

S99 €°0T Z°€2 €°69 €°¥T v 91 et

g€°L8 BT T- ’ %8°¥T %EBL %6°8T : %8°2 . (@)
Tenprsay  jurop uoT3Tsodwod TenpIssd  JUIOL UOT3TSOAWOD SOTARTIRA

sJuspusadspul
O 3O uoTjeuTwIezsq A JO uoTjBRUTWISIed . .

—_— ]

STooudsS gp = N

- SYOIDVd IVAQISTY NV
NOIIISOAWOD Zd9 QANIVIAXI STOOHDS NITMIZG
FONVINYA 30 NOIIYOdOo¥d ZTHI J0 NOILYDOTIV

ge 3Ty

136




189

This procedure disregards the interactions between school
slopes as contextual effects. .Additionally, the unstandard-
ized partial regression coefficients were used to compute a
value of Cj for each school thch took into account all the
background variables between schools. In the presecnt sample
social class composition accounts for between 3 to 25 per cent
of the between school variance in achievement. The effects
of composition are larger when the between school variance

in curriculum is decompoged, although the joint efrects arec
smaller.' The negative joint effects obtained in the decompo-
'sition of ¢ are due to a negative correlation between cbhpo-
sition.and risidual factors, across schools.

Conceptually, the school value, Cj, represents the
amount the school mean would change if the school mean on the
predetermined variable werc shifted to the grand mean. The
risidual, RjJ, ;ppreéents the differenée computed for each
school between Vj and Cj. As Table 39 indicates, the re-
sidual variance is considerably larger than the cecffects of
composition for any of the variables. The residual variance
could bhe interpreted as the effects of context on student

achievement on placement, except insofar as it reflects

Q. 197




unmeasured composition factors.

The substantive importance of the residual term is

an important issue in school effects. To the extent that

J.t can be related to structural differences between schoolv.,

it may be J.ntorpreted as a school effect. While the effecte

of composition ¢o not account for most of the between school
variance in ecither achievement or curriculum placement,
ihterpreting the residual as a contextual effect is hazardous.

An effort was made to test the relationship between the size

of the residual and school characteristics, The residual

term was calculated from the between schools equation:

r.=V,-b, (0 =6 ~-b. (E . ~-E - b, (. -5s
vi T V5 T kg .3 °.. ) = by ( j ) 55

-[Eq. 22]

In this case, rV is a measure of the residual between school

variance in achievenient, when the school composition on social

.Class background, measured by father's Occupation, father's

education and mean number of siblings is controlled The

residual rcj was also calculated, from the equation

rcj=°j-bj (o.. -o.)--~b:j (ej-e ) -

O Rttt e e
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where .4 is the residual or contextual effect of .curricul.uh
when verbal ability and sociai cl;ss composition is con-
trolled.

The strength of the relationship between the residual
and six structural variables was tested by calculating the
zero-order correlations and by computing a multiple re-
gression equation which included dummy variables based on
categories of the i.ndependc—:nt ‘v'ariables. The zcro—ordér
correlation mea‘xsures the strength of the linear relation-
ship, while the total sums of squares explained in an equa-

tion based on categoric variables tests for possibly non-~

linear effects. Table 39 presents the values computed for

. 8ix structural characteristics: size of school; location,

-

whether it was located iﬁ the central éity o1 suburb; reg_ion,
.baéed on differences bet'wegn' schools in the West and Midwest,
or the Noxrtheast; whether the school had an accelerated
curriculum; advanced placémel;xt; and the racial composition
of the school. To test fé.r non-linear effects, school size
and racial qomposition wefe trichotimized. The categories
for school size weré‘sc'h.ools with fewer than 500 students,

schools with betweern: 500 and 1,200,. and schools with an

199 }
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TABLE 39

PROPORTIONS OF BETWEEN SCHOOIL VARIANCE IN RESIDUAL
TERMS EXPLAINED BY STRUCTURAL DIFFERENCE IN SCHOOLS

Residual Terms
Independent ” "
Variables e vi cj
Size of School-Total .018* .013*
Categoric Variables .006* .002*
' Location of School L0L7% .023%
Region S . 042* .181%
Accelerated Curriculum . .231 .092+4
Advanced Placement . .304 J1)2*
Racial Composition - :

Proportion nonwhitza .482 - -.039%
Racial Categories ' .461 ~-.124%

P

*R2 Not significantly greater than zero, F—test.




enrollment larger than 1,200. Racial composition was treated

as three categories: less than lQ_per cent non-white, 10 -

88 pexr cent ﬁon-whité, ahd mei:'e than 88 per cenf._ non;-(vhite.
The e:Lght equatlons uLJ.l:Lz::.ng the between school

[ R T e e . -

resn.dual, rv;]' ylelded only four sn.gnlflcant relat:n.ons'hlps.
'A e e et e aa e e smes e e

The rac:n.al composition of the school explan.ns sllghtiy le‘ee.
”t'han one-fourth.of the bett.veen school rceldual on vc‘rbal E
ability. i'he racial context would seem, therefore, to be
an important variable in explaining the reeidual differences

between schools in verbal ability. The racial composition

variable, it should be noted, is a school composition factor

which was not controlled when computing rvj’ it seems highly

likely that the significant relationship is due to unmeasured
differences in cemposition, in this case, rather than a
racial context. |

The presence of an accelerated curiiculum or ad-
vanced placement is also positively relaieed to between school
~ differences in verbal ability. Thé significance of these
factors suggests either the presence of an accelerated cur-
riculum or advanced placement is indicative of an academi_c

or achievement-oriented context, which influences verbal
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achicvement after controlling for composition; or possibly
that the advanced courses themselves improve the achievement
level of students when social class composition is con-
trolled.

Coleman argued that students who receive high grades
in schools where academic. achievement is valued are rela-
tively m.ore.inﬁelligent than st';udents in échools where
academic ac'hievément is not valued.2 If one assumes that
the presence of advanced placement is indiéative of a rela-
tively more academic orientation, or context, the present
ahalysis s.uggests that students do have slightly higher mean
v'erbal scores, than expected on the basis of composition, in
such school.s.

The residual term, rcj is not related to any struc-
tural characteristic measured. The ahalysis strongly suggests
that between schools, the unexplained variance in the pro-
portion co].lege prep is not related to the structural char-
acteristics tested. |

While this analjsis is intended to be merely sugges-

tive, the outcomes dq no” support the importance of a context

2 .
James S. Coleman, The Adolescent Society (Glencoe:
Free Press), 1961.
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variable which is related to size, location of school, or
region. The relationship between racial composition sug-
gests instead the residual is related to unmeasured compo-
sition factors between schools, rather than social class

context.

+~ Pracking Policies Between Schools

The research originally proposed included a secti'on
concerning the determinants of school policies regarding
tracking, and the determinants of differences bhetween schools. '
In particular, the dégree to which a school assigned students
to groups on the basis of ability and the school policy'wit'h
regard t§ between track mobility were considered important

measures of grouping at the school level. The focus of this

section is only on schools; while composition of the school

nay be reflected in differences in school policies or re-

- sources, the analysis is intended to be descriptive rather

than causal. Since the unit of analysis is the school, xather
than the student, the relative effects of context or compo-
sition are not conceptually distinguished. Inferences will

be restricted to schools, and the ecological fallacy is not

relevant. The following analysis was undertaken to determine




the struoi:ural correia‘tes of tracking policies between
schools. The hypothesis was that differences between schools
in policies were related.to the size, and composition of the
school. A "flexible" system, for 'example, would be more
characteristic of a "good" or "fair" school ; and that these
schools could be contrasted and oufeome's identified. While
we did not expect to develop a.typology of. sehools, the re-
' lationships between pohcy variables and sohool structure |
or.outcomes raises important soc:.olog:.cal issues regardmg
'_orgam.zata.onal be'hav:.or. Tracking here applies to both
ab:l.l:.ty group:.ng and curr:.culum ass:.gnmomb the dependent
var:.a:bles are based prJ.marJ.ly on t'he principal's responses
- and sc‘hool-level measures.. | |

The dependent var:l.ables to. .be analyzed are sc'hool
'polieies with regard to track:.ng, and we w:.ll consxder
| | differences between schools which may be related. The amount
of mobility between tracks, as Leported by the prmclpal, and
t'he amount of m:.sass:l.gnment to curriculum were consxdcred
important var:._ables to relate to structural differences be-

tween schools. Pr:l.m;:lpals were asked two questn.ons regardn.ng

| between track mobil. J.ty.

. 204




1) About what percentage of students moved from one
track to a higher track since September, 1964?

‘2) About what percentage of students moved from one
track to a lower track since September, 1964?

The responses weré coded from none to 60 per cent or more,
for'both questions. Colemgn'constructed a composigé scale
from these two questions, consisting of the summed values,
which he used to a;alyze the between tquk mobili£y.3 The |
present analysis, however; wiil freat-thé two Variableé
separately. |

Second,.ﬁhe degree to thdh the outcomes of group-
iné in a school reflected actual ability.differences be--
jtween students is a variable of some importance. The extent
to which ﬁ particuiar school assigned studenfs to a éollege
p:epa;atoiy curriculum on the basis of &erbal ability could
be éoﬁsidered a meaéure of the conscientiousness of schools
ip grouping, or ﬁhe degreé_to which selection is meritocratié. f
Two distinct measuxeé were computed for both ninth and |

twelfth graders in .the sample; the proportion misassigned -

-

at the school level;-and the overall relationship between

[ 4

3coleman, EEOS, Chapter III..
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~‘the curriculum'within the school. This procedure yielded a
. predicted placement for each student, which could be com-

pared to the actua1~placément within schools. The propor-

"placement and actual plaéement. ‘These two variables, computed

'Separately for ninth and twelfth graders, were chosen as

198

adhievement'level and eurriculum assignment within the sehool.
Students were initially ranked within schools on éhe basis

of verbal achievement test scores; in the case of ties, the
student with the higher self-reported grades was givep the
higher rank. The studentg were.thén artificiallf'ﬁassignedﬁ

on the basis of ranks to a curriculum. The proportion

assigned'was assumed to be the actual number of students in

tion of students "miséssigned" was calculated for each school,

ds well as the zero-order correlation between predicted

measures of the degree to which schools were "meritocratic"

in assignment policies, or that placement was related to

achievement criteria.

.

- An analysis'of the structural correlates of tracking -

policies across schools has not been attempted in the socio-

logical literature. ,Hypotheses regarding differences between

schools with respect to tracking are, therefore, based on

a_priori assumptions regarding the ways schools operate

’.206 |
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rather than previous research. Fiexibility in grouping, or
the degree to which schools differ in between track mobili-~
ty,‘Shou1d4be characteristic of schools which are relatively
more conscientious in assignment policies, ana should, there-
fore, ﬁave fewer studentéfmigassigned.' Schools which test

students frequently should also have fewer students who are

incorrectly assigned. It also was postulated that such

schools would have fewer drop-outs. In a study conducted
in I,'I.linois,4 the argument was made'that schools which allow

transfers bhetween éurriculum, or crosstracking, held the

‘students interest and provided more of an incentive to stay

-in school. Brookover conducted a study of three high

schools iﬁ Iliinoiss and concluded thatlthe high status
sdhoolé‘proyided more between school mobility, particularly
for“%&gher'sgétus pupils within those schools. A study
éoﬁduéted by the Russgil Sage'Foundation found that schools

with heterogéneous populations were slightly more likely to

rely on test scores for placement, than more homogeneous

- 4

Polk, Tracking in Public High Schools.
" [ 4
“Wilbur B. Brookover, Donald J. Lev, and Hugh Kariger,

"Discrimination in Tracking" (unpublished manuscript, College
of Education, Michigan State University, 1968).-
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- An analysis of variamce in which the dependent variable was

- 200

schooil.s.el While these differences were in no case large,
the ‘&irection of inquiry was to ascert;in whether lstruc:-
tural differences in the schoqls presently studied .partially
accounted for differences in policies.

The totél distfibution of responses by principals
to the questions of between traqk mobility are presented in
Table 210,... The correlation between the amount of mpbility

into an upper track and into a lower track is only .04 across

' the schools in the present sample. Apparently less than half

the p'r;’.ﬁcipals viewed tracking as a zero-sum model, in which
movement.into a high group was_.equal to.movement into a
lower track. The‘x.-emaining principals responded that a
larger proportion of students moved into the high group.
Such differénces ac'couht for the low coirelation between the
two measures across schoolé. |

The tecst .that the differences between schools in

.'pol'icies reflected structural characteristics of high schools

was conducted primarily by inspecting plotted distributions

of the pqlicy variables and other characteristics of schools.

-4

6David Goslin, Teachers and Testing (New York:

Russell Sage Foundation, 1967).
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TABLE 40

PERCENTAGE DISTRIBUTION OF RESPONSES BY PRINCIPALS
'O QUESTION OF BETWEEN TRACK MOBILITY

L N = 42
: | _—— Movement Movement
Into High Into Low
Response Track Track
% (N) % (M)
None - - - -
0 ='10% 14.2 ( 6) 45.2 (19)
10 - 20% 33.3 (14) | a2.8 (18)
20 - 50% 28.6  (12) 9.5 (4)
ovef.SO% 23.8 (10) 2.3 (1)
Total 100.0% 42 99.8% 42

209
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amount of mobility be'tween tracks seems as parsimonious a
way of presenting the results aé any other. Since.. the
sample size was small, the independént variables have been
‘dichotomized'at the between school means, and.the sums of
squares explained computed across schools.' These differ-
ences were computed with a J;egression routine which 'tested
- the significance.of‘ a dummy variable ente;:ed into the equ-~
atiqn for cases faliing above the mean on the independent
, . \.'rairiable. The test is 'stati'stically equivaleht to a t-test
. for f_he sigri_ificance 6f} differences between means. Both
dependent variables.were coded at the midpoints of the_intér-
vals represent‘ed. Table 41 summarizes the means, staﬁdard |
déviations', and the .proporfion c;f variance explained in the
de;_})endent variables by each indepe'ndeﬁt variable. .
As Table 41 illustrates,. only the proportion white
” | ' céllair in the school Qas significantly related to amount of
mobility'lacros;s schools. The general conclusion to be

reached from i:he analysis of the differences between schools -

e e e

in mobility in the present sample is that mobility or

P PN

flexibility of tracking does not seem to be related system-

e o P T ¥ i T S T T e

atically to any school characteristic studied; the relationship
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TABLE 41

MEANS, STANDARD DEVIATIONS, AND PROPORTION
.OF VARIANCE IN BETWEEN TR%CK MOBILITY
EXPLAINED BY INDEPENDENT VARIABLES

e,
————

Proporticn Proportion
Variance Variance
Explained in | Explained in
Independent Standarad Upward Downward
Variable Mean | Deviations | Mobility Mobility
Number of
Achievement
Tests Given| 2.1% 8% 8.4%* 2. 19%6*
Number of . :
IQ Tests .7 5 - 4,2% 7.4%
Per Cent
Misclassi- .
fied at .
12th grade }29.3 11.4 3.1*% 2%
Per Cent - ,
Drop-out 13.0 8.2 2% 1.7%
Per Cent
White Col-~
lar in o
" School 35.4 17.9 6.2 14.3
Per Cent
White in .
School 78.3 27.0 7.3% 4,6%

’

* P-value less than l, oxr differences insignificant at .05

level.
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between social class composition and flexibility would also
‘be insignificant if two schools were omitted. The degree
tq whic‘h schools differ in "equity" of aésignment was also
examined. The plotted distributions were quite random with
respect to any structural difference observed between schdols. N
More importantly; the variables dé not seem to.measure per~
: sistent characferistics of schools. Table 39 presents the
z.ero order correlations' betweén the ninth and twelfth grade
of .the proportion m;i.sas;signed, and lt'hé wifhiﬁ school corre-

lation between predicted assignment and actual assignment.

Such low relationships between effects in the ninth grade

and school effects in the twelfth grade strongly suggest thét
' the variables measured are not enduring school characteris-
tics. Misassignment would seem to be a random phenomenon

- with ’respect to different schools or cohorts of students.

Conclusion

In the present chaptex between school differences in
| curriculum ‘ass:'i.gnment were explored. The between schools
variance in both verbal achievement and placement was de-:
composed to represené the pfopoftion due to context and the

proportion ‘due to composition. The general conclusion reached
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TABLE 42

MEANS, STANDARD DEVIATION AND ZERO~-ORDER
CORRELATIONS BETWEEN PROPORTION MISASSIGNED
AND WITHIN SCHOOL  RELATIONSHIP BETWEEN

CUPRICULUM ASSIGNMENT AND ACHIEVEMENT

N = 42 . .
Standard
a b c Mean |Deviation
Ninth Grade
a) Proportion
Misassigned l.00 29.3 6.5
b) within School _
Correlation .64 1.00 .319 175
Twelfth Grade
¢) Propoxrtion
'Misassigned .32 -.02] 1l.00 25.5 5.2
d) within School .
correlation -.210 46 |1 -.69 421 .169

T S b AL e SAare e
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was that the school composition accounted for between 3 to

' 25 per cent of the variance between schools. An attempt

was made to relate the residual effect, or the variance
which might be attiibuted to school context, to structural

C e e e

differences between schools. The only characteristic which

was found to bwe significantly related to the residual vari-

- - -

é;ce was “t.];ne ) i:'ac':iigli .c':ampo:s.igic.)ri of fhé :high. scﬁool;t‘hisi
suggests that the residual bétween schools variance is due
td unmeasured composition factors rather than measured
struétural d;i.fferences between éc‘hools. "

.. ,'_l'he differences betwéén sc'hoo'l.s' in tracking faoli-
ci‘es were.also, explored. The differencgs reported were not
rélated to sqhool size, .locati.on of school, or social class
.composition. ;n part,t.'hese. results méy indicat.e that ’t'he‘
necessity to limit the analysis t.o four-year urban high

schools may .have eliminated most of the variability be-

" tween schools which is related to policy differences.

'Sec;mdly, the reliabili‘ties of the principal's respohses
on flexibility of tracking méy be Quite low. There is no
wéy t§ test how adequately the principal's estimate corres-
ponds to the actual within school mobility; It is likely

that many schools do not-have a stated po].icy, but assign

24
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or transfer pupils differently in different grades, or

‘based on distinct criteria. If teachers have a large part

ip_ the decisions regarding placement, the principal maf not
actuaily know how often studeﬁts are reassigned or trans-
ferred. Finally, the within school relationship between
curriculum assignment. and achievement level did not corre-
late hig}hly between the ninth érade and the twelfth grade.

To the extent that schools differ with respect to criteria

‘for placement, or social class or racial biases exist, one
would expect comparé'ble results between the ninth and the

'twelfth grade across schools. The low correlations suggest

that such differences in misassignment are not the result of
consisteﬁt school policies, but operate relativeiy ‘randomly
across _différent cohoerts of studepts within schools. | One
could conclude £hat either the measureé chosen for the
adequacy of placement are too crude to measure subtle dis-

tinctions within schools, or that the lack of consistency is

. : evidence that placement is not an inherently discriminatory

process, in that the schools studied do not show consistent

tendencies to misassign pupils, when achievement is the’
, ) _

criteria cf placement.
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CHAPTER VIIIX
SUMMARY AND CONCLUSIONS

The analysis présented has focused on the determi-
nants of placement in forty-eight ﬁdblic high schools located
in the urhan North. A review, of the findings are presented
in the present chapter, and the implications discussed. |
Several al'ternative moéels of placement are presented, and

explored in the context of equality of opportunity.

Summary of Findings

The process of assignn’\en't. it has been argued, can
be viewed as thé critical vériable in educational selection
and recruitment to collg:-ge. the labor market, and adult roles
and status. The determinahts of placement reflect the
str_at-ificaﬁion system within schoo;s which éerves as an
intérveniﬁg link in the attainment process. 'I"he. norm of
American secqndary .education is the comprehensive public

high school, which provides a differentiated curriculum, for

13

208
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students of different backgrounds, and abilities; Tracking,
or curriculﬁm assiénmént in the present caée,is a mechahism
for both the selection and différentiation of students. The
'strqctural differences betweeﬁ'sdhools.in types of curricu-
lum,accelerated or honors proérams; remedial.c§urse work, or.
other more refined within'séhéol grouping practices ha; been
largely ignoréd ;ﬁ the present analysis; the focus has been
entirely on the relatively érﬁde dig;inction between a
.college preparatory curriculum aﬁd all others. ?he rationale
is that this distinction ié'a primary ingredient in the
determination of both aspirations and acﬁual college atten-
dance. The determinants of assignment within high schools
ﬁhus‘reflect the linkage béﬁwegn educatibnai iﬂstituions:andif
those of theilarger society; an understaﬁding of the pro-
cesses~of selection in high schools shoula contribute to an
understandipg of the dynamics of social mobility, and the
deperminanté of attainment. |
Within schools, the determinanﬁs of placement are
 largely the tested Verballébility of the'stpdent, not social
class backgroﬁnd; AThe direct effects of Qerbal achievement

’ : ) ‘ )
are nearly ten times as large as the direct effects of social

~class on either placement or gradeé. The direct and indirect
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effects of social class combined account for only slightly
more than one-third of the total variance in placement ex-

plained; the decomposition of variance for grades is quite

compargble and dbeé not suggeét that.social class is an

important determinant of processes .within schools. Quite

similar results were obtained when the analysis was re-

stricted to only. integrated schools; the effects of race,

howeQer, challenge the prevailing assumption that discrimina-
tion within schools is a source of differential attainment.

Differences betwéen schools add only 4.1 per cent to
the variance accounted.for in plécement when ability is

controlled, and 3.3 per cent of the total variance vhen

social class and ability is included. Equally important,

neither the variations in aésignment probabiliﬁies bétween
schools nor the interactions within schools seem readily
interpretable or related to obéérved differences between
schools. While composifioh accounts for less than hélf the
between school variabiiity in either verbal score or propor-
tiop college prep, Ehg reéidual_variance shows only a slight,
éhd usually insignificant, relationship to other cﬁaracter-

¢

istics of the school. Since the present sample of high

"Ijzjjg




schools is (a) not random and (b) selected to be relatively

-

homogeneous, these results do not seem either startling or
large enough to justify pursuing at length. The strongest
impression is that although schools do vary somewhat, iso-

lating the source of differences is extremely difficult;

"given the relatively small amount of the total variance

vhich lies between schools when individual differences are
controlled, it does not seem.te be'a poteptially fruitful

exercise. When a efulf random sample of schools is avail-
able.lwith a larger case base than.48 , Or our theoretical

conceptions of what constitutes a meaningful contextual

- effect .are better developed; perhaps differences between

'schools will become less ambiguous. As Hauser states, when

dlscuSSLng the general subJect of the 31ze of school effects,

Leaving to one side the interpretation of school

- differences, the EEO finding that school differences
were small is undoubtedly correct. None of the
studies of school effects leaves any reason to doubt

- the validity of this finding. Moreover, we can reduce
gross school effects to the point of substantive (if
not statistical) insignificance by recourse to the
moderately powerful sociological theories of indi-
vidual achievement which are presently available.l

1RoberL M. Hauser, '"Educational Stratification in
the United States," Sociological Inquiry, XL (Spring,
1970). p- 118 - :

Nl
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The racial effect isolated in the present analysis
is perhaps more interesting, in some respects, than the

effects of social class. While coefficients for race with-

-in schools ‘are quite -small, they suggest that non-whites are

not discriminated against in placement. 1In fact, if verbal

. skills arerthe criteria of appropriate placement, non-white

students are slightly more likely to be assigned to a
college preparatory track than white students of comparable
ability and social class background. The relationship holds

between schools as well, although this is largely due to the

fact that the three all-black schools analyzed in the

present sample have a large proportion of students assigned

- to a college preparatory track, and relatively low verbal
scores. It is not clear whether non-white students actual-

| ly receive college preparata.on equ:.valent to th.te students,

although it seems reasonable to doubt that they do. |

The relat:.onsh:l.p between counsel:n.ng and placement

. was apalyzed- 1t seems clear that ne:|.ther ‘social class nor -
'racJ.al background .are assoclated w:.th e:n.ther the number of
t:.mes a student saw a counselorv or the amount of perce:.ved |

o encouragement to cont:.nue studles.once verbal ab:.llty, place-—

ment, and grades are controlled ‘ I-fl.vcoun_‘seh.ng hserv:l.ces '
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are viewed as a school resource, it seems doubtful that they

are allocated on the. basis of either social class or race.
The strongest determinant of either counseling var._‘iabi’e is

the .student's placement. The relationships examined sug-

‘gest that curriculum placement is a critical mechanism

within schools fof diffez;entially allocating counseling
resources.

The summary impression of -the. selection mechanisms =
operating within schoois is that.they are largely me:;itoé-

cratic,in that the student's ability level is considerably

- more important than backg:_:'ound factors in determining place-

- ment. The effects of curriculum placement are difficult to

document in cross-sectional ddta; from other sources‘ we know

'that placement is highly re.iated to actual college atten-

dance. 1In the present context, the effects of placement on

asp:.ratn.ons is cons:.derable, although the causal relatn.onsh:.p
is .unclear. The study of aspn.ratn.ons is relatn.vely handn.- .

capped, since we know_ln.ttle of ‘how aspirations are_formed

5 , , , .
See Educatn.onal Test.:l.ng Serv:.ce, Background Factors

. Relatlng to College- ‘Plans and COIIege Enrollment Among Public

High School Students (Princeton, New Jersey, 1957); and

John C. Flanaqan, ' The American . High School Student (Pltts-?

-burgh Um.vcrsn.ty of PJ.ttsburgh Pre..s, 1964)
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"certain raspects, student aspirations seem largely deter-

cation of school resources is difficult to test without

| - the school. Logically,' the argument that students in the
'college preparatory curr:.culum are exposed to br:.ghter, more

"highly motivated peers and that the content of courses :|.s

- . to argue either that (l) th:.s affects differential achn.eve-
'ment :Lndependently or (2) that alter:.ng the present mechanisms

' '5.‘.of select:.on would alter the observed outcomes. While 1t is '_ -

214 -

or the degree of sta‘bility over time. It is noteworthy that

the present analys:.s suggests school :Lnfluences, such as

'gra.des, and curriculum, and tested ability largely account

for most of the variance in aspirations, while social class

background and race add onnly a small increment to the sums

of squares explained. Although the' model is deficient in

mined by processes within the school rather than family in-
fluences . The role of schooling as .an intervening variable,
mediating and diminishing the effects of background is |
1arge1y supportedh .in the present analysis. |

| The importance "of curriculum placement in the »allo-,

\

more specific knowledge of the structural arrangements in

more academ:.c seems 1rrefuta‘b1e. It :Ls, however, dn.ff:.cult - -




' likely that counselfi.ngservices; and perhaps teaching skills

as well,are differentially allocated between tracks, the

."equity" of observed placement does not indicate that social

class or racial bias is prevalent except insofar as ability

is associated to ‘social class background.

Placement and Policy

The implications of this research for the study of
stratification are considerable. The frequent analoéy to

occupational stratification is not without reason, since

* curriculum placement reflects in part the selective mechan-

isms linking the educational system to that of the occupa—'

tional sphere. . The determ:.nants of placement in the present

- study seem cons:.derably less dom:.nated by background factors

than the determinants of actual college attendance.3 While

.thJ.s may prov:.de reassurance for the educator, one scarcely

: .knows where to f:l.nd "1nequal:|.ty of opportun:l.ty. - It does not

 seem to be eJ.ther between schools4 of within them, if one

3See Ralph F Berdn.e (ed ), After H;Lg'h School What"

(aneapol:.so Un:.vers:.ty of Mlnnesota Press, 1954)

4See DanJ.el P. Moym.han and Freder:l.ck Mosteller (eds ).'__

‘.On Eguallty of Educatlonal Opportunlty (New York: Random
_House, l970) R , R
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~accepts the results of test scores as the criteria.. Perhaps

it lies, in the scarcity of resources which prevent less
privileged but talented students from attending college.
Or perbaps schools fail to provide relevant alternatives

and access to vocatidnal opportunities for the student less

‘oriented towards academic subjects. By concentrating on

high school seniors: we have ignored the large numbers of
students who leave school at sixteen. If one is to credit
their reports,5 schoolrhaddlittle .to offer them.

The larger issues of equal:l.ty of opportun:.ty are
clearly not resolvable in the context of this study, or

any s:l.ngle sLudy. The determ:.nants of placement in compre-

Al

' hens:.ve publ:.c high schools have been presented aescr:.pt:.ve-
1y, as the operai;lon of selection pro'cesses and mechanisms.

. ia schools. :'The 're'sdllt‘s seggest i:hat iﬁ Arnerican h'igh‘schools,
} achlevement, as measured by verbal tests, 1s more 1mpor£ant |

—:t'han ascr:.pt:.on, as measured by soc:.al class and racial back-

R § ‘eritique of ‘the. process bf': selectioh'requires a

St R

5Kenneth Polk "'Track:.ng in Publ:.c ngh Schools,""

. Trans-actlons, Vol L}O{ (OcLober,. 1970)
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comparative framework. In the present context, two alterna-

~ tive models will be presented which to some degree describe

what the composition of the college track would be under
varying assumptions.. If one were to insist that‘high
schools randomly assigned students to a curriculum, the re-
sulting composition would presumabli.}"be random with respect

to social class. Such a procedure might insure "equality"

" of outcomes; it is doubtful the results would be satisfactory

for either students or college admissions officers.
Alternatively, we might assume placement is zero-
sum within schools, and students are assigned 'totally on

the basis of within school rank on verbal ‘achievement tests.

. Table 40 presents the results of such an exercise for all

.Students in the forty-eight schools studied. The within

school ranks were obta:.ned by order:.ng students on the basis

of scores on the verbal ach1evement test, and in the case _’

'of tJ.es, ass:.gm.ng a h:l.gher rank to the student with highest
" crades. lStudents were then “ass1gned“ tov a currlculum on
the basJ.s of the actual number of students in the school re~
- portlng themselves J.n the college track and the students'. |
rank w:.th:.n the school '- The proport:.ons college prep are

- .presented by race and soc1al class background for all students

A
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TABLE 43

= r e St tna i e i T T T

5 _ PROPORTION COLLEGE PREP BY SOCIAL CLASS AND
P o - o RACE, FOR NON-FARM TWELFTH GRADE STUDENTS

ACTUAL AND EXPECTED BY WITHIN
SCHOOL RANK ON VERBAL ABILITY

ACTUAL EXPECTED

WHITE .| e0.3 | 62.1

White collar | - 72.4 | 69.9

N T R L Y N T I

Blue Collar | 4s.6 o 49.9

NON-WHITE | 1 a3 L . 40.6

White collar. -~ |  sa.8 | a4.a

. Blue collar . 39,2 32.3

‘wora. . | s2.6 | s




. o | | o 219

in the present sample from non-farm backgrounds. White
collar is defined as students reporting their father's occu-
pation as profess:i.onal, technical, managerial, .off;i.cial, or
sales; while blue collar includes skilled and semi-skilled
workers,. service occupations, laborers and clerical posi-
tJ'.ons.6 In the present e'xamplle, it should be noted that
- only 26..'2 per cent of the students would have changed asslgn- :
S . ment under the conditions imposed The expected proportions
o - demonstrate that for wh:l.te students, the ch:.ldren of blue
| collar workers would be more represented in the college prep
‘currn.culum than at present; non-whn.'tes, however, would - be
- - considerably less represented in either class. If the degree
| of merltocracy is represented by how closely .ass:l.gnment repre-
sents the dn.strn.butn.on of tested abn.l:.ty within schools, the

.outcome for non-wh:l.te pup:Lls seems quest:l.onable in a complete

TR AT T M T S e m g 113

meritocracy. If schools rel:l.ed more on the results of stan-
dardized achievement tests, the outcomes would be consider—v_'__
.- ably less favorable for non-whn.tes than the present selectn.on. -

mecham.sms operat:l.ng wn.th:l.n schools.‘ Wh:l.le thn.s :|.s a rela-

' .]tJ.vely crude approxn.mat:.on to outcomes obta:.ned by utn.l:.zn.ng |

: . 6See Chapter III for a more detan.led descrn.pt:l.on
' of the occupat:Lonal quest:Lon and codes. : : ‘
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220

- o

different cr:n.ter:.a, the results suggest the problems intrin-

sic in advocating. an alternative to assignment as it exists.

Perhaps schools should maintain a larger college

- preparatory curriculum than now exists, encompassing . all

students who' aspired to enter college instead of maintain-
..:.ng a selective currn.cula by abn.l:n.ty. By relaxn.ng the con-
'stra:n.nt thaL the college prep curriculum should include

only the numbers now enrolled we can compare .the outcome

of assignment assum:n.ng all students aspa.rn.ng to college were

-'actually placed in the college currn.culum. Such a poln.cy

 has precedent J.n the open enrollment system begun in certa:n.n

state unn.vers:.t:.es. Table 44 presents the results of this

| ~exercise. The number of cases differ from Table 43 because
- students who did not respond to the qu'estion on aspirations,

| as ‘well as those aspiring to less than high s,chool' comple~

tion, were-omitted ‘ It should be noted fn.rst that the

total number of pup:.ls assa.gned to a college curr:n.culum

o '.3w1th1n socn.al class and rac:n.al categor:n.es appears more "

o equ:n.table than the present arrangement, although we have

R

o Stlll not approached "equal:n.ty" of outcome. If curr:n.culum o

"placement were structured to prov:n.de max1mum opportun:n.ty




P T T TRt e e s e : 22],
. . . ’ . . - o, :

TABLE 44

- PROPORTION COLLEGE PREP BY SOCIAL CLASS AND
RACE, FOR NON-FARM TWELFTH GRADE STUDENTS

Sy e gt

ACTUAL AND EXPECTED IF ALL STUDENTS WHO ASPIRED TO ATTEND
COLLEGE WERE ASSIGNED TO THE COLLEGE PREP CURRICULUM

e e S
——

ACTUAL EXPECTED

———— . S————

WHITE - | e0.5 66.2
White Collar ol m.s . 80.3

Blue Collar | 46.0 .. . 57.6

- NoN-wHITE - |  46.5 59.5
¥ ‘White collar | s2.8 . 721

i
| - | | Blue collar | 42,1 63.8

s PorAL - | - 53.5 IR R 64.8
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for every high school student who aspired to attend college

st e ST A 1Y
S T R L R e TS T

to be in the college preparatory curriculum, the increase

LRI,

1n racial eauallty would result, Whlle the changes in

SOClal clads\yould be only sllghtly more favorable for the

blue collar students. Once more 1t would seem that changlng

the crlterla of placement would prov1de someWhat amblguous

‘. results 1f tbe object 1s to’ max1mlze the equallty of out-

come and attempt to. force the results to be 1ndependent of

orlglns. The relatlve size of the pool of students deslrlng,

to attend college,.however, should perhaps be 1nd1cat1ve of

the 1nadequacy of most h1gh schools' programs. The present

analysls 1s 1n substantlal agreement W1th Ramsoy, When she

s concludes:'

e e there are both pOSltlve and negatlve s1des to
. the.way in which the ‘organization of’ the high school
;’j'currlculum works as a- mechanism for selectlng and '
"tralnlng potentlal college students. The’ currlculum,.
~-and the pexrsons. respons1b1e for- allocatlng puplls to
. various parts-of it, works well in selecting the"
. more sdholastlcally able as the reClplentS of in-
‘“fstructlon antlclpatory of college and university
. studies. But the scarcity of that- instruction - o
.~ relative to the demand. for it leads to a reduction
_ .. inits selectlve effectlveness.g-.. ‘American high
";;yschools have succeeded ‘in ma1nta~n1ng an- open channel
R 1nto hlgher educatlon for a conslderable proportlon o
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of their pupils, but they have done so in part from
a position of curricular scarcity and weakness,
'.\‘rather than strength 7

In sum,‘the‘present chapter has reviewed fhe find-
ings of this study and discussed the implications of the

*

analysis as both a contribution to our knowledge of the

' selective mechanisms at work in high schools, and alterna-

tive systems one might recommend. It seems clear from the

present stﬁdy»that advocating alternative mechanisms might

_notfpr¢Vide mo¥e-e§ali£afiah 6ut¢dmes than pfeséﬂtly exist;
' Thededucatidhélfélternativés:fo'fiécking dd not'seem rela-
tlvely more advéntageoﬁs fhah eklstlng arrangementé. Whiie_

one may cr1t1c12e the domlnant value of achlevement, one 1s.
”j’? ”re1at1vely 1mpressed by‘the de§¥ee tO'Whlch 1t 1svprevalent'

'1n Amerlcan publlc hlgh schools.lf

~ No. 4 (Summer, 1965), 307.

7Nata.lJ.e Rogoff Ramsoy,_“College Recrultment and

'7LEH1gh Sdhool Currlcula," Soc1ology of Educatlon, XXXVIII,_ o
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